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Thesis Abstract
Colm O’Reilly (Dublin City University)

In Search of Excellence: Perceived effects of spatclasses for gifted students in
Ireland from the perspective of participating students and their parents.

This thesis focuses on high ability students ardétiects of Saturday and summer
courses on their academic and social developmé&hese students who have been
identified through assessment are in the top S%hepopulation academically. After

qualifying from the assessment they are inviteghddicipate in courses run by the
Irish Centre for Talented Youth (CTYI) at DublintZiUniversity and other colleges

around the country.

This study looks at students who have participatedhese programmes and their
parents in relation to the impact of these coursestheir academic and social
development. Results show that participating sttedleand their parents have a
significantly higher level of academic satisfactwith classes at CTYIl compared to
school. Furthermore the parents and students per¢dbemselves to have a more
positive attitude towards attending CTYI classemgared to school. Both parents
and students within this study note a lack of acadehallenge at school and believe
that they receive little support from their classesan relation to their ability. Parents
tend to rank their children’s ability as much betiean their peers in all academic
subjects while most of the students rank themsebsgsmuch better in selected
subjects. Students and parents within the studynasstly comfortable with their

academic ability although this is seen to declirgh#ly as the child gets older. Most
of the parents and the students who have attengecias classes for high ability
children are somewhat uncomfortable with the teiftedto describe their ability.



Chapter 1: Introduction



Overview

This study is designed to examine attitudes andgpeions of giftedness of students
and parents who participated in a series of Sayueshl Summer classes for high
ability students at Dublin City University and otlelleges around the country. The
students in this study were aged from 8 to 16 aackwdentified as being in the top
5% of the population academically through an edanat assessment. The courses
that the students participated in were run by tigh ICentre for Talented Youth
(CTYI) which is a national non profit making orgaation designed to meet the needs
of high ability children from all over Ireland. CT¥vas established at Dublin City
University in 1992, with the following aims:

* To identify through national and international tdalsearches pre-college children
who reason extremely well mathematically and/obaé8y;

* To provide talented youth both from Ireland andreeas with challenging and
invigorating coursework and related educationaloopmities through an annual
summer programme, and on Saturday classes duerngrctiool year;

* To provide teacher training and support servicesctwools participating in the
CTYI programme;

» To assist parents in advancing talented studentspitoyiding access to
information and resources;

» To research and evaluate talent development andffidetiveness of programme

models and curriculum provision.
(www.dcu.ie/ctyi)

As part of its mission CTYI runs Saturday courses grimary school children at

various centres around the country and Summer esufsr secondary school

10



students at Dublin City University. These coursesuld traditionally be in non

curricular subjects giving students the opportutotgtudy topics that they would not
usually be exposed to in school. Examples of stbjen Saturday classes that
primary school students in this study experiencedluded Forensic Science,
Zoology, Science of Tomorrow, Engineering, CompuwRengramming, Journalism,
Legal Studies and Psychology. Examples of summerseosubjects that secondary
school students participated in included Biomedidialgnostics, Theoretical Physics,
Criminology, Corporate Business, Social Psychololgyernational Relations and
Writing for Life. A full list of courses and coursdescriptions is available in

Appendix A.

Courses given would normally be in subjects thatildkdoe offered at third level and
are taught by subject experts in the particulaa.arée teachers would usually be part
time lecturers or postgraduate students from tlrel flevel institution hosting the
course. In this way CTYI students have access itd tavel facilities and teachers
who have particular knowledge in their area ofiesé Typically in primary school
these students have one teacher for all subjeat aed have little or no opportunity
to develop their knowledge in specific academiasraVhile they have teachers in
different subject areas at second level it is oftencase that either the subject might
not be challenging enough for them (see Vaughaldhksen & Asher, 1999; Kulik,
2003; Moon, Feldhusen & Dillon, 1994) or in somstances the students may excel
in a subject that is not offered at secondary skcfeee Olszewski-Kubilius, 1989;

Benbow & Stanley, 1983a; Olszewski-Kubilius & L2€04).
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Focus of Study

The main focus of the study is to look at gifteddsints and their parents who
attended out of school programmes for high abisitydents to find out if they
experienced different levels of academic satisbactit these classes compared to
school. The study also looks at the attitudes ef students and parents towards
attending these classes and they too would be cmwhp® school. | wanted to
discover if students were aware of their ability@hation to their peers at school and
how they ranked themselves in comparison to thegespn their school subjects. |
wanted to compare this with how their parents rdntkem relative to their peers to
discover if there were any differences in the petioa of ability between parents and
students. Most importantly though | wanted to disrowhat the students and the
parents perceptions of being gifted was and whedtier were comfortable with this
term to describe their ability. As a practitionedavorker with gifted students for the
last 17 years | wanted to complete a piece of rekahat would give gifted students
and their parents a voice in the Irish educatistiesy. The area of gifted education is
a hugely under researched area in this countrynansimilar piece of research on a

large number of gifted students had ever been doheland.

This is a large scale study involving parents analents answering specifically
designed questionnaires to ascertain their pexmspbdf the out of school classes they
had attended. It was followed up with some in-deptterviews with selected
participants from the primary school students, sdaoy school students, primary
school parents and secondary school parents wikop@aid in Saturday and Summer
classes with CTYI. As well as these personally glesil measures the research would

also avail of two widely used external measures, Ntyers-Briggs Type Indicator
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(MBTI) and the Piers Harris Children’s Self-Concesstale to help me to gain a
greater understanding of gifted students and teaming needs. All of this will be
further discussed later in this section and will dmnprehensively detailed in the

Research Design section (Chapter 3).
Literature in the Area

The second chapter of this study will criticallyaexine the literature in relation to
giftedness highlighting the key contributors to fiedd including Stanley, Terman,
Gardner, Sternberg and Renzulli. The academic tseiof CTYI courses will be
examined including the Optimal Match (TangherlindaDurden, 1993) and Talent
Search principles (Stanley, 1976; Stanley, 1991)ichvhare the instructional
approaches at the heart of CTYI's teaching prirgpBimply put the Optimal Match
states that an appropriate educational experiesrca high ability student is one that
challenges the individual to perform at a level josyond his or her cognitive grasp
(Redding, 1989). The Talent Search concept piodebyeJulian Stanley at Johns
Hopkins University in the 1970’s offers a challemgitest designed for older students
to bright motivated younger students as a meaideotifying exceptional talent in a
specific domain. In the 1990s this model was im@eted in Ireland and is used as

an identification procedure for CTYI| programmes.

Defining giftedness is an area that seems to htleedonsensus in the literature. The
review will examine the major contributors to tl@eea. The early theories around
giftedness from Binet and Terman will be exploreaving towards the more modern
theories of Sternberg and Gardner. From the lieeathe study will examine

previous research on the effects of Saturday anmdn@r programmes on gifted

students that have been conducted in America anch&wy. This will be further
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analysed in terms of academic and social effectsherparticipating students. The
different strategies that educators use to work \gifted children will be outlined.
The concepts of acceleration and enrichment wilekamined in the context of the
existing research. Acceleration involves moving lldc through an academic
programme at a faster pace than normal while emect allows for students to cover
existing curriculum in greater breadth and depthisTs particularly important for
this research as the courses at CTYI| offer a lefzacceleration and enrichment. The
availability of special classes for high abilityudents both inside and outside of
school will be explored and evaluated and evidefioen previous research on
Saturday and Summer programmes will be analysdbtearcontext of this research.
The literature around the two external measures, MIBTI and the Piers-Harris
Children’s Self-Concept Scale will be reviewed Ine tcontext of their relevance to
studies with gifted children. This will include dysis around giftedness and self-

concept and giftedness and learning styles.
Research Design

The third section will cover research design andg/ whs study is important. The
researcher believes that this study is necessanygtdight the needs of high ability
students in Ireland. Currently there is no legiskatin this country directly

mentioning gifted children. The 1998 Education At (1) (a) states that

‘there should be made available to each person eesith the State, including a

person with a disability or who has special edumadil needs, support services and a
level and quality of education appropriate to megtthe needs and ability of that

person.’ (DES,1998)

While this would seem to advocate that gifted dleitd should be catered for in
schools, to date no direct funding has been mad#aale to allow schools to cater

for high ability children. Schools are confusedt@svhat to do with gifted children
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and without resources these students may not beecafor in school. This study will
hopefully go some way towards understanding gifteddren and their needs in a
school context. | believe that these students ditenonot stretched by regular
curriculum and this can lead to boredom and frtisinain school. By challenging
them at a level appropriate to their abilities shedents can become stimulated and
motivated to achieve their potential. In 2005 Bept of Education and Science in
Ireland produced a report evaluating curriculum langentation in primary schools
(DES, 2005). The report stated that in almost bélthe classes they found that no
provision was made for different learning styled ardividual needs in Mathematics.
It was also reported that there was no differeiotmatvithin learning tasks for pupils
of varying abilities.l believe that this can lead to much frustration tfee talented
student. Their minds need to be stretched. They t@de continually challenged,

and should be given opportunities to work both pedelently and in a group.

From a methodological perspective most of the mebea the area of giftedness
seems to be dominated by quantitative research Hags, 1993; Paul & Plucker,
2004). This assumes that giftedness is somethetgcin be measured in the form of
IQ and that it is static and stable over time.dlation to giftedness one’s talents and
abilities are defined by standardized tests. Ifieation of gifted children is based on
objective measures and programmes are based omssstemt set of experiences
across educational settings. Borland (1990), C{b884) and Coleman, Sanders and
Cross (1997) point out that most of the researdaiifted education is in the positivist
paradigm with small but slowly growing bodies ofsearch coming from other
approaches such as constructivism, critical theang a variety of qualitative

methodologies. The literature (chap 2) will shovattitesearchers now prefer a
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multidimensional approach to defining giftednesd #ms new approach has led to a
shift in the style of research in the area withrawgh of studies using qualitative

methods.

Mason (2006) describes qualitative research asgbgiounded in a philosophical
position which is broadly interpretive in the serhbat it is concerned with how the
social world is interpreted, understood, experienoe constituted. It is based on
methods of data generation which are both flexdnleé sensitive to the social context
in which the data is produced. It is also basednethods of analysis which involve
understandings of complexity, detail and contexithil an interpretive approach
researchers see people and their interpretatiortbenf world as the primary data
sources. As Blaikie (2000, p.115) puts it

“Interpretivists are concerned with understandihg tsocial world people have
produced and which they can reproduce through togitinuing activities.”

The interpretivist paradigm applied to giftednesgessknowledge of the world as
being mediated by the signs and symbols people tasenterpret the world.
Knowledge is viewed as subjective and what caremkd is how others understand
the world. Giftedness means different things téedent people and the interpretivist
researcher sees outcomes that come about as da ofsdialogue among the
participants and these outcomes change as timeauoées the interpretivist mode
gifted persons can be defined by all groups acogrtth their own set of attributes.

There is no universal group.

From an ontological perspective if one holds areciyist view that gifted exists as a

separate entity that can be measured by 1Q tedtwen the epistemological
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orientation that you will favour will be that of piivism. Traditionally giftedness has
been researched in this form. The reasoning hetedactive and implies a testing of
the theory. Recently though modern theories ofedifess have presented another
ontological assumption which is that of construstw. In this perspective giftedness
exists but is dependent on the social context thas researched. Looking at
giftedness in this fashion sees multiple formsitiegness that are developmental and
process oriented and dependent on a number ofrdadResearchers who perceive
giftedness in this fashion are coming from an tetivist epistemological

orientation.

Interestingly the CTY model at Johns Hopkins Unsitgrpioneered by Julian Stanley
and used at CTYI is concerned with identifying #hosho exhibit exceptional
reasoning in specific areas of aptitude. It promdtes idea of precocity that gifted
students are those who because they can learfaates rate and comprehend more
advanced ideas can reason like older studentse# testing of sorts to identify these
students. It does not however deny the existeneegeineral factor of intelligence but
sees that measuring specific aptitude is a mor&uluseethod of identifying gifted
children. For example you may have a gifted chilthwigh ability in Maths but is

average verbally and vice versa (Brody & Stanl®@5).

As a researcher | had direct access to large nupnfb&udents and parents who had
attended classes at the Irish Centre for Talentedth¥ These students had been
identified for the programme through academic assest so therefore initially the

research suited a positivistic inquiry with a lagygestionnaire sent out to students
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and parents to find out the answers to the reseaquestion. However as | read
through the literature and the emerging paradigmswa gifted research | became
convinced of the importance of doing some qualitatiesearch to build on any
findings from the questionnaire study. Thereforeniployed the sequential mixed
methods strategy proposed by Creswell (2009) ampdaered in detail in the third

chapter. The method involved using a large scakstipnnaire and then following

this up with some in depth interviews of the maamtigcipants.

Research Tools

A questionnaire was administered to parents andests at both primary and
secondary school who had completed the CTY| Sayuctissses or Summer courses.
These were designed for students and parents ¢éotaiscwhether they had different
opinions in relation to academic satisfaction witass at CTYI compared to school
and in relation to their perceptions of being idfead as gifted children and to their
parents perception of this and to their attitudewards academic ability and
independent study. This study was used to findtoetrelative levels of academic
satisfaction of students who participated in them&rses. This was compared with the
students level of academic satisfaction with tiseinools. The study also compared
students attitudes towards attending CTYI programiaed school. Students were
also asked to outline what reasons they may haddédnattending CTYI courses and

what achievements they may have realised as & mdsattendance.

In a separate questionnaire parents were also askeldr questions in relation to
how they felt about the level of academic satisbecof the classes at CTYI for their

children and also about their attitudes towardenading the CTYIl programme
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compared to school. Parents and students were askewmpare the level of
encouragement in terms of their ability that th#édrhn received from various groups
including teachers, friends and classmates. Furtbex students and parents were
asked to rank themselves in comparison to thegsahates in a selection of academic
and non academic subjects in school. Within thesgpenaire the notion of comfort
with academic ability was explored along with comifeith studying independently.
Finally the whole concept of giftedness was exglaaad students and parents were
asked if they were comfortable with this term tesaée high academic ability.
Students and parents responses to all the questenesanalysed and compared using

statistical techniques. For a full copy of the disemaires used see Appendix B.

These questionnaires were followed with a seriem@frviews with some primary
school CTYI students, primary school CTYI parestondary school CTYI students
and secondary school CTYI parents. These semitstedtinterviews would be used

to further explore the themes from the questiorndata in a qualitative fashion.

Other Research Measures

To gain a clearer picture of the perception ofegiftess two widely used measures of
self-concept and learning styles were administéedtudents on the secondary
school programme. The Myers-Briggs Type Indicatas heen used extensively with
gifted students to assess the psychological typdsur dimensions (Hawkins, 1997;
Parker & Mills, 1998; Sak, 2004). These four dimens are extraversion and

introversion; sensing and intuition; thinking aneéeling; and judgment and
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perception. The Piers-Harris Children’s Self Conc8pale is a widely used self

report instrument designed for children to assedf oncept. It has been used

extensively with gifted students (Lewis & KnightQGD; Tong & Yewchuk, 1996).

The scale includes a total self concept score db agesub scores in six areas:

behavioural adjustment; intellectual and schookustaphysical appearance and

attributes; freedom from anxiety; popularity; angppiness and satisfaction. These

tests were administered to secondary school stsidehb were attending a CTYI

Summer Programme. The results for these tests w@lated and compared with

students from non gifted samples to discover if spgcific differences separated the

two groups.

The use of the different measures in my researsigaes illustrated in the diagram

below.
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Results and Analysis

The fourth and fifth chapters of this thesis wibadiment the detailed results and
analysis from the various pieces of research. Hsearch has found that students
who attend out of school programmes at Dublin Cityiversity and other centres
around the country generally have a high level cifd@mic satisfaction with these
courses and a positive attitude towards attendihg. parents too report a high level
of academic satisfaction and a positive attitudatiending special classes in their
children and this is sometimes in contrast withléwel of academic satisfaction with
school and the attitude towards attending schoaithBprimary and secondary
students and parents perceive both academic andl smmefits from attending
special classes for high ability children with stats perceiving a higher level of
social benefit than the parents. While both thepisrand students feel that they have
somewhat of a positive attitude towards attendcigpsl most of them experience a
lack of academic challenge at some stage at schooérms of ability most of the
primary and secondary school students would gdgenank themselves as
considerably better than their peers in all acadesnbjects except Irish and most
would rank themselves as about equal at Physicat&mn. The parents too rank
their children as better than their peers in thedamic subjects and somewhat worse

at physical Education.

An interesting statistic is that the parents rahgirt child significantly higher in
academic subjects than the children themselveserins of encouragements both

parents and students feel they get the most ldveh@uragement for their academic

21



interests from the parents themselves. While nemdtthey get some encouragement
from teachers over half of all the groups, primachool students and parents and
secondary school students and parents believeréoeyve little or no support from

their classmates.

In terms of comfort with ability most of the studerat primary and secondary are
comfortable with their ability with the primary stents being significantly more
comfortable. There is a slight decline in comfoittmability in the secondary school
students. The parents of both groups are mostlyfatable with their child’s ability

with the secondary school parents more comfortalihe students at primary and
secondary are not as comfortable using the tertedyib describe their ability with

the secondary school students considerably morenufoctable with this than the

primary students. About half of the primary and cs&tary school parents are
comfortable with the term gifted to describe thatademic ability although the
primary parents would significantly be more likety describe their child as gifted
compared to the secondary school parents. Simidnbut 70% of the primary school
children would describe themselves as academigaftgd compared to just over

40% of the secondary school students.

From the in-depth interviews with the participaatsl their parents from the primary
and secondary school programme some significamiébeeemerged. These included:
attitude towards attending CTYI and reasons faraling; academic satisfaction and
challenge with classes at CTYI; academic satisfacéind challenge with classes at
school; ranking of ability in subjects at schoofidaperceptions of comfort with

ability. The data from the Myers-Briggs Type Indmarevealed that high ability
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students have a different way of taking in infornmatand learning new things than
their regular school counterparts. FurthermoreGQh#|1 population is likely to have a
significantly higher proportion of Introverts thahe general population who have
much more Extraverts. The Piers Harris Childreréff-Soncept Scale results show
that the high ability children have a higher acaeself-concept than non gifted
students. On the other hand they showed lower Isselaconcepts in some of the
scales. All of these results are displayed in Géragtof this thesis and analysed and

discussed in Chapter 5.

Summary

There is a need for substantive research in the @frgifted education in Ireland. By
researching parents and students who have patédiga a programme for high
ability children, this allows us to identify the eds of these children and what their
attitude is to attending school and whether adegpetvision is provided for them.
With the increased demand for individualised progrees for students of special
needs in this country it will be interesting to S€euch provisions will be made
available to gifted students. As the educationesysthanges to cater for students of
different levels of ability it is worth noting th#te notion of gifted education is also
evolving. Research in the area is moving from tifad quantitative nature towards
more qualitative studies. The sequential mixed outhresearch design used for this

study will be further developed in the third chapitthis thesis.

The next chapter will comprehensively examine ttexdture around this area with
particular emphasis on special programmes for djifudents and whether these
programmes have been of benefit to the studentdved. One of the main questions

of this research is whether the high ability studemho attend special out of school
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programmes at Dublin City University and other cestaround the country are
academically satisfied with these courses and wenetiiey have a more positive
attitude towards them than they do to attendingakchn this context | will examine
the literature around other special programmes difted students in different

countries to compare the results with those ofrigsgarch.

Furthermore how one defines giftedness is chanfyjorg the static ‘one size fits all
students’ towards a more multi-dimensional approatich leads to a wider and
broader definition of the topic. These new theoaesind giftedness question existing
assumptions about how to identify students for igphgarogrammes and how to
develop curriculum for these programmes. Defingiah giftedness will be analysed
from a historical perspective leading to more maodeeories in the field. One of the
key questions of this research is how parents &mksts who are involved in high
ability classes in Ireland understand the concémgiftedness and whether they are
comfortable with the term gifted to describe thadility. By allowing the literature to
guide us through existing definitions of giftednésdreland and internationally the
research can build a framework that furthers owtewstanding of the area. This is
achieved through the questionnaire data and thdemth interviews with the
participants on the programme at both primary aacosdary level that will be

detailed and discussed in the fourth and fifth ¢dapof this research.
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Chapter 2: Literature Review
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Overview

This chapter comprehensively reviews the literatmegiftedness as it relates to this
particular body of research. Firstly the review Iwdok towards a definition of
giftedness and will explore how there is little acoon consensus amongst researchers
in this area within the literature. Following owfn this, early and modern theories of
giftedness will be examined, including the influahtvork of Louis Terman, Howard
Gardner, Robert Sternberg and Joe Renzulli. Frametthe research will examine the
importance of the existing political climate andiedtional structure within particular
countries and how this relates to policies foregifchildren. Prevailing educational
philosophies may influence the type of programnregitied students that may be on
offer within a particular country or even whethleede programmes may be offered at

all.

This review will then look at the concepts of aecation and enrichment and how
these ideas impact on gifted programmes. From hetk examine the literature on
the types of programmes available to gifted chitddreluding “pull out” programmes
and special out of school classes in universitiirge. Then the study will critically
examine the Talent Search concept which is at tharthof the identification
procedure used for the students in this study. dibeeering work of Julian Stanley
will be explored and the use of out of level tegtia identify gifted students will be
reviewed. Finally this review will analyse the ta¢ure available on the Myers-Briggs
Type Indicator and the Piers Harris Self Conceptesavhich were the two external
instruments that were administered to the studesits participated in the study.

These instruments will be analysed in terms ofrtlisie in previous studies with
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gifted students and also on the broader front o¥ learning styles and self-concept

are important topics in the area of gifted research

What is giftedness?

The United States Department of Education or Marl&eport (1972), contains a
definition of giftedness that is probably the magioted in any research into

giftedness. The report declared that

gifted and talented children are those identifigddsofessionally qualified persons,

who by virtue of outstanding abilities are capablehigh performance. These are
children who require differentiated educational grammes and/or services beyond
those normally provided by the regular school pasgme in order to realise their

contribution to self and society.

Children capable of high-performance include thestn demonstrated achievement
and/or potential ability in any of the followingeas, singularly or in combination:-

* General Intellectual Ability
» Specific Academic Aptitude
» Creative or Productive Thinking
» Leadership Ability
» Visual and Performing Arts
* Psychomotor Ability
(Marland, 1972)

The first Irish definition of giftedness as offerdy the report of The Special
Education Review Committee (DES 1993) owes muchlanland’s definition, with
each of the above categories represented, and arasepsection on mechanical

aptitude included.

In this context it is worth looking at this defilmih more closely. Firstly there is the
requirement that these gifted students need tddigified by professionally qualified
persons. From this definition there is a certawveleof uncertainty that teachers or
parents are suitable individuals to identify theselents and that an independent level

of assessment is required. There is also a statethahthese children require a
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differentiated programme beyond the school cumaicuto allow them to thrive. This
certainly conflicts with more traditional thinking an Irish context that these students
are catered for within a regular curriculum andsthstudents can be challenged by
regular classroom activities. Finally it containseoof the accepted definitions of a
gifted child amongst researchergifted children whoby virtue of outstanding
abilities are capable of high performanceA general consensus amongst interested
parties states that students who are gifted hagepttential to perform at levels
beyond what may be expected for their dgest experts (Olszewski-Kubilius, 1989;
Moon, 1995; Benbow & Stanley, 1983a; Kulik, 2008ye®e that gifted children fall
into the special educational needs category as liagg different educational needs
than that of a general population. As VanTassekB#&003, p.174) points out

“Gifted learners have different learning needs carag with typical learners.
Therefore, curriculum must be adapted or desigoetttommodate these needs.”
The key question for teachers is how to identifgstn children and then most
importantly what to do with them once they have rbedentified. While this
definition is highly quoted there is little conseasamong researchers about whether it
is the correct definition. Within the literatureetie has been a difficulty with an
accepted definition. Renzulli and Reis (1997) offex following suggestion.

Gifted behaviour consists of behaviours that réféet interaction among three basic
clusters of human traits — above average abilitghHevels of task commitments and
high levels of creativity. Individuals capable @veloping this composite set of gifted

behaviours are those possessing or capable of dpivel this composite set of traits
and applying them to any potential area of humanfigoenance.

(Renzulli and Reis 1997, p8)
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There are also problems with whether giftednesdiegp@cross the board in all
subjects or whether it relates to subject abilidistorically Spearman (1904) sought
out empirical tests of differences between variauental tests and school
performance measures. Many of these seeminglys#ivests had strong correlations.
In further research (see Spearman, 1927) he esttaftom arrays of test
intercorrelations a factor called “g” which he itifed as that universal thing
possessed in varying amounts by all people thatesponsible for individual
differences in test scores and academic perform&ystematic differences between
each test were accounted for by postulating diffespecific factors of intelligence,
known as &', which the various tests also measured. The qurtbat intelligence is
categorised by general underlying ability and aertask-specific abilities has been
developed by British researchers (see Burt, 19@8)became regarded as a symbol
for general intelligence. Gifted students were pmed of as those who scored above
average on IQ tests. Importantly this is a quaatilé measure not a qualitative one.
Grouping students in special classes moving ateelerated pace that contains more
advanced and in depth material was seen as a wapilsing this model (see

Feldhusen, 1991; Stanley, 1979; Olszewski-Kubilf2803).

Our conceptions of giftedness can vary whether sezilae to the g factor theory of
intelligence supported in the literature by Jend&98) and Carroll (1993) or a more
domain specific orientation to intelligence as egd by Gardner (1983) or Benbow
& Stanley (1996). In a domain specific conceptibimeelligence, giftedness becomes
the manifestation of intelligence within specifiordains at very high levels (Van
Tassel-Baska, 2005). Giftedness has become morerrally bound and field

dependent (Csikszenthimihalyi, 2000). In this inst&a giftedness becomes the
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manifestation of general intelligence in a speafamain of human functioning at a
level significantly beyond the norm such as to sipo@mise for original contributions
to a field of endeavour. (Van Tassel-Baska, 208&cent reviews (Ericsson, 1996;
Ericsson & Lehmann, 1996) show that extended emgege in domain related

activities is necessary to attain giftedness.

Brody and Stanley (2005) define gifted studentdhamse who exhibit exceptional
reasoning ability in a specific area of aptitudemarily math or verbal reasoning but

also spatial, mechanical and other specific abdgiti

Heller (1989, p.141) formulates giftedness as

“the individual cognitive and motivational potentidor achieving excellent
performance in one or more areas such as mathanlaguages or artistic areas”.
Interestingly Heller focuses on potential rathearthrealized performance. Indeed
Tannenbaum (1986) adds to this debate by reseitvirgy giftedness to adulthood
where talent is judged by particular achievementslewvchildren can only be
described as having potential giftedness. By cehtfaross and Coleman (2005)
define giftedness as an age specific term thatgdéethe potential of young people
who are judged to have demonstrated rapid learimnglation to their peers. This
judgment is made on the basis of some normativedatd. Monks & Mason (2000)

describe giftedness as an individual's potentiakfaceptional achievement.

Another consideration around giftedness is whethé& something that you have
forever or is it something that without constanttaang will eventually decline. A

more recent definition by Foster and Matthews aslklre some of these issues.
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Giftedness is exceptionally advanced subject gpedlifility at a particular point in
time such that a student’s learning needs cannowb# met without significant
adaptations to the curriculum.

(Matthews and Foster 2005, p12)
This brings us back to the most recent Irish de@ini as published in the draft
guidelines by the National Council for CurriculumdaAssessment (NCCA, 2007).
The term exceptionally able is used in the guidsito describe students who require
opportunities for enrichment and extension thatbggond those provided for the
general cohort of students.
With that in mind approximately 5-10% of the schampbulation may be exceptionally
able and will demonstrate very high levels of amtaent in one or more of the
following areas:
- general intellectual ability or talent
- specific academic aptitude or talent
- visual and performing arts and sports
- leadership ability
- creative and productive thinking
- mechanical ingenuity
- special abilities in empathy, understanding aedatiation.

(NCCA 2007, p8)

This definition is not too far off the Marland defion at the beginning of this
section. In truth Ireland has arrived at a latgest® the debate on giftedness and there

seems to be fear of subscribing to one particumdion in case it excludes a

particular group of high ability students.

From my reading of the literature | would subscribeghe view of a domain specific
view of giftedness as described by Van Tassel-B42k@5) and Brody & Stanley
(2005). I think the original notion that people ware gifted have to be good at all
subjects is an outdated one and that people dd excifferent subject areas. This

idea of subject specific ability is included withilme NCCA definition but they also
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include people who have general intellectual gbids well. In my opinion the
problem with the Marland definition as well as th€ CA definition is that they seem
to incorporate too many aspects within the debnitiTake for example the inclusion
of leadership ability and creative and productikmking, while these are measures
that a gifted individual may possess they are dficult to quantify in an objective
manner and may be better suited to the curriculamgffted learners rather than
within a definition. Within this research studyrhanterested in finding out what the
perceptions of giftedness are for the studentspaments who participate in classes
for high ability students in Ireland to see if thegree with any particular definition

from the literature.

Early and Modern Theories of Giftedness

In his work Hereditary Genius (1869), Sir FrancialtGn focused on subjects with
exceptionally high mental ability. Galton propodédt attributes such as height are
stable over time and determined by hereditary factmassed on from parents.
Consequently Galton believed that mental capaciiesdults are related to the size
of an individual's brain. While he acknowledgedytttraining is needed to reach high
levels of performance he believed that improvemesat® rapid only at the beginning
of training and gains became smaller later on. Asreclusion he believed that these
characteristics were innate factors rather thansotteat could be improved
sufficiently by practice. These theories had a quofl influence on the early
development of the concept of giftedness. In faahynof his theories are still used

today. Jensen (2002, p.167) concluded that

“overall Galton’s paradigm, with its roots in evbanary theory, genetics and
physiology have proved essentially sound.”
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Furthermore Detterman and Ruthsatz (2001) arguetdrnhsituations where practice,
instruction or intervention is applied, the mostpornant determinant of a person’s
final position in a distribution will be their pdgin in that distribution before

practice, instruction and intervention.

Binet and Simon (1916) theorised that intelligembught was composed of three
distinct elements: direction, adaptation and dstc They devised a series of tests
that consisted of a variety of exercises to meabigieer-order thinking abilities. One
such exercise could be a test to determine whetleeear old children could match
different shapes to their corresponding slots dvoard. Suitable tests for six year
olds could be word definition, or “odd-one-out” ples. By fourteen, tests would
involve reasoning and ingenuity. Binet's theory wasch closer in its conception to
real-world intelligence than was Galton’s. His téetns, distant as they were from
real-world problem-solving and decision-making tadoes, were better predictors

than were those suggested by Galton (Sternber@)199

Lewis Terman (1877 - 1956) is considered by manybéothe most influential
researcher in the area of giftedness. In 1916, &ercneated the Intelligence Quotient
(IQ) calculated by dividing mental age by chronatad age and multiplying by 100.
Terman believed IQ to be constant, making it pdedib predict the 1Q of an adult in
childhood. Terman defined giftedness as scoring stemdard deviations above the
norm on this standardised IQ test. As well as dgief the 1Q test Terman (1925)
was responsible for one of the most famous longialdstudy into giftedness. This
study investigated the lives of 1528 school chitdwath an 1Q of 135 or higher. In
early practice, the term “genius” (Galton, 1869sweed to denote people of highly

superior ability, but the huge influence of Ternsstudies saw a gradual shift to the
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term “gifted” (Feldhusen and Jarwan, 1993). Oneadrtgnt outcome of Terman’s
research was that precocious children were no lotigsught of as mutants who
possessed some kind of freakish power bestowed tigon by accident. Up until
Terman’s study was published, a common misconaepticas that eminent
individuals were in some way psychotic or pathatag{Colangelo & Davis, 2003).
Terman and his associates found that highly gitteidtren, far from being sickly,
unstable and anti-social, were in fact intellediyaphysically and emotionally
superior to average children, and that this supgrizvas maintained into adulthood

(Sears, 1979).

Monks & Katzko (2005) outline that Terman’s modabwed that intelligence as
measured by an intelligence test is geneticallgmened and therefore permits the
possibility to predict later achievements. Theyogi®int out that Terman believed
that this genetic origin could be attributed to daetor, the g factor theory of
intelligence. Later though it is believed that Tarm(1954) also came to the
conclusion that personality factors and a supperirvironment were contributors to

high ability (Monks & Mason, 2002; Monks & Katzk2005).

While Terman’s study did much to promote the statugifted children in education
and society as a whole it was heavily reliant onalQa measure of giftedness and
precipitated the notion that one test fits all gdted children. In contrast, most of the

modern theories seem to favour a multidimensioppt@ach to giftedness.

The most publicised work of recent years is thaHofvard Gardner (1983), who
proposed the theory that the human organism passeadistinct units of mental

functioning, which he labels as “intelligences”. ldiso asserts that these separate
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intelligences have their own specific sets of &bsi which can be observed and
measured. Gardner (1983) also suggested a condemhutiiple intelligences

including linguistic, logical/mathematical, spatiaimusical, bodily-kinesthetic,

interpersonal, and intrapersonal intelligence. LAt added naturalistic, spiritual and
existential intelligence (Gardner, 1999). The intaot extension beyond Terman’s
work is that Gardner believes that giftedness tesfilom innate abilities in

interaction with a supportive environment. Modehedrists such as Van-Tassel
Baska (2005) have much in common with Gardner’'srhéy advocating a domain-
specific model of giftedness. This model promoéesidea of giftedness that is
bounded by the specific domain within which gifteda exists. Ability and aptitude
within a particular area may specialise the workrefurther. This theory is directly

in conflict with the concept of a g factor of gealentelligence.

Sternberg was one of the first to question whetlieris a reliable indicator of
intelligence. He developed the model of the Triarcrheory of Intelligence (1985).
Sternberg’s theory also looked at environment lati@n to gifted theory. Sternberg
believes that a person is successfully intelligantvirtue of how they adapt, shape
and select environments. This is something thatois measured in traditional 1Q
tests. More recently he refers to three distinotn®of intelligence: analytic, creative

and practical and suggested that giftedness watedeto success in life.

While Gardner and Sternberg were hugely influentialeveloping cognitive models
to describe giftedness, Joseph Renzulli is very ontgmt in developing an
achievement oriented model called the Three Ringc€pt of Giftedness (1978).
This theory originally published in Phi Delta Kappaagazine was rejected by most

gifted education journals at the time but is noe thost widely cited publication in
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the field. Renzulli (1986) stated that gifted babaweflects an interaction among
three basic clusters of human traits: above-avegegeral and/or specific abilities,
high levels of task commitment (motivation), andhlevels of creativity. According
to Renzulli, gifted and talented children are theg® possess or are capable of
developing this composite of traits and applyingnthto any potentially valuable area
of human performance. Renzulli (2005) distinguishbdtween schoolhouse
giftedness and creative-productive giftedness. &/helcognizing the importance of
both types he defined schoolhouse giftedness adalkiag giftedness measured by
IQ. Creative-Productive giftedness goes beyondié&ts to identify students who are
original thinkers and use this ability to solve lgems in their immediate

environment.

Tannenbaum’s model (1983) takes a systematic apiproa giftedness where he
believes outstanding achievement is determined llgqba five factors: general
ability; special ability; non intellective factorgnvironmental factors; and chance
factors. Tannenbaum’s systematic perspective wasodrthe first to include how
interacting influences may affect a child’s lifedadevelopment. These included the
influence of family, the schools, and even the eooic environment and political

and social agendas.

While acknowledging the important impact that Galemd Terman had in furthering
our understanding of the area of giftedness, inapyion we must move beyond
using IQ as the sole measure of identifying giffetsons. While 1Q is a useful
indicator in predicting academic ability, it is iegant to consider environmental
factors as well as advocated by Gardner and Stegnbewever | think it is not that

clear in the literature from where this environmerniginates. Is it at home or is it in
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school in the case of gifted students? This rekeantl attempt to explore the
environmental factors that are important in thedsiof the students and parents that
participate in this research. Consequently thearebewill examine the level of
support that the students receive from variouscgsuat home and at school and also

will look at the level of academic challenge thet student experiences at school.

Giftedness and Political Climate

The emphasis a country places on gifted studentherconcept of giftedness in
general is usually dependent on the educationatypahd educational philosophy of
that particular country (Gross, 2003). In some ¢oes education is highly
centralised and a certain educational philosophyidates. Ireland, for example has
an egalitarian philosophy where national legiskatiand policy can have a
tremendous influence on the development of anyatives for gifted and talented
programming. In countries with decentralised edoocal systems the climate for
program development may vary considerably in d#iférregions or in different
historical time periods. In Canada gifted and tednprogramming varies by
province while in the United States it varies batestor school district. In Australia
gifted programming tends to be influenced by thétipal party in power and can

vary by time as well as region.

Cultural influences on gifted education are oftelated to educational philosophies.
Freeman (1992) points out that the egalitarianggbibhy holds that the primary
purpose of education is to create similar outcofoesall students. Therefore an
important educational goal in an egalitarian cdtis the reduction of individual

differences (see Robinson, 1999). Those with ahtagan philosophy of education

37



often oppose homogenous grouping of high abiligehts on the grounds that gifted
classes are elitist, and that gifted students cakenit on their own without needing
special interventions (Moon & Rosselli, 2000). Rerimore egalitarians often believe
that other students will suffer academically whepraved of association with high-

ability classmates (Oakes, 1985; Slavin, 1987).

Countries with egalitarian educational philosoptuas be influenced by advocacy to
modify their stance. Finland for example has becamme receptive to gifted

education because of pressure from industry foatgreinvestment in excellence
(Tirri & Uusikyla, 1994). In Ireland too falling mabers of people taking science and
technology courses at third level has led to widesg investment in the science and
technology sector at school level to promote thelysof science. The foundation of
Discover Science and Engineering (DSE) is an exangbl this. DSE’s overall

objectives are to increase the numbers of studsnty/ing the physical sciences; to
promote a positive attitude to careers in scienckl generate an interest in
engineering and technology and to foster a graatderstanding of science and its
value to Irish society. Within the courses at CTlére is a huge interest in science
programmes with classes in Forensics, Chemistglagly and Astronomy proving

very popular with the students.

In contrast Gallagher (1993) points out that anaéqpportunity culture values
equality of opportunity more than equality of outws and recognises or should
recognise that providing equal opportunities matualty increase the differences
between individuals. A core educational value inemual opportunity culture is

adapting instruction to meet individual needs wiml@n egalitarian culture achieving
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excellence beyond age groups is discouraged. ModrRaselli (2000) point out that
egalitarians tend to reject gifted education wheaa based on narrow conceptions of
giftedness as innate, fixed and measurable. Theynare open to giftedness when it
is focused on multiple talents and developed itugige settings. On the other hand
Robinson (1999) points out that equal opportunit@dtures encourage the
development of a range of activities for talentelepment of gifted students. Much
of this can be based on the availability of fundergyd resources. Naturally when
resources are ample then many options exist feedygtudents but where resources
are scarce the needs of the gifted are usuallywaerlgpriority than those of

disadvantaged and disabled students.

This thesis will address some of the issues raatngiftedness and political climate
in Ireland. | will look at the issue of whetheristpossible to promote special classes
for gifted students in an egalitarian culture. Iy opinion the message within the
Irish system seems to advocate for including gifstddents within the regular
classroom. Yet the literature on definitions otguness that we have looked at so far
is suggesting that we need to go beyond the regalaool curriculum to provide
adequate stimulation for gifted students (see Malal972; NCCA, 2007). This
study will look at this issue by asking studentsl grarents to rate their academic
satisfaction with the special classes that theyelattended at CTYI and to compare
this with their level of satisfaction at school.this way we will be able to get a better

picture of how to best serve the interests of diftkildren in Ireland.
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Acceleration and Enrichment

Pressey (1949, pg. 2) defined acceleration as fpssgthrough an educational
programme at rates faster or at ages younger thiaveational’. Three assumptions
can be identified in this definition. Firstly, itgsupposes an educational programme
in which content, tasks and skills are defineddach level of instruction. Secondly,
it assumes that there is a pace of instructionrtteat at least be inferred to be suitable
for most students. Thirdly, and most importantly tbis research, it assumes that
some children are capable of mastering the standaritulum faster, and thus are
capable of more rapid progress. Pressey’s defingiets two criteria for accelerated
advancement: higher-than-average achievement hanahility to master the material
at faster rates compared to age-level classmatgh&n, Jones and Stanley, 1993).

The students who participated in this study matdietd of these criteria.

Schiever and Maker (2003) believe the term acciéderas used to denote models of
service delivery and curriculum delivery. Servicelidkry acceleration offers
standard curricular experiences to students atuager than usual age or lower than
usual grade level. Sisk (1988) identifies optiongkhs as grade skipping, early
entrance to elementary school and early entranamltege as examples of service
delivery acceleration. Acceleration as a curriculomodel involves speeding up the
pace at which material is presented or expectedbetomastered. This form of
acceleration may take place in regular classrooessurce rooms or special classes.
While acceleration is defined as more rapid thaocgl advancement within a given
curriculum, enrichment can be regarded as a prabessxtends instruction beyond
the bounds of that curriculum. Passow (1958) idiesti guidelines for the

development of enrichment programmes. He suggéiseedurriculum be modified in
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a number of ways. These include covering the neterigreater depth, altering the

pace or tempo of delivery of the material and bevaag the range of materials

Davis and Rimm (2003) describe an enriched cumimubs a curriculum that has
been modified in some way. These modifications rbayin content or teaching
strategies and ideally they are based on the deaistecs of the learner for whom
they are designed. Schiever and Maker (2003) desdhe goal of an enrichment
programme as offering students subject matter ithgreater in depth and breadth
than generally provided. Howley, Howley & Pendan(ik986) describe three
approaches to enrichment: process oriented, cootgrited and product oriented.
Process oriented approaches develop students nmamdatreative thinking skills.

Content-oriented approaches stress the presentati@anparticular content area in
more depth than the student has previously encracht®roduct oriented enrichment

emphasise the result of instruction rather tharctrent or processes involved.
Acceleration or Enrichment?

Studies of acceleration contain an overall messageeleration contributes to
achievement (see Gallagher, 1975; Daurio, 1979ikkarid Kulik, 1984). In terms of
social and emotional development, no harmful e$féave been listed (Keys, 1938;
Pressey, 1949; Hobson, 1963; Daurio, 1979). Thermuch debate over whether
enrichment or acceleration is the best means otldping the potential of the
talented child. Renzulli (1979) questioned wheth@ogressing through the
curriculum at a faster pace than usual met anyhefimportant needs of gifted
students. Stanley (1978) on the other hand belithagsenrichment eventually leads
to frustration as the talented student will nee@doelerate at some stage during the

enrichment programme. Daurio (1979) concluded #Htaeleration seems to be the

41



more feasible method for meeting the needs of @jifstudents. However, if

enrichment exists in the form of original curricoland problem-solving beyond the
boundaries of the regular curriculum, it may bemad as acceleration (McLeod and
Cropley, 1989, pg. 195). Fox (1979) observed thatttvo terms are complementary
rather than conflicting. In practice meeting theaee of gifted students requires that
abstract and complex concepts be taught (enrichnaelt that students proceed at a
pace that is more rapid than the average learmarel@ation) in their area of

expertise. CTYI offers fast-paced classes in aansive learning environment. The
content matter may be more in-depth than the studenld be used to at school, or
the student may be exposed to new areas with vitheshmay not be familiar. In this

way, the classes at CTYI are both accelerativeeamithing.

Pullout Programmes

Research has shown that most academically talestiddren spend little time in
school in their regular classes with other giftédldren (Archambault et al, 1993;
Cox, Daniel, & Boston, 1985). Statistically thimwd be correct as if we are looking
at students in the §5percentile as we would only find one student witaigroup of
twenty. Olszewski-Kubilius, Grant & Seibert (199%8und that children placed in
classes with other gifted students are more likelyfoster friendships based on
common interests and general support for educdtiomauits. Furthermore Rimm
(1991) points out that these programmes may bessapgto counteract the danger of
underachievement within gifted students due tak ¢td academic stimulation and an

absence of peer support in their regular schools.

Cox et al (1985, p. 43) describe pull out programiae

“an administrative arrangement that places gifteaddents in heterogeneous
classrooms for most of their instruction and pthism out to study with other bright
youngsters in special classes in a different gettin a portion of the school week.”
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Pull out programmes where students leave theirlaegilassroom to work with a
specialist trained in gifted education represeacbmmon form of gifted education in
the United States. Swiatek & Lupkowski-Shoplik (3p@onducted a survey of 4500
gifted primary school students (third to sixth graéind found that 40% of these

students participated in pull out programs.

Vaughan, Feldhusen & Asher (1991) found that gifstadents enrolled in these
programmes showed greater gains in achievementtlankling skills than gifted

peers who received no additional services. They digdificant positive effects in

achievement, critical thinking and creativity. Kuli1992) examined 25 studies that
explored the use of enrichment pull out programifoegifted students. This study
found that gifted students who received these esuamitperformed gifted students
who did not receive these services on standardisbtevement tests. Kulik (2003)
suggests that gifted and talented students hawea for instruction that focuses on

depth and complexity rather than mere skill focuseercises.

Davis and Rimm (2003) point out that popular bebeiggests that that pull out
programmes make students feel out of synch withr tegular classmates. Indeed
Sapon-Shevin (1996) questions the impact of thdasses on gifted students.
Feldhusen (2002, p.229) believes that the timesthase programmes are often
limited to an hour or two of pullout time a weekdapecause of this he states that
“little good is accomplished with such programs.ahy advocates believe that pull
out programmes are a temporary solution to a biggeblem (Van-Tassel-Baska,

1987; Feldhusen 1991). They believe that full tipnegramming as the best model

43



for educating high ability students. However theearch has shown that pull out
programmes have a predominantly positive impathefstudents. Cohen, Duncan &
Cohen (1994) found that gifted students enrolledut out programs were evaluated
positively by their peers, more aware of the dersaoidfriendships and perceived
less often as victims by their classmates. Moo®%)%und that students enrolled in
these programmes had better family and schoolioaktips. Moon, Feldhusen &
Dillon (1994) investigating a pull out enrichmentogramme found that the

programme had a positive effect on most studerdsaahieved its goals.

Pull out programmes and other such interventioke 8pecial schools for gifted
students are currently not available in Ireland ddted children. | think that there
would be a huge problem implementing pull out papgmes on a large scale in
Ireland. On the one hand there would be a questiowho should teach these
students and there would also be a problem withtifyeng suitable students. Finally
the costs involved to the state in training spetzalchers to provide these classes
would be prohibitive. Currently the only provisioasailable to high ability students
in Ireland are out of school programmes and tlegditire on these programmes are

reviewed below.

Out of School Programmes

Olszewski-Kubilius (1989) argues that educationagpams outside of school are
necessary for gifted students because of theiri@peducational needs. Typically
these programmes provide a level of challenge apdca of learning that is more

suited to the intellectual capabilities of giftedidents and different to what they
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encounter in school. For many gifted children tisighe first time that they have

been placed in a learning environment that requitedy and work.

Olszewski-Kubilius (1989, p.423) outlines the putpd benefits of special programs.

» Perceptions of increased social support for legrmnd achievement due to
the homogeneous grouping with other gifted students

» Positive feelings resulting from a learning sitaatithat presents a more
appropriate  match between the students’ intelléctaiailities and the
challenge of a course;

* Development of study skills as a result of immersia an intellectually
challenging course;

* Development of independence and enhancement ofajéiveng skills;

* Increased knowledge about university programs alidge life;

* Raising expectations and aspirations for educdti@thievement due to
success in a challenging learning environment;

» Self testing of abilities due to placement in atellectually challenging
situation and subsequent re-evaluations and neWsgtiang that can further a

student’s progress in attaining excellence.

CTYI organises Saturday classes at Dublin City ©rsity and at various centres
around Ireland to provide accelerative enrichmengmmmes for talented students
during the year. These courses are of nine weekatidn and aim to broaden
students’ minds in a variety of areas which theyblaot normally tackle in their
curriculum at school. The criteria for qualificatidor these classes is based on an

assessment test.

Feldhusen and Sokol (1982) identify some key cogniheeds of talented students

addressed by Saturday programmes. The gifted mugit acquire a broader store of
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knowledge, learn new research methods, and exesaBealirection in learning.
Saturday programmes provide the opportunity faregifand talented youth to engage
in some in-depth study in areas of interest, wituaiculum that can be enriched and
accelerated to fit students’ needs. Saturday prognes should offer a wealth of
information enrichment) at a fast paceatceleration). Feldhusen and Ruckman
(1988) suggest that an effective Saturday prograsstmeld run between a seven and
twelve week period, with two to three hours instiat per week. This allows
sufficient time for detailed pursuit of a topic fany significant project involvement.
Feldhusen and Wyman (1980) believe that a colleg@niversity campus is an
excellent location for a Saturday programme. Cealleg university lecture theatres
provide an excellent setting for the classes and professional academic

environment may serve as a career stimulus fotalleated adolescent.

Researchers and practitioners have proposed the foeespecial out of school
programmes for gifted students who face barriersd@veloping their academic
capabilities in regular schools (Benbow & Stanle§83a; Olszewski-Kubilius, 1997,
Olszewski-Kubilius & Lee, 2004). Feldhusen (199@tes that gifted students often
do not have a variety of educational opportuniieailable to them in their schools
and out of school programs are necessary in fillimg void and fostering talent
development. Certain out of school programs enhgiftexl students self confidence,
self esteem, motivation to achieve and personaporesbility for learning
(Olszewski-Kubilius & Grant, 1996). This enable®rth to succeed in subsequent
academic courses after the programs. Rimm (19@i@dthat special programs for

academically gifted children may be necessary tee shem from a pattern of
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underachieving or poor study habits that resulinfreasy or boring classes in their

regular schools.

The talent development process may require additiamstruction beyond what
schools can or are willing to provide (Bloom 1985)szewski-Kubilius (2003) states
that research has indicated that gifted writers stidntists may spend considerable
time learning in their talent area from parentsn@ntors but at a certain level parents

may only be knowledgeable enough to instruct tbieiid to a certain point.

Summer Programmes

Another out of school programme option for giftéddents is summer programmes.
CTYI run summer programmes for high ability studeat Dublin City University

and the secondary school students from this stttdpaed this programme. Summer
programmes for gifted students may vary in lengtd focus but most have several
components in common: an accelerated and enriareiddum; dedicated staff; peer
interaction with others of similar ability; and apportive environment (Olszewski-
Kubilius, 2003). Coleman & Cross (1988) report tisame high ability children

report to feeling different to others so placingrthon programmes with like minded
individuals may enhance feelings of acceptancerdeme(1993) found that summer
programmes may help to meet gifted students acadesacial and psychological

needs.

Enerson (1993) also found that while satisfactioith whallenging course work

taught by expert teachers and the opportunitywe bn a university campus was
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important, making friends and gaining confidenceme’s ability is equally vital. The
fact that so many students return to the courskdates this assertion with the same
people meeting up every year. Kolloff and Moore83@Ppoint out that the most
critical aspect for students on residential progre® is to discover that there are
other young people who think the same way as tlieywdho are interested in the

same ideas, and who like to learn in similar ways.

Summer programmes have been found to be positiperiexces for gifted students,
offering them opportunities to interact with otlezgyually-able students and to further
develop their intellectual ability (Van Tassel-Bask.andau, & Olszewski, 1985).
The social component is a very important aspeth®summer programme at CTYI,
and as Feldhusen (1991) points out, the opportioishare a common viewpoint or
discuss a topic deeply and passionately is nocéfyi available in a forty minute
period. Rimm (1991) points out that these classey Ime necessary for gifted
students to stop them from underachieving or dgietp poor study habits. As
Enerson points out, programming should stimulatéosity and investigation while

introducing new areas of interest.

In the United States, these programmes have lorg befixed element of out-of-
school provision for highly able students (Olszemskbilius, 1989). The Center for
Talented Youth (CTY) at Johns Hopkins Universitgttthe CTYI model is based on

runs a summer academic programme organised owoltbwihg principles:-

» Academically talented students should be providél tihe opportunity to learn

subject matter and develop skills at a pace anel Egypropriate to their abilities;
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* Academically talented students require a rigorond ahallenging course of
studies in the liberal arts, and CTY sees this assthhe most valuable embodiment

of verbal and/or mathematical ability;

 CTY combines rigorous and challenging educatiormlrgework with a social

experience that encourages the development ofaadred human being;

» Students’ academic accomplishments should be adkdged and rewarded.

(http://www.cty.jhu.edu)

Classes are kept small so that students may interttc one another, for experience
shows that students learn as much through intensteeaction with their peers as
they do through direct instruction (see Mills andr@en, 1992, and Tangherlini and
Durden, 1993). The class size at CTYI allows a pugtructor ratio of around

fifteen to one, which is much lower than the averatpss size in both Irish and
American schools. The intense nature of the progranmeans that students are
required to put in a very high level of work duritige period and for many students
this may be the first time that they have everlyelaéen challenged academically.
Adjusting to this new challenge allows them to maigse their high academic

potential.

Hany and Grosch (2007) report that participantstim German School Students
Academy, a summer enrichment programme look backheir experiences with
great enthusiasm. Wagner (2003) found that hea@nsast the regular schools of the

participants report positive changes from the gribwap attended.
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Students in fast paced summer courses performrbetiestandardised tests than
students who spend an entire year in regular dg§&tanley 1976). A five year study
by Barnett & Durden (1993) found that students wwhdicipated in summer courses
with the Centre for Talented Youth were more likedytake college courses while
still at school and attend more competitive colietean their gifted peers who had
not attended programmes. Olszewski-Kubilius & Gréri96) found that students
who participated in accelerated summer programnoegintied a pattern of high

achievement in high school and college.

Enerson (1993) studied the effects of an intenseggdential summer programme on
students self perceptions, attitudes and feeliRgsults demonstrated that students on
these programmes had built a positive self imageutih interactions with peers who
were their intellectual equals. Participants shaltfelt accepted by other students on
the programme and they had similar academic angbpality characteristics. One’s
judgement in relation to out of school programmes/mepend on your educational
philosophy. If you believe that gifted students #nese with special needs then
outside school programmes are necessary for teegldpment (Olszewski-Kubilius,

1989).

The literature on out of school programmes led mmask some key questions in this
study. | wanted to find if the students who cam€0or| experienced barriers in the

regular school. | also wanted to see if they waokihg academic challenge at school
and if this led to poor study habits. | wanted & g notion of how these students
ranked themselves compared to their peers at s@mublvhether they believed that

they needed special tuition from subject expertgaimous areas to satisfy their thirst
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for intellectual knowledge. These questions werea@lered in the questionnaire that

was designed for this research that will be disediss the next chapter.

Parental Perceptions and Effects of Special Programes.

There is empirical evidence that parental interestcouragement, support and
expectations have a direct influence on childregrsollment in advance classes
(Stallings, 1985 and Olszewski-Kubilius, & Yasumol®95). Horvat, Weininger &

Lareau (2003) suggest that parents connect witlerogfarents of children who

participate in supplemental educational or sportgy@ams. These links assist them
when dealing with educational issues regardingr tbleid. Parents seek out special
programs because they believe they will provideetteb and more appropriate

academic and social environment for their childs@@ivski-Kubilius, 2003).

There is some research about parental perceptiotiseoeffects of outside of school
classes on gifted students. VanTassel-Baska, Laad®Iszewski (1984) found that
parents perceived positive changes in teenagerehildfter participation in a three
week programme. Enersen (1993) found that pardrsisidents who participated in a
residential summer programme believed that the rbamefit of the program was
their children’s new friendships with intellectya¢ers. Moon, Feldhusen & Dillon
(1994) found that parents perceived that theirdclil’s interaction with other gifted
peers was one of the main advantages of partingath a pullout enrichment

programme.
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Large scale research projects document higher \aamient for students in

accelerated programs (Kulik, 1992) and also enraftnprograms (Rogers, 1991).
Hertzog (2003) noted that college students perdethat they had acquired better
study and time management skills through accomplistasks on gifted programs.
Other positive outcomes from this study includeghler self esteem as a result of
mastering challenging coursework and the developroéra healthy work ethic.

Olszewski-Kubilius & Grant (1996) fount that stutkenwho had participated in an
accelerated summer programme continued a pattelmgbf academic achievement

throughout their school careers.

Delcourt, Loyd, Cornell & Goldberg (1994) investigd more than 1000 gifted
students in grade 2 and 3 and found that studentdled in either special schools or
pullout programmes achieved more highly than sttsdeserved within class
programmes. Archambault, et al (1993) in a surMeyare than 7000 schools found
that few teachers were modifying the curriculum ¢pfted learners and the same
research team observed that the majority of teachevided no differentiation for

gifted learners and had no formal training in gifexlucation.

Moon, Feldhusen & Dillon (1994) examined the loegnt effects of an elementary
pull out programme for gifted students. They fouhdt both parents and students
believed the programme had a long term positiveachn the cognitive, affective

and social development of the students who pastieih

Renzulli (1987) points out the strengths of a pollt programme to include

interaction with other gifted students, trainedcteaas and differentiated curricula.
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The weaknesses include fragmentation, disruptionclags routines and missed
instruction (Cox and Daniel, 1984). In fact schelauch as Van Tassel-Baska (1987)
and Feldhusen (1991) advocate full time self comtéhiprogrammes as being the best
practice for the gifted. | would believe that thresaer to this question lies somewhere
in between these extremes. While pull out prograsmoan be effective, it seems to
be the case that there is little consistency adtus$oard on these programmes and
that some students do not get enough tuition ingavgn week. On the other hand a
full time self contained programme can ensure #tlastudents get a high level of
tuition every day but there is a danger of creatamgelitist atmosphere by only

allowing them to interact with other gifted studestery day.

Olswekski-Kubilius & Lee (2004) in a study of pargrerceptions on the effects of a
Saturday enrichment programme found that overakmia were satisfied with the

guality of the programme. Parents in this studg@eed benefits regarding academic
growth and development. They also felt that thessg#a were more challenging and
demanding than their regular classes. These resgtsh those of previous studies

(Moon & Feldhusen, 1994; Moon, Feldhusen, & Dilld894; Moon, 1995).

Enrichment programmes in general have been sedye teffective. They further
creative and productive thinking (MacRae & Lupd®@91; Renzulli & Reis, 1994),
they enhance achievement and mastery motivatioos{F2005), and they develop

positive self-confidence (Neber & Heller, 2002).

Adams-Byers, Whitsell & Moon (2004) found evidenaeboth positive academic

and social-emotional benefits from special clas$éss evidence is backed by other

53



research in the area (Feldhusen & Moon, 1992; & RBrookshire, 1993; Moon &
Roselli, 2000). Indeed Kulik (1992) in a meta-asaystudy of special programmes
found that high ability students in accelerategd®ts significantly outperformed their

gifted peers who had not been exposed to accelarati

This part of the literature review greatly influedcthe design of my research study.
There is definitely a shortage of studies by pareftgifted children in the literature
and | wanted to address this by asking them th@iions on the special programmes
that their child attended. | also wanted to momithiat effects they perceived that the
special programmes had on their child to see & was consistent with findings from
other studies. | was interested in exploring theamoof whether parents perceived
the effects of these programmes to be either adadewcial or a combination of
both. The parental questionnaire and the follow ingerviews in this research

documented these issues.
Talent Search and Optimal Match

The Talent Search concept pioneered by Julian &tam the 1970’s offers a
challenging test designed for older students tghtnmotivated younger students as a
means of identifying exceptional talent in a sgecifomain. The Talent Search is
effectively a two step process. Firstly studentowgkore highly on a standardised
achievement test are invited to take an above k&gtlas a measure of their aptitude.
Secondly the above level test is administered ¢oefigible students. Normally this
test would be suitable for students two to fourgedove the students taking the test.
This allows those students who have hit the ceilmgygrade achievement tests to
demonstrate their advance abilities (Lupkowski-SikopBenbow, Assouline, &

Brody, 2003). This approach uses a standardisediéssgned for older students to
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determine the degree to which younger studentditiabi exceed those that can be
measured using tests for their own age (Charltormrol & Stanley, 2002,
Olszewski-Kubilius, 1998). If a student is scoriaigthe 9% percentile for his age in
grade level test then he/she has usually answdtethea questions on this test
correctly. The results of this testing can showt thatudent has mastered the material
expected for their particular age but will not ddeato show what the student might
know beyond the grade level (Swiatek, 2007). Byting this above level or out of
level testing, talent searches allow parents aidas to determine how much a
child’s level of performance differs from the perfance of other above average
students (Matthews, 2008). Furthermore it allowsepis to decide what curricular
modifications might be necessary for meeting thkdchacademic needs. Stanley
(1991) suggests that the overall purpose of thentedearch Model is to educate for
individual development over the lifespan of thedstut. Benbow and Stanley (1983b)
point out that the major principles of the modeallirde the use of a testing instrument
that taps into high level verbal and mathematieakoning to identify the students; a
diagnostic testing-prescriptive instructional agmio in teaching gifted students
through special classes allowing for appropriatellehallenge in instruction; and

use of subject matter acceleration and fast paesges in core academic areas.

Stanley (1991) describes the origin of the TalergarBh concept. Stanley
administered several tests to a highly gifted 12ryeld student in the 1960s,
including the Scholastic Aptitude Test (SAT) andurid his results to be quite
remarkable. Traditionally the SAT is used as aedatfor college entrance amongst
American teenagers usually aged around 17 yeaaslejtexplains how he believes

above level testing is the answer for identifyilhgde students. While many gifted
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students will achieve very high scores on test$Herr own ages using an above level
test can measure potential ability in certain ardasllows the administrator to
distinguish between talented students who scod#ffatent points on an above level
test. The Talent Search model demonstrated thatpotential for specific academic
work in maths and verbal areas can be discernddridgy administering an above
level test like the SAT. This can prove much mdfeative than using a cut-off point
measure which can eliminate some high ability stixledbefore they reach full
potential. For example if you use a cut-off IQ measof say 125 what happens to
students who score 124 on a given test. Theredenger that these students may be
neglected or not allowed to reach full potentidieTother benefit of the SAT is that it
measures specific areas of aptitude rather thakingaat only global intelligence.
Research has shown the benefit of the SAT in fgditudents who benefit from
advanced course-work in specific areas (Benbow21B@&nbow & Stanley, 1983a).
Van Tassel Baska (1983) spoke of the two imponpainiciples demonstrated by the
different abilities tapped by SAT testing. Firstlye more gifted the student, the
greater the need for summer programmes, correspoadstudy and general
mentorship. Secondly the need for extension oftiegiservices provided by school

to allow these students to fulfil their potential.

Benefits recorded from Talent Search include sttglgaining a better understanding
of their academic abilities (Brody 1998) and studerdentified through talent

searches reporting higher educational and caregratiens (Van Tassel-Baska,
1989; Wilder & Casserly, 1988). Enerson (1993) minut that Talent Search
educational programmes such as summer coursesuwd®aclasses provide students

with greater opportunities to experience acaderhallenge. Olszewski-Kubilius &
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Grant (1996) documented that students who parteipatalent searches are more
likely to participate in academic extracurriculatiaities and to pursue more rigorous
academic courses and careers in the future. Ticpxe validity of above level tests
has been demonstrated by the academic succesgloktoring students (Swiatek,
2007). Longitudinal studies have documented impresschievements amongst
seventh and eighth graders who have taken the SAdnley, 1976; Stanley &
Benbow, 1986; Lubinski & Benbow, 1994). Furtherm&arnett & Durden (1993)
found that students who participate in talent deas and went on to take advanced
academic programmes were more likely to pursueeamadchallenges while still in
high school and to enter more competitive colleged universities. Talent Search
methods have been shown to be effective at idemgfprimary school students as

well (Colangelo, et al, 1994; Lupkowski-Shoplik &fatek, 1999).

Even if one believes that gifted students will uguachieve at a high level, it appears
that they do not achieve as highly if deprived oflevelopmentally appropriate
education. The Talent Search Model effectively tdiers talented youth who later

demonstrate exceptional adult achievements (Lupkie&isoplik, et al, 2003).

Rotigel & Lupkowski-Shoplik (1999) list the benefitof participating in Talent
Searches to include: educational diagnosis; edueti recommendations for
particular student; appropriate information; edioratl awards; and further
educational opportunities. Looking at this a littleser we can see that the benefit of
diagnosis is that above level testing will give arenaccurate picture of the ability of
the particular student. Recommendations and apptegnformation will allow the

child to have a better sense of where their addliie and what options may be
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available for them at school. Awards are very inguor as most of the participants
will be asked to participate in an awards cerememyrecognise their ability.

Goldstein and Wagner (1993) believe that thesenuemees represent the first and
possibly only opportunity for public recognition ma of these exceptional

youngsters will receive.

Since it's development over three million studdrdase participated in talent searches
in the United States and every year nearly 2409d0@ents in America are tested via

talent search (Lee, Matthews, & Olszewski-KubiliR808).

At the heart of the Talent Search and CTY/I's ingianal approach is a characteristic
common to all effective approaches in nurturingeliettual talents: The Optimal
Match Principle (Tangherlini and Durden, 1993). Blynstated, an appropriate
education experience is one which challenges ttiwidual to perform at a level just
beyond his or her cognitive grasp (Redding, 1989)ce a student has mastered a
subject on a given level, he or she must be allotwgatoceed to the next stage. An
optimal match is the adjustment of an appropriatéigllenging curriculum to match
a student’'s demonstrated pace and level of learfiopinson and Robinson (1982,

p.42) believe that the optimal match assumes tlh@rfimg principles:-

» Learning is sequential, developmental and relatipeedictable; one can assess a

student’s progress in mastery of orderly sets atepts and skills.

* Once a learner has mastered a given level or sthgaderstanding, it is time to
proceed to the next level. Delay will result in @dom, while too rapid a pace will
cause confusion and discouragement. An optimal mait appropriate challenge,

results in conceptual depth, intellectual excitemand growth.
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» There are substantial differences in skills andvwdadge among children of a
given age that primarily reflect differences inithete of learning. Individual
differences characterise not only general intefigge but more importantly for
educational purposes, specific subject areas,neatjematics, foreign languages,
literature and science. One student may be moraraeéd in some domains than
in others. Providing for the optimal match involveking these differences into

account.

This model is still entrenched in the theory thayghometric tests are the best
measure of a child’s ability. While allowing for ehnotion that giftedness can
encompass subject specific areas Stanley’s modeladivocates the notion that
testing needs to be used as a method of idenidicathere is also the assumption
within his model that learning is sequential whishanother theory that has been
challenged by more modern theories of giftednessl&y’s model also assumes that
the gifted student is displaying high achievemend aherefore needs extra
stimulation to fulfil his/her potential. It does tniake into account students who may

have ability but who are currently underachieving.

Mills and Durden (1992) point out that this modeliacates that schools should
aspire to the ideal of achieving the optimal mdietween each student’s needs and
the school system. If the student demonstrategla leivel of ability in a particular
subject, or a high level of interest and achieveiméiien these needs exist. If they
cannot be adequately met within a school progransm®e degree of intervention is

needed.
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| believe the Talent Search is an effective modeldentifying high ability children.
The use of out of level testing allows us to chadke a student beyond their normal
school level. As Enerson (1993) points out thepegyof educational programmes are
needed to stimulate academic curiosity within gifstudents. In my opinion out of
school programmes are necessary for the brightestielsts who may not be
challenged enough in school. This idea of approgréecademic challenge is a key
theme in this research. As part of this reseansfarit to find out if the students and
their parents perceive a different level of acadechiallenge while attending an out
of school programme compared to school and whdtey have a more positive
attitude towards attending these programmes becaflidhis increased academic

stimulation.

Myers-Briggs Research

The Myers-Briggs Type Indicator (MBTI) is a personality measure based on Jung’s
theory of psychological types. According to Pitten¢l993) over two million copies
of the MBTI are sold annually and the test has edouseful in a variety of settings
such as large corporations as a component of joforpgance and in academic
settings for use by both students and teacherg alsk part of career counselling.
Thompson & Borello (1986) support this view andtestthat the MBTI measures
variation in normal attitudes and behaviour and rbayseen as appropriate for
research in educational settings. Myers and Mc@ga(ll985) describe the MBTI as
an instrument containing four separate indices wdbh index reflecting one of the
four basic preferences that direct the use of #regption and judgment processes.
These four can be summarised as a preference betxé®version and introversion

(E-I), sensing and intuition (S-N), thinking andefieg (T-F) and judgement and
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perception (J-P).These four preferences give ossixteen individual types of the
MBTI that differ only in the priorities given to ela process and the attitudes of the
individual when he or she uses a particular fumctidan example of one of the 16
types is ESTJ where in this instance the indivichas a preference for Extraversion
(E) over Introversion (I); Sensing (S) over Intarti (N); Thinking (T) over Feeling

(F) and Judgment (J) over Perception (P).

Hawkins (1997) noted that several studies haveoegglthe MBTI types of gifted
students and have indicated that types includitgitime (N) and Intuitive-Perceiving
(NP) are particularly common in this group. Par&eavlills (1998) further reinforced
this view of N and NPs being common in high abibtydents. Hawkins found that
ENFP (16%) to be the most common type for giftasdsents followed by ENTP
(10%) and INFP (9%) and INTP (9%). Parker & Milsuhd ENTP and ENFP to be
the two most common type in their sample. IntudR@rceivers NPs made up 45% of
Hawkins sample and 56% of the Parker and Mills damiptuitives (N) made up
66% of Hawkins group and 73% of the Parker and svdample. Cross, Spears-
Neumeister, and Cassady (2009) found that maledystudents were slightly more
likely to orient towards Introversion (1) while fexles tended to show a preference for
Extraversion (E). Furthermore they found that mgitted student tended to be
characterised by Thinking (T) while females wereenoclined towards Feeling (F).
Swiatek and Cross (2007) on a study of gifted sitgden a state funded residential
academy found the most frequent types as being ElITR%), ENFP (10.6%), and
INTP (10.3%). They too found a higher proportionmiitive types (N) and a larger
number of Intuitive Perceivers (NP). They also fduan even distribution of

introverts and extraverts which is a higher praparof Introverts (1) than the normal
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population. They also found that males were mocénead towards Thinking (T) and

Females were more inclined towards Feeling (F).

Sak (2004) in a comprehensive analysis of the rekBe date found that the four
most common types from the literature for gifteddeints were ENFP (15.45%),
INTP (12.05%), ENTP (11.35%) and INFP (10.41%). Ttnr most common types
from a normal population were ESTJ (14.97%), ESIHI97%), ESFP (9.37%) and

ISTJ (6.92%).

Myers (1980) also defines combinations of types. &ample, she describes those
that possess intuition plus feeling (NF) as indinald tending to focus on new

possibilities and new projects. Often they haveéftaofl language that they can use to
communicate to a high level. Also, she describesdhthat possess intuition plus
thinking (NT). These tend to be ingenious and sssitg in solving problems of a

special interest citing mathematical, scientifid amomputing research as examples.
They also found that Perceiving types (P) outperfdudging types (J) on aptitude
tests. Sak (2004) hypothesised that gifted adois@®uld show more of a tendency

towards Introverted-Intuitive (IN) types.

Delbridge-Parker & Robinson (1989) found that 50%tlee gifted population is
introverted compared to 25% of the regular popotatResearch has also shown that
the gifted population has a strong preferencerituition (N) compared with around
30% of the general population who mostly prefer step (S) (Mills, 1983;
Olszewski-Kubilius & Kulieke, 1989; Williams, 1992fhe Thinking (T) and Feeling

(F) scales can vary across gifted adolescents Birbley (1991) and Sak (2004)
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reporting that gifted females tend to prefer Fepl{®) while gifted males tend to

prefer Thinking (T).

Researchers (Mills, 1984; Gallagher, 1990; Williarh892; Hawkins, 1997) found
that gifted students have a stronger preferencé*&ceiving (P) over Judging (J).
The Atlas Table of Types (MacDaid, Kainz, & McCayld986) indicates that the

general population has a preference for Judgingu@) Perceiving (P).

Cross, Spears-Neumeister, & Cassady (2009) betieatethe Intuitive personality
type (N) reflects a tendency to prefer tasks tim&blve insight, imagination and

inspiration. They also prefer theory courses to fi@sed ones.

The MBTI plays an important part in this researcbigxrt. | believe that the literature
seems to indicate that gifted students have ardiftelearning style than regular
students based on their results in the MBTI (Gakag1990; Moore & Parker, 1996;
Swiatek & Cross, 2007). | want to investigate itls the case in an Irish cohort of
academically talented students. If, as | suspéetsd different learning styles exist
then this has important teaching implications fog high ability student. It may be
the case that the learning style of the high abdlitident is more suited to a university
environment than a regular school. The studentsiwed in this study participate in
out of school programmes based on a university camipwant to measure whether
their level of academic satisfaction is higher tretnschool and if the different
teaching style on the CTYIl programme contributes this higher academic
satisfaction. Using the MBTI in this research akowe to gauge the different

learning styles of the students.

63



Giftedness and Self-Concept

Shavelson, et al (1976) conceptualise self-conasf@ person’s self-perceptions that
are formed through experiences with and intergmtatof the environment. The

global self-concept is composed of academic seitzept and non-academic self-
concept. Some researchers, Piers (1984) and HahRamzulli (1993) use the terms

self-concept and self esteem interchangeably wdthers differentiate between the
two (Beane & Lipka, 1984; Falk & Miller, 1998). Thelescribe self esteem as the
judgmental component of the self, the value a perdaces on its various aspects.
Demo (1992) describes a distinction between seafgenand self-concept. Self image
is seen in this instance as perception of self ®lert periods of time that is

changeable. Self concept is thus defined as tleedeangeable aspects of self that
describe the individual across situations. As th#édcgrows older these concepts

broaden and become more complex (Falk & Miller,8&39arter, 1990).

The theoretical frameworks behind the idea of setfeept may be divided into two
dimensions:unidimensionaland multidimensiongl and Byrne (1996) provides a
useful overview. Within the unidimensional fielshe points to two modelshe

nomothetic modedndthe true unidimensional modellhe nomothetic model regards
self-concept as a singular, global perspectivecwvie made up of several sub-units.
The secondary scores are summed, contributing egthal weighting, to produce a
global self-concept. (The Piers-Harris Self-Concegale is based on this model).
Thetrue unidimensional modét somewhat different, in that it simply calculatme

global score (overall self-concept) and does nataino subscales. The items on these
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instruments tap into one’s global self-concept.nfri@ multidimensional perspective,
self-concept is understood to have several asgbatscorrelate, but each one is
individually valid (Byrne, 1996). She identifiesx sseparate models; independent
factor model, correlated-factor model, taxonomiaelpcompensatory model and the

hierarchical model.

Hoge & Renzulli (1993) present two theories as by we may expect gifted students
to have a higher self concept than their non giftedrs. Firstly to the extent that high
ability is translated into actual accomplishmehentwe would expect self concept to
be higher. Secondly the idea that labelling a ch#dgifted may increase their self-
concept. This view is supported by Cornell (198%) &avon-Shevin (1989). Hoge &
Renzulli also present three counter theories thvat gs reason to expect a lower self-
concept for gifted children compared to their peEnstly there is the possibility that
high expectations may contribute to feelings ofufa with the child never meeting
expectations. Secondly there is the theory thatumee the child is academically
advanced they may also be more sensitive to soged and be more critical of their
performance (Freeman 1985). Finally if the child leeen identified as gifted and
moved into a special class for gifted students timay compare themselves against

other gifted students giving them a lower sensgetifconcept.

Therefore it is probably unsurprising that researdb the global self concept of
gifted adolescents compared to the general populdtas produced mixed results.
Studies such as those by Milgram & Milgram (1976gwell (1980) and Kelly &

Colangelo (1984) suggest a higher self concepgiibed adolescents in relation to

their peers while Bracken (1980); Brody & BenboWw&®); and Hoge & McSheffrey
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(1991) show no differences between the two grolqukeed Forsyth (1987) shows a
lower self concept for gifted students in relattortheir non gifted peers. In a meta-
analysis of the self-concept of gifted children do§ Renzulli (1993) found that

gifted children had higher self concepts scoren thaerage children but a breakdown
by five types of self-concept scores showed thtémint results were obtained for
the five self-concept types. They found that thergiest positive value was for
academic self-concept indicating that gifted claidrexhibited more positive

academic self-concepts than their non gifted peers.

Kulik and Kulik’s (1982) important study of specjalogramming for gifted students
and the effect on self concept found positive ¢ffean seven studies and negative
effects on six other studies. Other studies of igpgarogrammes for the gifted
suggest that there are no differences in self quniteat can be attributed to these
programmes (Brody & Benbow, 1987; Olszewski, Kudigl& Willis, 1987) while
Schiedner, et al (1989) suggest special programmashave a negative impact on
self concept. Marsh and Parker (1984) argued tifi@dgstudents will experience a
decrease in academic self-concept upon enterinitead gpgrogramme because of a
change in reference group. However Rinn (2005) doamm increase in academic self-
concept of gifted students who participate in sgleg@rogrammes. Sayler and
Brookshire (1993) found that accelerated and gitedents had a higher global self-
concept than students in regular classes. Recdothgeveen, Van Hell & Verhoeven
(2009) found that accelerated secondary schoolestsdhad more positive self-
concepts concerning school in general but a lowerak self-concept. With specific

regard to summer programmes, Kolloof & Moore (1988)nd an increase in self
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concept of gifted students over a two week periad ®arker (1998) found an

increase in self concept of creatively gifted sttdever the same period.

Few studies have been done to measure differemcsslf-concept between high
ability male and female students. There is somdeswge that gifted females have a
lower global self-concept than their non giftedgg&elly & Colangelo, 1984; Mills,
1984; Scheidner, Clegg, Byrne, Ledingham, & Cromli689). However other
studies suggest that there is no clear genderreiites in the global self-concept of
gifted adolescents (Tong & Yewchuk, 1996; Karne\&erry, 1981). Rinn (2006)
found that both males and females experiencedréfisent increase in same sex and

opposite sex peer relations over a 3 week sumnogrgmme.

Some researchers have suggested that gender wiifésreccur in specific dimensions
of self-concept while not necessarily being obsgrire the global score (Harter,

1983; Piers, 1984).

Lewis & Knight (2000) identified seventeen studigsmt used the Piers-Harris
Children’s Self-Concept Scale to analyse varioysugations by gender, age or grade
level. Of the 15 studies that included gender amréble, three described gender
differences on global scores, six did not repoabgl scores and six reported non
significant results on global scores. Twelve of shadies found gender differences on
one of the subscales. Four of these studies foanisddgh ability students. Tong &
Yewchuk (1996) did find that female gifted studeimése a significantly higher level
of anxiety than male gifted students while theyniuthat male students have

significantly more behavioural problems. Klein & Idas (1996) found that older
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girls had a significantly lower global self concéipan younger girls. This was further
enhanced in five of the six subscales, behaviouiety, intellectual status,
popularity and happiness. Kanoy, Johnson & Kan®8(Q) found no differences in
self-concept between academically bright studemtdlorth Carolina and Yong &
Mcintyre (1991) found no differences between gifséadents and non gifted students
in southern lllinois. Piers (1984, p.89) also dateat “age, grade and sex differences

seem unrelated to differences in self-concept wighgifted group.”

Lewis & Knight (2000) in their study of 368 giftedtudents found that girls
significantly rated themselves higher in the sulescaf Behaviour and Intellectual
and School Status while males ranked themselvesifisantly higher on the

dimension of Anxiety.

The Piers Harris Children’s Self-Concept Scalensiraportant part of the overall
research project. | want to use a measure thatdvgalige the self-concept of high
ability students on an overall level and a numbesubbscales. | am interested to see if
the students in this study have a higher acadeefficancept than regular students as
evidenced in some of the studies from the litemteview. | believe the information
from the Piers-Harris will add to the data from theestionnaires where | hope to find
out where these students perceive they get theesiigbvel of encouragement. | also
want to find out what the students perception ahdpgifted is and | believe that the
Piers Harris data will further reveal informatioboait what it feels to be gifted from

the perspective of a high ability student.
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Conclusion

This section has illustrated how difficult it is teach a consensus on an agreed
definition of giftedness. In trying to define th@pic a large number of considerations
need to be taken into account. Primarily we neadhtterstand the purpose for which
we are identifying the students and we need to dx¢ain that the criteria used
identified all the appropriate students. | thinlke thalent Search model utilized by
CTYI in this respect is a good identification tdof the students in this study. The
students gain a better understanding of theirtasiland an opportunity to experience

a greater academic challenge.

The literature had seen the early definitions whi&lour a one dimensional approach
to giftedness develop towards multi-dimensional irdgbns. | think that a

multidimensional approach is a more appropriate vbhelieve that we need to look
at factors beyond testing, in defining giftedneBsese should include environment
both at home and school. In the questionnaire dedidor this study | am asking the
students to talk about their educational experiemeeboth CTYI programmes and at
school. The students are also asked to describlevkeof encouragement that they

receive in relation to their ability.

It is important to take into account the varioastbrs that make up giftedness or high
ability. Again the literature shows little consessin what makes up these
dimensions. While above average ability seems toabeommon factor in all

definitions, how much above average or what ideatifon procedure one could use

depends greatly on the educational philosophy efrdsearcher. The literature has
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moved from the initial idea of one IQ test giving averall score that constitutes
giftedness to domain specific intelligences and ¢meergence of areas such as
creativity, motivation and self-concept as beingjuded in definitions of giftedness. |
agree with the notion of a domain specific intadhge but | believe that other factors
such as creativity should be included in the cutum for high ability children and
not necessarily in a definition. Areas such as-saticept and motivation are
important but only in so much as they relate todhiect experiences of the child. |
am using the Piers-Harris Self Concept scale i rbgard to look at the self-concept

of high ability who have participated in an outschool programme.

There is also the question as to whether giftesimektes to potential or actual
achievement. Personally | feel that giftednessotemtial achievement but | would
qualify that by saying that this potential mustthened into actual achievement by
giving students the opportunity to study in ousohool programmes. This study will
look at the concept of giftedness and intellectalality from the perspectives of
students and parents who have experienced outobkprogrammes at Dublin City
University. | believe that in Ireland, with the &bse of pull out programmes and
with the lack of any appropriate teacher trainingdeal with gifted children in the
classroom, then out of school programmes are aseapeeducational experience for
these children. There is a significant gap in ttegdture for research studies of gifted
students in Ireland particularly those who haveigaated in special programmes

and this study aims to add significantly to our kiexlge in this area.

There are also very few studies worldwide that labkparent perceptions of their

child’s experiences on out of school programmess T$ unsatisfactory as | have
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already stated that we need to understand multed#onal definitions of giftedness
to gain a better sense of how these students keainperform academically. This
multidimensional approach needs to look at theméaenvironment as well as their
experiences in school and on out of school prograsafherefore the study designed
a questionnaire for parents of these students $oritbe their understanding of the
child’s experiences at CTYI and school and also gheent's perceptions of their
child’s giftedness. This study attempts to addeegap in the literature by conducting
a large scale study of parents and students atpyiand secondary school who have
taken part in special out of school classes fdedistudents. As well as completing a
guestionnaire a smaller sample of parents willterviewed to get an in-depth look

at how they describe their child’s experiencesthiett perceptions of giftedness.

The Myers-Briggs Type Indicator (MBTI) will be adnistered to students to get an
idea of their learning styles. The literature rewieas shown that high ability students
in America have different learning styles than tagwstudents as measured by the
MBTI. This has a direct implication of the typetefiching needed for them at school.
| believe that the type of instruction availablethese students at school in Ireland is
not sufficient and that these students need owstbbol programmes at a university

campus in order for them to fulfil their academatgmtial.

Those with egalitarian philosophies oppose homogengrouping of gifted students
believing them to be elitist and also believingtthifted students can make it without
intervention (Moon & Roselli, 2000). Indeed Oak&985) is very critical of special

classes believing that other students suffer acexddgn without the presence of

gifted students in the regular classroom. | disagwath this idea. Studies by
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Robinson (1990) and Silverman (1997) challengenttteon that highly able students
need mixed ability students to become more balaimmididuals. These studies show
that students in special programmes act in a maeina fashion than when in non
mixed ability classes. Studies have also shown thigh ability students can

experience a lack of academic challenge in regiléemses (Baker, Bridges, & Evans,
1998) and also that high ability students can l@eblems with their peers in regular
classrooms and become targets of bullying (Mooristte & Piercy, 1993; Baker,

Bridges & Evans, 1998).

This study is designed to answer some of thesetigues The questionnaire for
parents and students will ask whether the studexgperience a different level of
academic challenge at CTYI compared to school ahdther the students have a
more positive attitude towards attending CTYI theshool. The interviews with
selected students and parents will further our rtstdeding of the concept of
giftedness in how it applies to a group of studemts parents who have experienced
out of school programmes for high ability childrdime Piers Harris Children’s Self-
Concept scale will examine the notion of self-cqatcand how if affects these
students and the Myers-Briggs Type Indicator wlbmine the learning styles of
these students and the implications for teachirge fesearch design employed to

achieve these goals will be outlined in the nexptér.
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Chapter 3: Research Design
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Introduction

This chapter will set out the research design aathadology that | have followed in
pursuing this piece of research. Firstly | will img the differing philosophical
worldviews that dominate the field of research #ua relevant to this thesis. Then |
will define and review the selected strategiesngliry that | have selected to pursue
my project. From there | will review the methodald conflicts within the gifted
literature. Then | will review the nature/nurturebate. This methodological analysis
will conclude with a brief review of the currents of research in the area of gifted
education. This will lead to a section on usingeimtews as a form of qualitative
research. Finally | will outline the research methaised in this project and why they

were most favourable to this research.

The study involved looking at the field of giftecisefrom the perspective of students
and their parents. Firstly | needed to identifyraup of gifted students who were
attending special out of school gifted programme¢ha Irish Centre for Talented
Youth at Dublin City University. On finding thesevianted to find out whether gifted
students and their parents experienced differereideof satisfaction between school
and gifted programmes. | then wanted to look at hgifted students ranked
themselves in relation to their peers in school whére they felt they received the
most encouragement. | wanted to see if gifted stisdeiffered from their parents in
this regard and | also want to explore the wholéionoof giftedness and how
comfortable gifted students and their parents wetle the concept of high academic
ability and the use of the term gifted to descthie ability. In exploring this question
| looked at both primary school and secondary skcgified children and their parents

who had recently attended programmes with the IGgmtre for Talented Youth.
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Initially the research was conducted using a qaesaire for all primary and
secondary participants followed by in-depth intews with a selection of the

candidates.

Competing Philosophical Worldviews

Denscombe (2008) describes positivism as an apptoagocial research that seeks to
apply the natural science model of research tosinyations of social phenomena and
explanations of the social world. Giddens (1975)kesatwo assumptions of

positivism in relation to social science. Firsthat it implies a stance with the social
scientist as an observer of social reality. Segotti# end product of the research is
compatible with natural science. Denscombe desxrilp@sitivism from an

epistemological position as relying on empiricabetvation and that social research
needs to use appropriate tools to discover patternhe social world. From an

ontological perspective there is a belief that ggag and regularities occur in the
social world as well as the natural world and thpatierns and regularities exist

independently of whether they are recognised bypleeo

Cohen, Manion & Morrison (2007) describe interprstin as characterised by a
concern for the individual where the goal is to emstind the subjective world of
human experience. Creswell (2009) believes thagtia of research in this area is to
rely as much as possible on the participants’ vielshe situation being studied.
Questions are open ended and broad giving thecjpetits opportunities to construct
the meaning of the situation and giving the redearthe chance to listen carefully to
the responses. Denscombe believes that intermstivbelieve that from an

epistemological perspective it is not possibledamgbjective knowledge about social
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phenomenon and that humans react to the knowledapuged by being studied.
Ontologically interpretivists believe that sociahlity is subjective and that humans

act differently when they are being studied.

Some researchers have been looking for common dreomewhere between the
models of positivism and interpretivism (Maxsy, 30@ohnson & Onwuegbuzie,
2006; Tashakkori & Teddlie, 2003). While there igposition to this from other
researchers who feel that the two are simply pojpgosites some empirical social
researchers have been moving towards a pragmatadige. Pragmatism as a
worldview arises out of actions, situations, andssmjuences rather than antecedent
conditions (Cresswell, 2009). Instead of focusimgneethods, researchers emphasise
the research problem and all approaches to solsepthblem (Rossman & Wilson,
1985). Pragmatism is a philosophical underpinnargiiixed methods studies.
Tashakkori and Teddlie (1998, p. 21) believe that

“pragmatists consider the research question to bes nmportant than either the
method they use or the worldview that is supposashtierlie the method. Most good
researchers prefer addressing their research gonsstith any methodological tool
available.”

Although the theory might say that positivism amterpretivism are incompatible
Denscombe (2008) believes that in practice soeis¢archers tend to pick from the
array of methods at their disposal. For examplg thay use a questionnaire if it suits
the study or an interview if it adds to our undansling of the problem. Denscombe
states that good social research depends on ag@stiapproach suitable for the topic

being investigated.
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Mixed methods are used as a selected strategygairynfor those who subscribe to
the pragmatic worldview. Tashakkori and Teddlie9@8Pbelieve that the results from
one method can help identify participants to stodyquestions to research for the
other method. Alternatively Creswell & Piano Clg8007) noted that the qualitative
and quantitative data could be merged into oneeldagabase used beside each other
to reinforce results. Triangulation provides sodiakearchers with a means for
assessing the quality of data by coming at the s&®earch problem at a different
angle. So by combining elements of qualitative gudntitative research it is possible

to triangulate the findings.

Creswell (2009) mentions three general strategiesquiry that can be used with

mixed methods. These are sequential mixed metlatsurrent mixed methods and
transformative mixed methods. Transformative miregthods procedures are those
in which the researcher uses a theoretical lersasverarching perspective within a
design that contains both quantitative and qualgadata. Concurrent mixed methods
procedures are those in which the researcher mergeditative and qualitative data
in order to provide a comprehensive analysis ofrésearch problem. In this design
both sets of data are collected at the same timall{rand perhaps most relevant for
this piece of research is sequential mixed methoksre the researcher seeks to
expand on the findings of one method with anoth@thwd. This may involve

beginning with a quantitative method to test a epbt@nd then to follow this up with

a qualitative method of detailed exploration oéw fcases.
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Methodological Conflicts in the Gifted Literature

| believe the answer to the question of method @eslgn lies within the notion of
giftedness and whether it should be investigatealitsh the positivist or interpretivist
paradigm. To better illustrate this point | willrdenstrate how historically the notion
of giftedness has been intertwined with positivibot laterally researchers have

become to investigate the concept through a positpstc lens.

Coleman, Sanders and Cross (1997) wrote a papelorexp the emerging
philosophical war in gifted education among advesatf differing perspectives of
social research. They discuss three modes of dis®ipenquiry that dominate the
field of gifted education, empirical-analytic, inpeetive and transformative. Each of
these paradigmatic systems has its own goals, Wwadiernas referred to as
knowledge-constitutive interests, and the extemthiach a theory furthers the goals is
a primary criterion in determining the goodness aftheory. Coleman (2003)
describes the goal of inquiry in the empirical-gtiahl paradigm as one of prediction
and control. In the constructivist paradigm, inguwhould lead to interpretation and
understanding. In the transformationalist paradigen goal of enquiry is to change
the social world. People who believe in the emplranalytic mode of inquiry see the
universe comprised of universal natural laws thaergists discover (Popkewitz,
1984). Valle and King (1978) describe the behawabyrsychologists within the
empirical-analytic mode as assuming the notion thaphenomenon must be
observable, measurable and appear that its essandee agreed upon by more than

one observer. This mode of inquiry is based oridba that the methods employed in
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the physical sciences can be used to study humagsband their institutions making
little distinction between object and people asdhject of research. This model is a
modification of positivism and Coleman, Sanders @mdss argue that the field of
gifted education has tended to use the empiricallyin mode while ignoring the
possibilities inherent in other research forms.rBay (2004) describes positivism as
an epistemological position that advocates the atsttof the natural sciences to the
study of social reality and beyond. In relationgitedness talents and abilities are
defined by standardized tests. Identification dfegi children is based on objective
measures and programmes are based on a consistef £xperiences across
educational settings. Analysis has shown that nebghe research in the field is

dominated by the empirical-analytic mode (Colentamoss, and Sanders, 1992).

Heller and Ziegler (2000) point out that historigahe concept of giftedness was
related to positivism and the Three Phase Modgdgsed by Auguste Comte. Heller
and Ziegler describe the three states of positivasith link them to the development
of giftedness through the ages. In the first ph#setheological state, man interprets
the worldly phenomenon as gifts from the gods.naient Greece divine intervention
was often interpreted as the cause for heroismigir imtelligence. In the second
phase, the abstract state, the causes of all woddenomena exist outside the
physical world and are secure from empirical encnagent. During the middle ages
the belief was spread that exceptional achievemeats the result of extra-sensory
causes and that a genius was an entity in a stab®ved from that of normal
comprehension. Metaphysically oriented explanatidos giftedness have been
common constructs in scientific theories and cahlst found in theories today. A

prominent example would be of ‘blue blood’ ascriliedhe aristocracy in medieval
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class society which served to legitimise their gabsuperiority and spiritual claim to
leadership. Only with the dawn of psychology and tdonsequent development of
methodological standards could the explanationftédness gradually enter the third
phase. In this third phase, the scientific or pesitstate, a controlled empirical
approach is incorporated into the investigationi&a historical perspective the work
of Galton and Binet can be credited with leadirftegness research into the realm of
positivism. The same applies to the Terman studiée belief that 1Q can be
measured and that it differs from person to persagradients led to a large amount

of quantitative research in this area.

Bryman (2004) views interpretivism as a term thstally denotes an alternative to
the positivist orthodoxy that dominated for decadess predicated upon the view
that a strategy is required that respects therdifiees between people and the objects
of the natural sciences and therefore requiressthentist to grasp the subjective
meaning of social action. Its intellectual heritageludes Weber's notion of
Verstehen; the hermeneutic-phenomenological taditi and  symbolic
interactionalism. Von Wright (1971) has depicted #@pistemological clash as being
between positivism and hermeneutics. This clasteatsf a division between an
emphasis on the explanation of human behaviourishtite chief ingredient of the
positivist approach to the social sciences andutigerstanding of human behaviour
that is used in hermeneutics. The interpretivistden@pplied to giftedness sees
knowledge of the world as being mediated by the@ssignd symbols people use to
interpret the world. Knowledge is viewed as suliyecend what can be learned is

how others understand the world. Giftedness metiifisrent things to different
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people and the interpretivist researcher sees mgsdhat come about as a result of

dialogue among the participants and these outcaimeasge as time goes on.

The transformative mode researcher sees knowlefdidpe avorld as being embedded
in a cultural matrix of values. All human behaviasrlocked into a web of power
relationships grounded in struggles around gendse, social class and other
culturally determined parameters. The transforveatode sees giftedness as being
defined according to the qualities valued by thevgrdul and influential. This would

result in less minority groups being identified épfted programmes.

That there is a definable group is a cornerstonghef empirical-analytic mode.
Terman and Hollingworth base all their theoriesuabit. The gifted have a separate
set of characteristics that determine them fronemwijroups. In the interpretivist
mode gifted persons can be defined by all groug®rding to their own set of
attributes. There is no universal group. In thedfarmative mode gifted persons are
defined by attributes that reproduce the dominahies of race, class and gender. To
the empirical analyst the gifted are identifiedngsstandardized measures. To the
interpretivist and the transformforativist there ne universal identification and
cultural contexts influences identification. Latkterature is now dominated by

interpretivist methods including the work of Steendpand Renzulli.

Furthermore Borland (1990) briefly describes thsifpast paradigm in terms of five
areas-ontology, epistemology, generalization, ddaysaand values. Borland
comments (p.162) that “we have argued among owsetho has the true definition

of giftedness” and contends “the reality of gifteds is constructed by each of us; it
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does not exist apart from human cognition”. Whit899) takes up this point further
by stating that educators and parents need to lkegidhe philosophical roots of the
theories behind gifted education pointing out #anary time an important decision is
made within a gifted program the decisions andoastioften rest on a complex and

typically tacit theoretical foundation.

Borland (1997) follows up on his earlier work bygaing that while the brain is a
physical entity, intelligence is a socially consted concept. Sapon-Shevin (1994)
goes so far as to question whether giftedness aixadt stating (p. 17) that giftedness
“only exists within a system that for a variety rekisons wishes to measure, select

and sort students in this manner.”

Consequently Borland (1990, p. 162) believes thatgiftedness concept as defined
by positivism is “based upon invalid notions abthé nature of reality and enquiry”.
Borland (2003) further expands this point by trgcthe growth of the giftedness
movement to the advent of psychometric testingda®@ated by Binet and Terman.
Using the work of Foucault (1995) as a guide Batlanggests that the process of
defining intelligence was an enactment of the powfethe educational system to
identify gifted children who were to be especiatiyrtured because it was in the
national interest or because it was believed tinat £xceptionality demanded it as a
matter of justice. This would be done at the expeas children who could be
marginalised and excluded from the benefits of alipueducation. One way of
developing power within the educational systemhiough psychometric testing,
using measurement as a way to control studentsmptby quantifying and ranking

them but also by reminding them that they are beingstantly observed and
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watched. In the early 30century as children began to be arrayed alonglGhe
continuum, Foucault (1995) observed that one’s rivale knowledge of being
observed and judged became the medium through waeter and control was

enacted.

| think that if we believe in a multidimensional foétion of giftedness as
incorporating innate ability and environmental &astthen it is inappropriate to use
one particular research method over another. belthat this lends itself to using
both positivistic and interpretative methods. As #tudents in this study were mostly
identified using an out of level test then thisiguantifiable measure which can be
examined using a positivistic study. This survey @low us to gain a greater
understanding of a large group of gifted studedtsivever the positivistic study can
only guide us so far so we need to use a quaktatiudy to further our understanding
of the concept. This allows us to ask richer qoestito the participants who can use

their own words and interpretations to describé #pgeriences.

For the purpose of this research we will use diférmethods to gain a great
understanding of giftedness from an Irish contélding quantitative data we will
look at giftedness in a positivistic study and thea will follow this up with

interviews which will examine giftedness as a slbcieonstructed concept from the

perception of the participants.

The Nature/Nurture Debate

Armenta (1999) proposes approaching giftednessmasemtity issue. She believes
that essentialism was at the foundation of thesdifteld. In this model some people

were gifted while others were not. These were thendlations of Terman’s theory.
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Tannenbaum (1983) stated that gifted children heveght to be identified at the
earliest possible age. Renzulli (1986) included @mmitment in his definition of
giftedness. Armenta sees this is a non essentgiistiple. It leads to discussion

around the temporal definition of giftedness anethbr it lasts over time.

This brings us to the nature/nurture debate. Alentad individuals born with their
ability or do environmental factors influence howerson performs? Those people
who believe that your ability is genetically endalvand that it usually remains
constant throughout life believe in the nature thieondividuals who believe that
certain kinds of environmental experiences may bactor in allowing a gifted
person to reach their potential fall into the nretside of the theory.It is not
unreasonable to believe that early experience atehand school may instill the
motivation and persistence necessary to exploitsoalglity. Creative potential also
seems to be fostered by exposure to role modelsvardors within one’s chosen
domain of creative activity. One of the age ole&esfions regarding intelligence is
whether giftedness is something that is geneticahgrited or that comes about from
the environment that the child finds himself deghith on a day to day basis. Howe
(1999) perhaps summed it up best by stating thogtt ) most frequently results from
children with the necessary neurological predidpms who are also provided with

the opportunities to learn and explore new matgrial

Galton (1869) in the nineteenth century observed gifted individuals tended to
come from families that had other gifted individualGalton along with Charles
Darwin were very influential at this time and sutiised to the belief that intelligence
is something that can be bred. The nature theormtelligence was born from these

ideas. In the 1920’s and 30’'s there was a shiftyafin@an the nature theory with the
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belief that intelligence may be linked to sociasd rather than race. In the 1960’s the
wheel had almost turned full circle as the reasmndifferences in intelligence test
scoring was centred on social determinants. Pemgliconditions and poor schooling
systems were leading to underachievement (Colangdbavis, 2003). This would
have been linked to the Civil Rights movement ie tbhnited States at the time.
Efforts were made to improve the access that peugle to education and to create
an environment where everyone could reach theienial. Recently however the
whole controversy of nature versus nurture wasedaiagain by Herenstein and
Murray (1994) with the publication of their populaook “The Bell Curve” They
reasoned that measured IQ is largely geneticaligrited and that intervention in the

form of special classes for underachieving groupgeviargely a waste of money.

Gottfredson (1997) includes a statement signedzogxperts in the field who agree
that intelligence has a genetic component, thdtdié@rences in intelligence exist,
that these can be measured by intelligence testshat intelligence influences your
options in later life. This would indicate thatelligence can be measured using the
normal curve. In contrast to this the shape ofrtbhemal curve of intelligence has
been challenged (Robinson, Zigler, and Gallagh@Q02 They believe that the
normal distribution ends at the bottom end of tbales at IQ 70 and perhaps more
significantly for this research they believe thstdbution at the high end of the scale

can go up to well over 200.

People in favour of nature would point to studiéswons by Bouchard et al (1990)
who found positive correlations between twins ameirtlQ scores. Devlin, Daniels
and Roeder (1997) argues that inheritability actoulor 48% of 1Q scores.

Advocates of the nurture theory would point to Eiynn effect (1984). Simply stated
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Flynn noted that IQs are rising all the time andrage 1Qs over the world had risen
by 15% since 1945. Flynn put this down to the fhett young people were being
more exposed to more visual entertainment whichldvdne similar to the visual

puzzles in an IQ test. This would be a strong iatdic of the nurture theory of

intelligence.

Monks & Katzko (2005) point out that even Termanowias one of the champions
of the g factor of intelligence and of 1Q as theireontributing factor of giftedness,
later conceded that personality dimensions andpgpative environment were of
important consideration in the make up of a gifpedson. Given that there seems to
be a lot of discrepancies about the effectivenéd®an the literature then | would
believe that it should not be the only factor foclusion in a special programme. | do
think though it would be somewhat churlish to dissniQ out of sight as it has proved
to be a general if not completely reliable indicadb high ability over the years. As
some form of testing whether it is 1Q, or classges out of level test, seems to be the
only current objective measure of identificatiom fifted students then it is difficult
to imagine a programme functioning without usingiedorm of testing as a means of

identification.

However it is important to look at other factorswasll. | am very interested in
whether gifted students, however they are idewtifeetually benefit from out of
school programmes. | believe that out of schoolgmmmes fall in the nurture
category of the nature/nurture debate. | thinkef @an get over the means of how we
identify students for a particular programme andrentowards how we evaluate the
effectiveness of a particular programme then wesssnwhat is the most appropriate

method for working with high ability students. Tiagidy is designed to examine the
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benefits of out of school programmes from the psrspe of the students and their

parents.

Current State of Research in the Area of Gifted Edoation

From the previous chapter we have seen that in motlmes conceptions of
giftedness are no longer one dimensional with iameé on 1Q. These theories seems
to favour multidimensional models of intelligencgr example see Gardner,
Sternberg and Renzulli. These new cognitive appremaevere a marked contrast to
previous psychometric measures and led to a nurabeénterpretive, qualitative
studies of the concept of giftedness. Borland (19@0oss (1994) and Coleman,
Sanders and Cross (1997) point out that most ofdbearch in gifted education is in
the positivist paradigm with small but slowly grawi bodies of research coming
from other approaches such as constructivism,catittheory and a variety of
gualitative methodologies. Albert (1969) concludieat between 1927 and 1965 there
was a shift away from the terms genius, eminendedastinction and a move towards
creativity and giftedness. He also found that theu$ of research had moved from
pathology to personality dynamic and cognitive psses. Friedman-Nimz ,O’Brien
and Frey (2005) conducted a comprehensive stu@B®00 articles in the field that
had been published since 1969 following on fromedils study. Trends from these
articles included an increase in the number otlediabout creativity; a rise in the
number of process-oriented articles; and a smalktaady increase in the number of
articles employing qualitative research. A sigrfit number of articles still used 1Q
or an equivalent as the identifier of giftednesthimi the studies. Meanwhile Gardner
(1993) expanded the notion of intelligence intoibf@ased domains reflecting ways
of knowing by adding dimensions of creativity, exfge and genius and Sternberg

(2000) also attempted to enlarge the concept di hlglity to include wisdom as a
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domain for giftedness. The difficulty of adaptingar@ner's and Sternberg’s
intelligence theories to serious examination ofteveals that many of the
intelligences that they suggest are hard to quar@bttfredson (2003) believes that
four of Gardner’s intelligences (linguistic, logicaathematical, spatial and musical)

are in her opinion subsections of the “g” factoingélligence.

Coleman, Dabbs and Guo (2007) research the stageaditative research in gifted
education as published in American journals betwE#85 and 2003. This piece is a
welcome addition to the literature because ofntpleasis on the need to use different
methods and criteria in terms of how we classify éixperiences of the gifted child.
This article noted that the first paper incorporgtiqualitative research in gifted
education only appeared in 1985 and then therenwasther until 1990. Since then
there has been huge growth in the amount of researblished using this method.
Between 1996 and 2000 qualitative research becaone popular and studies were
made of underserved populations within gifted etlanancluding minority groups,
gifted underachievers and twice exceptional stugdéyifted students with a learning

difficulty).

Cross (2003) explores giftedness by drawing on enphmenological approach to
lived experiences. She believes that during the tohTerman’s studies (1925-29)
the mechanistic paradigm was the basis for resaargsychology and education.
The underlying ontological and epistemological agstions of this paradigm shaped
the conceptions of giftedness and gifted studeftsied with its primary tool — the
IQ test it wedded gifted education to the empirmadlytic mode that pursued cause

and effect relationships. Instead of looking ategifresearch in this fashion Cross

88



suggests looking at giftedness through a lens oénpimenological inquiry.
Phenomenology was developed by Husserl with theé gb&nabling a clear and
unbiased study of human consciousness and expertndescribing the structures
of experience as they present themselves to carswess without recourse to theory,
deduction or assumptions such as in the naturahses. Phenomenology is based on
the premise that reality consists of objects anehtssas they are perceived in the
human consciousness. The two important conceptsrpmhing phenomenology are
lebenswelt and epoche (Husserl, 1962). Lebensweftusserl’s term for a person’s
pre-reflective experience. Epoche is the processaifketing presuppositions prior to
conducting a study as a way to let the phenomenaksphile holding at bay any
presuppositions that are in force in any situatfoross believes that gifted education
would be different if researchers conducted phemmiogical studies of subgroups
of gifted students. Lived experiences of the sttsl@rould become the starting point
for inquiry and formal identification procedures wio follow and validate the
descriptions. This is in contrast to using 1Q tonfally identify the students in the

first place.

Coleman, Dabbs and Guo (2007, p. 54) believe thatder to do qualitative research
the “researcher must do paradigmatic-oriented rekéaThis involved more than
applying a method to a set of data. Rather it megllooking at the data to extract the
meaning from the participants from their own pecsipes. They examined 124
supposedly qualitative studies published in theomgjfted journals between 1985
and 2003 and found only 40 consistent with the itptale paradigm that they
defined. The others studies were more quantitativeatture and used only qualitative

methods to supplement the predominantly quantgatimdings. Of the actual
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gualitative research in gifted education Colemaaplis and Gao found that this
mostly took the form of participant observationtenviews and the study of physical
evidence. Most who published in the journals tendegse a combination of all three

procedures.

| am inclined to agree with Coleman, Dabbs & GU@807) opinion that we need to
use different methods to classify experiences efgdifted child. | think that by just

using guantitative research methods, we do noadell picture of this experience. |

also was influenced by Borland (1990) and Colenganders & Cross (1997) who
stress the need for a more interpretative approaatesearch in relation to gifted
students. As part of my study | want to examinelitexd experience of students and
parents who had participated in out of school pognes. | feel now that only using
a guestionnaire and conducting a solely positivistudy would not be enough to
measure these experiences so the literature higenoed me to look into some

gualitative research as part of this thesis.

Interviewing Methodology

As a portion of the research involved interviewlrftave included a brief analysis of
the methodological procedure that | followed relgtto interviewsMerriam (1998)
uses the term basic or generic qualitative studgre/the researchers seek to discover
and understand a phenomenon, a process or theepeveg and worldviews of the
people involved. This basic study draws from coteegmd theories of educational
psychology, sociology or cognitive psychology. Daausually collected through

interviews, observation or analysis of documentsdiRgs can be a mix of
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description and analysis and the analysis usuabults in the identification of

recurring patterns that cut through the data.

For the purpose of this study | used Mason’s (2@0&,2) overview of the planning
and preparation procedure for qualitative intendgemhich is illustrated in the table

below.

Table 3.1: Planning for Interviews

Step 1 Step 2 Step 3 Steps 5& 6
Big research ~| Mini research .| Possible .| Loose interview
guestions | questions “| interview topics "| structure or format,
and questions including any
standardized
4 4 /'y guestions or sections

Step 4Cross-reference | Step 7Cross-reference

A

|

The main purpose of an interview is to obtain ace&dekind of information. Patton
(1990) describes an interview as a way of finding things that we can’t directly
observe. He believes the purpose of interviewing iallow us to enter into the other
person’s perspective. LeCompte and Preissle (19988)six types of interview:
standardized, in-depth, ethnographic, elite, lifgtdries and focus groups. Lincoln
and Guba (1985) add structured interviews to ietsahd Bogdan and Biklen (1992)
add semi-structured interviews. Patton (1980) pedi four types of interview:
informal conversational interview; interview guidsproach; standardised open
ended interviews and closed quantitative intervidwscoln and Guba (1985) believe
that structured interviews are better when reseaschre aware of what they do not

know and therefore are in a position to frame qaest Consequently when
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researchers are unaware of what they do not knawaenrelying on the respondents
to tell them, an unstructured interview is morefulsd~or this research | used the
semi-structured interview with open ended questibnganted to do this because |
intended to have a consistent set of questiond thatlld ask to all the participants so
that it would be easier to identify themes as tamse. However | deliberately kept
the questions in an open ended format so thatrdiffestrands could emerge from the
data and that the participant would be free toudisdn detail any information that
was important to them. This format was also suddlor this research as | was
conducting all the interviews myself so | was atdehave some sort of structure
before each interview that | would try to followaach case. The structured interview
is where the content and procedures of the intenaee organised in advance. The
sequence and wording of the questions are detedmiye a schedule and the
interviewer is left little freedom to make modiftaans. The unstructured interview is
a more open situation with the interviewer havingager flexibility and freedom. An
interview schedule for a semistructured intervievsdduld include: the topic to be
discussed; the specific questions to be put foh éagic; the issues to be discussed; a
series of prompts for each topic. The interviewesithe and transcripts of the

interviews used in this research are listed in Aype C.

One of the main problems with data analysis froqualitative perspective is putting
large amounts of data in a readable and managéabiat. One procedure for doing
this is content analysis where many words of tegtcassified into fewer categories.
Krippendorp (2004) describes content analysis assaarch technique for making
valid inferences from texts. Anderson and Arsend&R001) suggest that content

analysis can also describe the relative frequendyimportance of topics as well as
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to evaluate bias and prejudice. Cohen Manion & Morr describe content analysis
as taking texts and placing them in summary fornoupgh the use of pre-existing

categories and emergent themes in order to gereethtory.

Ezzy (2002) and Anderson and Arsenault (2001) ssighe starting point of content
analysis as breaking down texts into units of agialyAt this stage coding takes place
where categories of data emerge and then analfyfiese units take place where the
researcher can draw theoretical conclusions fraanréisearch. Miles and Huberman
(1984) describe creating units of analysis by asugi codes to the data. A code is a
word or abbreviation sufficiently close to that winiit is describing that the
researcher can see at a glance what it means.dygcthe data the researcher is able
to detect frequencies and patterns that may oatuhe text. Merriam describes
coding as nothing more than assigning some sahoifthand designation to various
aspects of data so that it can be easily retrie€atkgories are the main groupings of
constructs of a text. Robson (2002) argues thateobranalysis is dependent on the
categories that are defined. Some categories wilinutually exclusive but more
common items are assigned to more than one categuoh maintains the richness
of the data. Cohen, Manion & Morrison describe decas a label for a piece of text
while a node is a category where different codés fdliles and Huberman suggest
that it is possible to keep up to 90 codes in thekimg memory but they suggest that
some data may be recoded on a second or thirdngeadsuba and Lincoln suggest
four guidelines for developing categories that deth comprehensive and
illuminating. Firstly the number of people who mentsomething or the frequency it
is mentioned shows an important dimension. Secoridey audience are also

important in developing categories. Thirdly someegaries will stand out because of
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their uniqueness and therefore should be maintaifeairthly certain categories my

reveal areas of inquiry not otherwise recognised.

For this research | used Anderson and Arsenauléthad of content analysis, Miles
and Huberman’s suggestions for coding and Guba landoln’s guidelines for

developing categories of data.

Research Design and Methods used in this Project

Most of the methodological and philosophical delage exists in the literature exists
as a result of a problem with the definition of wh#tedness is and whether it can be
measured adequately. Much of this conflict sterosnfthe most quoted definition
within the field, the Marland Report (1972). Colen{2004) describes this report as a
broad, inclusive Christmas-tree definition that reeine demands of the conflicting
parties and was politically feasible. The advocates intelligence, creativity,
achievement, social-cultural related giftednessyclpslogy, and education were
happy initially but ultimately wanted more recogmit The Marland definition mixes
abilities, talents, and domains into one stew dmal ¢onflicting parties are now
threatening to boil over. The perennial debate owbether 1Q is an adequate
measure of giftedness splits the field into thersalic, quantifiable, positivist style
researchers on the one hand and the interpretoasistructivist side on the other.
From an ontological perspective if one holds areciyist view that gifted exists as a
separate entity that can be measured by IQ tedtwes the epistemological
orientation that you will swing towards will be thaf positivism. Traditionally
giftedness has been researched in this form sheeéirhe of Terman. The reasoning
here is deductive and implies a testing of thehaRecently though modern theories

of giftedness have presented another ontologicalmgtion which is that of

94



constructivism. In this perspective giftedness textzut is dependent on the social
context that it is researched. Looking at gifte@gnesthis fashion sees multiple forms
of giftedness that are developmental and processted and dependent on a number
of factors. Researchers who perceive giftedneghkisnfashion are coming from an
interpretivist epistemological orientation. Othéedieve that giftedness marginalises
the disadvantaged and minority groups within sgci€éhese critical theorists form
the transformative paradigm looking to change exgsmeasures for identification of

students for gifted programmes and in some cagegetty programmes themselves.

Coleman, Cross and Sanders (1997) maintain thgitdehie seemingly conflicting

nature of the theories of empirical-analytic, iptetative and transformative modes
of inquiry that there is room for all of them withthe giftedness paradigm. They
make three seemingly contradictive statements atmutnature of giftedness that

demonstrates the need for the use of mixed metbhggatithin the field.

1. Universal definitions are possible; and culturalyevant definitions are the
most valid.

2. Objective measurement is possible, useful and ald@eir and culturally
relevant forms of measurement are the most valid.

3. The development of proper assessment devices auqures will relieve
and maybe eliminate, the problem of identifying amity children who are

gifted and talented.

From my perspective | am working within an orgati@a that is dominated by

standardised testing as a form of identificatio @& drenched in the positivist
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tradition. Most of the students that | will be ragghing have been identified through
standardised testing procedures. Initially the wtighds itself to one of positivistic
inquiry. Having access to a large number of stuglevito have been independently
identified gave me an opportunity to do a largdesstudy on the area of giftedness.
No other such study has ever been made of gifiigliduals in this country. The data
would be collected through a questionnaire distaduo parents and students of both
primary and secondary school who have participategrogrammes with the Irish
Centre for Talented Youth. Students and parentsldvba asked to describe their
level of academic satisfaction with CTYI and wittheol and also to state how they
rank themselves relative to their peers in schoalarious subjects. The initial study
would also cover levels of encouragement that thdests received from various
sources and their level of comfort with their alililt concludes with their overall

conceptions of the term gifted to describe thiditgbi

The Myers-Briggs Type Indicator and the Piers Ha@hildren’s Self-Concept Scale
were administered to students on the secondaryok€DYl summer programme to
determine individual learning styles and self-cqriceeasures for these students. For

further details on these instruments see ChapgedIChapter 4 of this thesis.

Once the questionnaires were analysed some keyethemerged and then | decided
to embark on a series of interviews with particigaat all levels of the programme.
This would include 6 students on the primary CTYbgramme, 6 students on the
secondary CTYI programme and 6 primary school garand 6 secondary school
parents. These interviews would be semi-structired would allow open ended

guestions for students and parents to describeliei experiences of being a gifted
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child or the parent of a gifted child. The reseasgproach would be using the
sequential mixed methods strategy as proposed bgw@tl (2009) and described
earlier in this chapter. By looking at giftednessni both a quantitative and
gualitative perspective a greater understandintp@fubject and the participants can

be achieved.

Research Tools

Questionnaire 1. Primary School Students and Parents

A questionnaire was administered to 500 parentssaugents who had completed the
CTYI Saturday classes in Spring of 2007. The sttglerere aged between 8 and 12.
A separate questionnaire was issued for studedtpaments to ascertain whether they
had different opinions in relation to academic sattion with class at CTYI

compared to school and in relation to their peiocagtof being identified as gifted

children and to their parents perception of thid tmtheir attitudes towards academic
ability and independent study. This questionnaies went out by post to the parents
of the students after they had completed a terr® &aturday classes. Some 268
student and 268 parent questionnaires were retundkdating a response rate of

53.6%. A copy of both questionnaires can be foundippendix B.

Questionnaire 2: Secondary School Students and Parents

A guestionnaire was administered to 450 parentsstutents who had completed the

CTYI Saturday classes in Summer of 2007. The stisderre aged between 12 and
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16. A separate questionnaire was issued for stadent parents to ascertain whether
they had different opinions in relation to academatisfaction with class at CTYI

compared to school and in relation to their peiocagtof being identified as gifted

children and to their parents perception of thid tmtheir attitudes towards academic
ability and independent study. This questionnaies went out by post to the parents
of the students after they had completed the sunpmagramme. Some 240 student
and 240 parent questionnaires were returned indgat response rate of 53.33%. A

copy of both questionnaires can be found in AppeBdi

Myers-Briggs Type Indicator

The Myers-Briggs Type Indicator was administered® CTYI students aged 12 to
16 who attended the CTYIl Summer Programme in 200& 400 was comprised of

200 males and 200 females.

Piers-Harris Self-Concept Scale

The Piers Harris Children’s Self-Concept Scale waasninistered to 300 CTYI
students aged 12 to 16 who attended the CTYI| SurRmegramme in 2008. This 300

comprised of 148 males and 152 females.

Interviews with selected participants

Interviews were conducted with 6 primary school CEXidents in Spring 2009 and 6

primary school parents in Spring 2009. Interviewerevconducted with 6 secondary

98



school CTYI students and 6 secondary school CTYiemis in Summer 2009.

Interview transcripts are available in Appendix C.

Reliability and Validity

The validity of the questionnaires was tested wyngi prepaid envelopes to return the
guestionnaire and a phone follow up to participaRtdiability for the questionnaires
was tested by allowing it to be viewed by membdrghe School of Education
Studies in DCU and gifted experts in London andn3oRlopkins University for
amendments. It was then piloted with a small samphe questionnaire was then
submitted to the DCU Ethics Committee for reviewfobe being sent out to
participants. The validity of the interviews werehanced by the Plain Language
Statement and the Informed Consent Form that wewengto participants
acknowledging any potential bias from the researcReliability was improved by
using a semi-structured interview with the sameennéwer performing all
interviews. The Plain Language Statement and Inédn@onsent Form used in this

thesis are available in Appendix D.

The Myers-Briggs reliability and validity has beerell documented (see Carlyn
1977; Cross et al 2007). The Piers Harris alsobees well researched for validity

and reliability (see Wolf et al 1982; Piers & Heerdy, 2002).
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Research Ethics

Denscombe (2008) talks of ethical issues with mefeas being concerned with the
guestion of whether due consideration has beemdiwehe rights and feelings of
those affected by the research. He proposes thsees that need to be addressed in
relation to this. Firstly he proposes that wheregtiae the research should avoid any
deception or misrepresentation in its dealings whih subjects. Secondly he states
that the researcher should try to protect the éstisrand identities of those involved in
the study. Finally he believes that the researeifegre possible should be able to

guarantee the confidentiality of the informatiomemn to the researcher.

In this research | was able to ensure that Densetnthree issues were addressed.
Before | embarked on the study | worked with thdicef for Vice President of
Research where the Ethics Department in Dublin Cityversity read my initial
proposal. At this stage | outlined what | hopedathieve in the study. | was advised
to firstly prepare a Plain Language Statement whexas able to clearly state the
aims and objectives of the research. This wasiloligad to all potential participants
and is available in appendix D of this study. le tAlain Language Statement the
potential participants were informed that their mymity would be maintained and

that all their responses would be treated in thetest confidence.

The Plain Language Statement also reflected amgngiat bias that | may have had by
conducting this piece of research. The feedback thaceived from my initial
proposal was that | needed to make reference téattiehat | am currently working

as Director of CTYI and part of the research wdmtdused to evaluate the classes at
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CTYI in which the parents and students would beig@pating. | noted also that my
supervisor Dr Gerry McNamara was hugely experienegatogramme evaluation so
that this would minimise the potential bias and tha potential participation and non
participation would have no impact of the parentshald’'s future relationship with

CTYl or DCU.

Creswell (2009) proposes the use of a Purposerstatewhich effectively is a Plain
Language Statement. He believes that a mixed methaghose statement contains
the overall intent of the study, information abdbé quantitative and qualitative
strands of the study and a rationale of incorpogatioth strands to study the research
problem. In my own Plain Language Statement | patli that the research would
involve the completion of a questionnaire followkd a possible taped interview

which outlines the quantitative and qualitativeunatof the research.

Sarantakos (2005) proposes the use of an Infornoedeéht Form for participants to
sign before they engage in the research. Withinrtteemed consent form Sarantakos
indicates that the researcher should include teatity of the researcher; how the
participants would be selected; the purpose ofréisearch; the level of involvement
of the participants; the potential benefits of shedy; a guarantee of confidentiality;
the right for a participant to withdraw; and thentarct details of the researcher and the
host institution. In my dealings with the Ethicsdaetment | devised an Informed
Consent Form for this study which addressed theessaised by Sarantakos. A copy
of the Informed Consent Form used in the studwalable in Appendix D. On the
form | included my own details, outlined the purp®sf the research, informed

potential participants that they had been seleatethey had either attended classes at
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CTYI or that they were parents of children who laténded classes at CTYI. The
participants were told that they would need to cletepa questionnaire and that they
may be called for an interview to follow up on tlesults from the questionnaire. The
participants were informed that the study was beindgertaken to gain a greater
understanding of the education of gifted childrBarticipants were told that their
answers would be treated in the strictest confidetitat their anonymity would be
guaranteed and that the results would be storedlysatf Dublin City University where
| would be the only person to have access to tkee @articipants were given the right
to withdraw at any stage and my details along witbse of the Office for Vice
President of Research were provided. All poteméapondents were given a series of
qguestions relating to the Plain Language Statemenensure that they fully

understood the nature of the study.

Cohen, Manion and Morrison (2007) highlight somdicatl issues relating to
guestionnaires concerning the participants inclgdime issue of informed consent;
the right to withdraw; whether completing the questaire would have benefit for
the participant; the confidentiality and anonymity the participants; and the
avoidance of bias. Following my interaction witle tEthics office in DCU, | believe
that the Informed Consent Form and Plain Languagée®ent used in this study
address all these issues. Cohen, Manion and Moratso make reference to some
ethical issues relating to interviews. Most of tbgues were the same as those from
ethical issues in questionnaires and have beeressilt already. They also add an
issue in relation to verification of the transcsipt he participants involved were given

a copy of the transcript of the interviews to rewigefore | undertook to analyse them
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so that they were happy with the final contentd.stlldents and parents verified the

transcripts in this study.

Finally the Ethics office suggested issuing a dédfe Plain Language Statement and
Informed Consent Form for the parents and studemslved in this study. This
would involve putting the children’s consent formddanguage statement in a format
easier to understand by the children themselvesalAsf the students were high
ability and most had excellent verbal skills ontyadl changes were suggested to both
forms. The Children’s Plain language statementtAedChildren’s Informed Consent

Form are contained in Appendix D.

Conclusion

This section outlined the research design and rmdetbgy used in this research. The
mixed methods strategy employed draws from the daflicting paradigms within
the gifted research area. The large scale quaméitatudy allows us to gain a greater
understanding of the students and parents pafilegpan out of school programmes
for high ability students in Ireland. It is thedfirstudy of its kind in this country. The
in depth interviews of students and their parentswa us to gain valuable
information from participants on these programmasuatheir individual conceptions
and feelings about special programmes for giftedtidn and how it compares to
school. It also offers opportunity to further intigate the wider issues around

intelligence and the nature of giftedness
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The next chapter will look at the results from thepieces of research that were
carried out with this group. These results willdes back to the research question of
finding out more about out of school programmeshigh ability students from the
perspective of the students themselves and the#ntm | have decided to document
and analyse the results thematically from the m#jemes that emerged from the
gualitative interviews. These themes were: Atettd Attending CTYI| and Reasons
for Attending; Level of Academic Satisfaction antdallenge at CTYI; Attitude and
Academic Challenge at School; Ranking and AbilitySahool in relation to Peers;

and Comfort with Ability and Comfort with term Gafdl.

By documenting the results from a thematic perspedt allows us to see how each
of the pieces of the research impacted on the s@sdy whole. By analysing them in
the same fashion | was able to correlate the @iffiepieces of research and embed
them in the overall study. Each piece of researghifscantly added to the overall
findings. These results and findings give us a mesight into gifted children and
their parents and will significantly add to our enstanding of this group as a whole

from a research and policy perspective.
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Chapter 4. Results

105



Introduction

There were five pieces of research conducted asopdris study. Firstly the primary
school questionnaire was sent to parents and dtieddro had participated in CTYI
Saturday classes. Then the secondary school guesiie was sent to parents and
students who had participated in CTYlI Summer prognas. The following year
students on the summer programme completed thesvBmeggs Type Indicator and
the Piers-Harris Children’'s Self-Concept Scale. s®&goently interviews were
conducted with 24 participants who represented Ipoimary school students and
parents and secondary school students and pargratsm these interviews five
significant themes emerged. These were: Attitudeatds attending CTYI and Why
they Attend; Level of Academic Satisfaction and Imge at CTYI; Attitude and
Academic Challenge at School; Ranking and AbilitySahool in relation to Peers;
Comfort with Ability and Comfort with term Giftedhe next sections will document
the results from the five pieces of research urtler headings of the emergent
themes. The results will be documented separatighynithe pieces of research in this

chapter and analysed collectively in the next ofrapt
Section 4.1: Primary School Results
Primary School Questionnaire

This section will analyse the responses from the $ets of questionnaires that were
posted out to parents and students who participatdte CTYI| Saturday classes for

primary school children.
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Theme 1: Attitude towards attending CTYI| and Why #ittend.

82% of the parents surveyed said their child hatery positive attitude towards
attending CTYI. A further 15% said their child hadsomewhat positive attitude
towards attending CTYI. This is illustrated in tgeph 4.1.1. 75% of the students
said they had a very positive attitude towardsnditegy CTY| and a further 19% said
they had a somewhat positive attitude. This issthated in graph 4.1.2. By and large
this indicates very positive attitudes in both greuowards attending CTYIL. The
guestionnaire data was inputted into the computekgge SPSS. Performing some
statistical analysis on this question using a Witoo ranking test (for ordinal data)
indicates that the parents significantly rank<-Qi) the child’s attitude towards
attending CTYI| as more positive than the child desnselves. In the next section
we will see that the secondary school data shomgasiresults. | believe that this is
because the parents are comparing their childiu@ét to attending CTYI with the
child’s attitude to attending school. The parerdgens to believe that their child is
more enthusiastic towards attending CTY| and tloeeshas a more positive attitude.

The parents and students reasons for attending &Tited in Table 4.1.1

Table 4.1.1: Parents and Child’s Reasons for Child A ttending CTYI

Parent Child
To learn New Things 97% 96%
Subject Interested Them 96% 97%
Enjoyed Previous Experience 96% 93%
Make New Friends 45% 58%
Improve Study Techniques 26% 43%
Renew Old Acquaintances 12% 27%
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From this table we can see that the most popuksore for attending was to learn
new things. We would expect this to be true asofhy@ortunity to study and learn new
things would be an important factor for any higlligbchild. There was also a high
percentage who said they attended because thecsutigrested them. This is worth
noting as | believe that many high ability childrare not challenged at school
because they find the subject matter unappealindnigher proportion would be
interested if more exciting subject choices werailable to them. Students in this
study participated in CTYI courses like ForensigeSce, Engineering, Computer
Programming, Creative Writing, Psychology, Novelitg, Zoology and Marine
Biology. All of these subjects are usually onlyes#d at university and are not on the
school curriculum. This makes them more appealnigh ability students and acts

as an incentive to attend CTYI.

Some 58% of students compared to 45% of parendstisay attended to make new
friends. This shows that the social aspect of ditenCTY| is more important to the

students than the parents. The parents in this masebelieve that the programme
has larger academic benefits and would not seesdb@l benefit as much as the
child. Finally 43% of students compared to 26% dtlts said they attended to
improve their study techniques. This is an intengsstatistic and is consistent with
the data in the ranking of ability theme in a lasection where we will see that
parents significantly rank their children higheracademic subjects than the children
themselves. The parents may feel that the chilé doé¢ need to improve their study
techniques while the child sees this differentlinally 99% of parents and 98% of

the students said they had benefitted from attgn@inY|.
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Graph 4.1.1 . Parents Perceptions of Child's Attitude towards att ending CTYI
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Graph 4.1.3: Pare nts Academic Satisfaction with CTYI Classes
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Theme 2: Level of Academic Satisfaction and Chgéleat CTYI

Some 57.2% of parents said they were very satigfetiemically with the classes
their child took at CTYI. A further 39.1% said theyere quite satisfied. This is
illustrated in graph 4.1.3. From the students raspse some 61% said they were very
satisfied with the classes at CTYI and a furthe¥3€aid they were quite satisfied.
This is represented in graph 4.1.4. Generally bp#inents and students seem
academically satisfied with classes at CTYI. Ldsant3% of both groups were
somewhat dissatisfied academically with the CT¥ssks. Running a statistical test
on the level of academic satisfaction at CTYI showssignificant differences in

parent and student responses.

Theme 3: Attitude and Academic Challenge at School

Only 24.5% of parents said their child was verys$igd academically at school with
a further 41% saying that they were quite satisfirast under 20% of parents said
their child was somewhat dissatisfied at schoohws®o saying they were very
dissatisfied. This is represented in graph 4.10n&31% of primary school students
who had attended CTYI said they were very satisfieschool with 37% saying they
were quite satisfied. 16% of the students said theke dissatisfied at school with
3.6% saying they were very dissatisfied. If we ist&ially compare the level of

academic satisfaction between CTYI and school usifilcoxon ranking test, we

find that both parents and students report that tiese a statistically higher level
(p<:001) of academic satisfaction at CTYl compared wsithool. This is an

important finding as it proves that the students academically happier at CTYI

compared to school and that there is a higher lefalifted children unhappy at
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school than on out of school programmes. It shdwas in this case an out of school
programme is a better way of educating high abdhidren than school in terms of

academic satisfaction.

Some 49% of parents said their child had a verytigesattitude towards attending
school with a further 26% saying their child hasbanewhat positive attitude towards
school. This is represented in graph 4.1.7. Thispares to 38% of students who had
a very positive attitude towards attending schaad 81% who had a somewhat
positive attitude. This result is represented iaphr4.1.8. By statistically comparing
these two results we see that parents significafpy001) perceive their child’s
attitude to attending school as better than thiel ¢themselves. | believe there may be
two reasons for this. Firstly the parent may pere¢hat the child is happier than they
actually are at school and does not see or at lgaderestimates the level of
frustration that the child may experience. Alteively the child may be
communicating an unduly negative attitude towartienading school. This was an
interesting finding and was one that | was inte@sh exploring in more detail in the

in depth interviews later in the study.

By statistically comparing the attitudes betwedsrrating CTYI and school using the
Wilcoxon ranking test we find that both parents atadents report a significantly
better attitude @#001) towards attending CTYI than school. This isother
important finding as it proves that both parentd atudents have a more positive
attitude in attending out of school programmes thegular school. As we have
shown earlier the chance to study new and intexgstibjects and to meet students of

similar ability is an appealing draw towards atiegadhe CTYI classes.

112



Graph 4.1.5: Parents Academic Satisfaction with School
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Graph 4.1.7 Parents perception of Child's Attitude to School
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Theme 4: Ranking and Ability at School in relatiorPeers.

Table 4.1.2 shows how parents rank their childifitglin various subjects relative to
their peers in school. Table 4.1.3 shows how thie canks their own ability relative
to their peers at school.

Table 4.1.2: Parents Ranking of Child’s Ability in Sc  hool Subjects Relative to their Peers.

Much Somewhat | About Somewhat Much

Better better equal worse worse
Irish 25% 34% 33% 5% 3%
English 71% 24% 5% 1% 0%
Maths 65% 26% 8% 1% 0%
Science 67% 25% 8% 0% 0%
History 54% 32% 15% 1% 0%
Geography 41% 40% 17% 1% 0%
Physical Education 8% 14% 49% 24% 4%

Table 4.1.3: Students Ranking of Ability in School Sub  jects Relative to their Peers

Much Somewhat | About Somewhat Much

Better better equal worse worse
Irish 18% 37% 37% 5% 3%
English 54% 31% 14% 1% 0%
Maths 57% 28% 12% 3% 0%
Science 50% 30% 20% 0% 0%
History 41% 32% 26% 1% 0%
Geography 34% 32% 29% 6% 0%
Physical Education 17% 22% 46% 12% 3%
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These tables illustrate some important data. Fiedtet4.1.2 we can see that parents
significantly rank their children’s ability as mudietter than their peers in English
(71%), Science (67%) and Maths (65%). Only 8% otpts rank their children as
better in Physical Education while 28% rank themwasse than their peers in this
area. This compares to 3% who rank their childemarse at Maths, 1% who rank
them as worse at English and no parents actuatti their child is worse than their
peers at Science. This shows that the parents ddwgh perception of their child’s
ability relative to their peers in academic sulge¢towever this does not carry over
towards non academic subjects like Physical Edoicafihis could be explained by
the fact that CTYI has an academic assessmendfoitance and this has heightened
the parent’s belief that the child is significantigtter academically than their peers in

all subjects.

Table 4.1.3 shows how the students rank theirtghili various subjects relative to
their peers in school. The students too rank thes@&s much better than their peers
in English (54%), Maths (57%) and Science (50%)m8al7% of students rank
themselves as much better than their peers at ¢dhystucation compared to 8% of
parents. This shows that the students do perchemgelves to be better at Physical
Education than the parents. However it is worthingothat overall only 39% of
students perceive themselves to be much bett@moewhat better than their peers in
Physical Education compared to Maths (85%), Engl&#Po) and Science (80%).
This proves that the children as well as the paraigo have a more academic slant
when it comes to ranking their ability. The two lebshow some interesting figures
for Irish compared to the other academic subjegotdy 25% of parents and 18% of

students rank themselves as much better than pekish. Some 33% of parents and
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37% of students rank themselves as about equblktogeers in Irish. This could be
explained by the fact that the assessment thattdadyto gain entry into CTYI was
in English and that they do not believe they hamguistic talents. Some students
may also be at all Irish schools where everyonealspdrish fluently so the high

ability students may not feel significantly betatdrish.

Statistically comparing the two sets of rankingsngen students and parents using

the Wilcoxon Ranking test is given below.

Table 4.1.4: Comparison of Students and Parents Sjdzt Ranking Compared to
Peers.

Wilcoxon | Higher Rank
(p) value
Irish 0.26 n/s
English 0.00 parents
Maths 0.01 parents
Science 0.00 parents
History 0.00 Parents
Geography 0.00 Parents
Physical Education| 0.00 Children

There is significance in all the academic subjestsept Irish that the parents rank
their children as significantly better in relatitm their peers than the children rank
themselves. In Physical Education though the abiidrank themselves as
significantly better than the parents do. We hasgeussed previously that the parents
seem to have a more academic perception in rel&dioanking of ability than the
children. These results lead us to another quedtotiis a case that the parents are
overestimating their child’s ability or are the Idnén in some cases underestimating
their ability? This was an issue that | was anxiwmuurther explore in the parent and

student interviews that are documented in a |aetian.
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Theme 5: Comfort with Ability and Comfort with te@ifted

The parents comfort with their child’s ability isscumented in Graph 4.1.9. Just
under 70% of parents are very comfortable withrtiekild’s ability with a further
26% quite comfortable with this ability. The chgdcomfort with their own ability is
documented in graph 4.1.10. 65% of the studentsvarg comfortable with their
ability with 23% quite comfortable. Overall thesguires show that at primary school
high ability children are mostly comfortable witheir ability and that their parents
are to a large extent comfortable with their childbility. Statistical analysis shows
(p<-03) that parents are more comfortable with thed&hikbility than the child
themselves. This lower score for the children thedwes could be because the
students have a level of anxiety about their gbiktative to their peers at school. We
have seen that the students significantly rank #edwes lower in academic subjects
than the parents rank them. In terms of encouragesmme 56% of the students feel
that they get little or no support from their clasges. This may be a factor as to why
they have a lower level of comfort with their atyilthan their parents. They might
feel that they have a need to hide their abilitgaaese of the lack of encouragement

from classmates.

Table 4.1.5 shows how the parents perceive the tdv@ncouragement in relation to
their child’s ability and table 4.1.6 shows theldlsi own perception of where they
receive the most encouragement. The parents perdeat the strongest support for
the child in relation to ability here naturally cemfrom the parents themselves with
93% indicating strong support. Over 50% of the ptrebelieve that their child

receives little or no support from their friends rglation to their ability and 61%
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indicate that they believe their child receivedlditor no support from their
classmates. These figures are high and are wofthyrtber investigation. While the
classmates figure is endorsed by the students v&&eperceive little or no support,
60% of the students believe they receive eithengtror some support from their
friends. These themes will be further investigatethe student and parent interviews
and analysed collectively in the next chapter Aartpr of the parents surveyed
believe that their child receives little or no saggrom their teachers at school. This
figure ties in with the belief that the parents atatistically (p<-001) less satisfied
with the level of academic challenge that the chélceives at school compared to the

child themselves.

Table 4.1.5: Parents Perception of Support for HighAbility Child.

Strong support Some support Little support No support
Parents 93.3% 6% 0.5% 0.5%
Teachers 31% 44% 20% 5%
Siblings 30% 34% 25% 9%
Friends 12% 37% 29% 22%
Classmates 7% 33% 32% 29%

Table 4.1.6: Students Perception of Level of Encoagement Received.

Strong support Some support Lfittle support Ng suppo r
Parents 89% 8% 2.5% 0.5%
Teachers 41% 37% 13% 9%
Siblings 26% 37% 18% 18%
Friends 25% 35% 20% 20%
Classmates 14% 29% 25% 31%
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Only 17% of parents are very comfortable with udimg term gifted to describe their
child’s academic ability with 28% quite comfortableome 32% are uncomfortable
with the term gifted to describe their child’s atyilwith 5% very uncomfortable. This
is illustrated in graph 4.1.11 below. Some 38% toflents describe themselves as
very comfortable with the term gifted to descrilbeit academic ability with 29%
comfortable with this term. Comparing these figusesw that the students are more
comfortable with the term gifted to describe thadility. Statistically this is true as
well as the students are significantly (p<-001) encmfortable with the term gifted
to describe their academic ability than the pardPéshaps as you get older the term
gifted may have more of a negative stereotype s@énents are more uncomfortable
with the term. This will be further investigated bgmparing these results with those
of the secondary school students in the next se@ial was another theme that |

developed in the parent and student interviews.

Summary of Primary School Questionnaire

The data here has shown that both students andtpdrave a significantly more
positive attitude towards attending CTYI to schoblhas also shown that both
students and parents have a significantly highesllef academic satisfaction with
classes at CTYI compared to school. Parents sogmifiy rank their children better
than their peers in all academic subjects comptréde students themselves. While
both parents and students seem comfortable witin #mademic ability, there is a
higher level of discomfort with the term gifted tescribe that ability in parents

compared to students
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Graph 4.1.9: Parents Comfort with Child's Intellectu  al Ability
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Graph 4.1.11: Parent's Comfort with the Term Gifted = To Describe Child's Ability
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Section 4.2: Secondary School Results

Secondary School questionnaire

This section will analyse the responses from the $ets of questionnaires that were
posted out to parents and students who participatése CTYl Summer classes for
secondary school children. While some of the resaré similar to the primary school
guestionnaire, | have included them as a sepagat®s for two reasons. Firstly their
similarities show that some of the issues raiseth@previous section for primary
school students are evident again in secondaryoscétodents. From my own

experience of working with gifted students someepts often believe that the
problems at primary school such as lack of chakefay the high ability child,

boredom in school and unstimulating course matet@lnot occur at secondary
school. This data proves that the same problemseadccur. The second reason for
their inclusion is that there are some significdifferences between the groups
particularly around the area of comfort with thentegifted to describe ability. We

have seen in the previous section that 67% of pxireehool students are comfortable
with the term gifted to describe their ability. Thigure for secondary school students

is only 33%. This will be discussed later in thestson.

Theme 1: Attitude towards attending CTYI| and Why #itend.

Some 95% of secondary school parents said thda bhs a very positive attitude to
attending CTYI classes with a further 4% sayingytivere somewhat positive. This
data is illustrated in graph 4.2.1. This compaoeg1% of secondary school students
who said they had a very positive attitude towattisnding CTYI and 25% who said

they had a somewhat positive attitude. The studattitsde towards attending CTYI
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is illustrated in graph 4.2.2. Overall then neallyparents and students perceive a
positive attitude towards attending CTYI. Runnirggne statistical test on this data
(p<-001) shows that parents believe that their childh@me a more positive attitude to
attending than the children themselves. As | gaeViously this finding replicates
that of the primary school questionnaire wheredtveas also a statistical significance
that the parents felt the attitude was more pasithan the children themselves. |
think the reason for this in that the parents ammaring the child’s attitude to
attending CTYI to that of their attitude to attemglischool. This is another area that |
wished to further explore in the follow up intem® in the last section of this
chapter.

Parents and students were asked what they thouggreviheir reasons for attending
the CTYI programme. Table 4.2.1 indicates soméefmhost popular answers.

Table 4.2.1: Parents and Students Reasons for Child A ttending CTYI

Parent Child
To learn New Things 97% 92%
Subject Interested Them 90% 95%
Enjoyed Previous Experience 96% 95%
Make New Friends 81% 93%
Renew Old Acquaintances 68% 78%
Improve Study Techniques 26% 37%

From table 4.2.1 we can observe that the three pmstlar reasons for attending
from both parents and students were to learn newgshsubject interested them and
because they enjoyed a previous experience. Thessdts were the same as the
primary school questionnaire. There are differeraesrell. Some 93% of secondary
school students said they attended to make newdBi€ompared to only 58% of

primary school students. Similarly 81% of secondsslyool parents said their child
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attended to make new friends compared to 45% ofigy school parents. There is
definitely an implication that the social side betprogramme is more beneficial at
secondary school. This is reinforced by the faet ff8% of the secondary school
students said they attended to renew old acquaesacompared to 27% of primary

school students.

In total 99% of the secondary school students #azég benefitted from attending
CTYI which was similar to the primary school grologst of the secondary group only
7% said that this benefit was purely academic caethto 29% of the primary group.
This can be explained by the programme structu@Tatl. At primary school it's a
day course with an academic focus. Social inteyacticcurs when meeting other
people interested in the same things in an acadsatimg. On the secondary school
programme the programme is residential and theseobas an academic and social
perspective. Naturally then the social impact isatgr at an age when it becomes

more important to the students themselves.

The secondary students all attended a summer pnoggaand these findings are
consistent with previous studies. Enerson (199@)dathat summer programmes may
help to meet gifted students academic, social asgchmlogical needs while
Feldhusen (1991) and Kolloff and Moore (1989) strédse importance for bright
children to meet other like minded people as ondhef main benefits of these

programmes.
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Graph 4.2.1 :Parents Perception of Child's Attitudet o Attending CTYI
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Theme 2: Level of Academic Satisfaction and Chg#leat CTYI

Some 82% of parents said they were satisfied acad#ynwith the classes their
child attended at CTYI with 17% saying they werenswhat satisfied. This is
illustrated in graph 4.2.3. In comparison only 68%students said they were very
satisfied with classes at CTYI and 32% said theyewsomewhat satisfied. This
illustrated in graph 4.2.4. Overall the studentd parents at secondary seem satisfied
academically with the classes at CTYI. Runningadistical comparison parents are
significantly (p<:001) more satisfied academically than the studerits the classes
at CTYI. This is different to the primary group whethey were no significant
differences between the student and parent respdadhis question. The parent in
this instance may be comparing the level of academallenge to that of school and
perceives the child to have a higher level of asadesatisfaction. This is something
that will be examined in the interviews in the lasttion of this chapter. Comparing
the primary and secondary school students shows ttle&ae is no significant
difference in academic satisfaction at CTYI betwgeimary and secondary school

students.
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Graph 4.2.3: Parents Level of academic Satisfaction with CTY]

1004

801

60"

40

0 0

very satisfied quite satisfied inierentt gg?eﬁgﬁga very dissatisfied

Graph 4.2.4 Child’s Academic Satisfaction with CTYI

4.68%
. 0.43% ‘

very satisfied quite satisfied indifferent somewhat dissatisfied

128



Theme 3: Attitude and Academic Challenge at School

The parents level of academic satisfaction with ¢héd’s school is illustrated in
graph 4.2.5 and the child’s level of academic &attgon with school is illustrated in
graph 4.2.6. Only 23% of parents said that theildcwas very satisfied at school
with 49% saying they were somewhat satisfied. Imgarison 17% of students said
they were very satisfied with the level of acadentiallenge in school with a further
44% saying they were somewhat satisfied. Runnistatistical comparison between
these two groups on this question yielded no dicamt differences. However if we
compare the level of academic satisfaction betw@éNI and school both parents
and students are statistically<{p01) more satisfied with CTYI over school. These

results are the same as the primary school group.

Just under 20% of both parents and students ahdaopschool indicated that they
were dissatisfied academically with the level oflademic challenge at school.
Comparing the primary and secondary group the pyinechool students are
significantly (p<-05) more satisfied academically at school thans#endary school

students. | think that this is because bright sttsl®ecome more disillusioned with
school as they get older. Many of the secondargactudents are gifted in subject

specific areas and don’t feel that they get enaigtilenge in that subject at school.

Some 51% of parents said their child had a verytigesattitude towards attending

school with a further 31% saying their child hasbanewhat positive attitude towards
school. This is represented in graph 4.2.7. Thispgares to 33% of students who had
a very positive attitude towards attending schaad 86% who had a somewhat

positive attitude. This result is represented iaphr4.2.8. By statistically comparing
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these two results we see that parents significaipiy001) perceive their child’s
attitude to attending school as better than thédctiiemselves. This finding is

consistent with that of the primary school data aad discussed in the last section.

By statistically comparing the attitudes betwedsrrating CTYI and school using the
Wilcoxon ranking test we find that both parents atadents report a significantly
better attitude (001) towards attending CTYI than school. This iaiagonsistent

with the finding from the primary school group amgroves that both parents and
students have a more positive attitude in attenduigof school programmes than
regular school. We have noted previously that fecosdary students the social
factors like making new friends and renewing oldgusintances on these
programmes may be a significant factor for thisvedl as the chance to study new

and interesting academic material.

The literature too shows that many high ability Idten are not sufficiently
challenged at school. Feldhusen (1997) stategyiftat students often do not have a
variety of educational opportunities available terh in their schools and other

special programmes are necessary for these stueiolfil their potential.
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Graph 4.2.5: Parents Academic Satisfaction with School
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Graph 4.2.7: Parents Perception of Child's Attitude to School
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Theme 4: Ranking and Ability at School in relatiorPeers.
Table 4.2.2 shows how parents rank their childifitghn various subjects relative to
their peers in secondary school and Table 4.2.8/shbe students responses to the

same question.

Table 4.2.2: Parents Ranking of Child’s Ability in Va  rious subjects.

Much Somewhat About Somewhat Much

Better better equal worse worse
Irish 28% 30% 29% 8% 5%
English 62% 31% 5% 2% 0%
Maths 53% 29% 13% 4% 1%
Science 57% 32% 1% 0% 0%
Languages 44% 31% 19% 4% 2%
Business 49% 27% 22% 1% 1%
History 60% 32% 8% 0% 0%
Geography 49% 32% 18% 1% 0%
Physical Education 10% 17% 47% 17% 9%

Table 4.2.3: Students Ranking of Ability in School Sub  jects Relative to their Peers

Much Somewhat About Somewhat Much

Better better equal worse worse
Irish 24% 31% 26% 11% 8%
English 50% 38% 11% 1% 0%
Maths 42% 34% 15% 6% 3%
Science 43% 39% 15% 2% 1%
Languages 48% 34% 14% 3% 1%
Business 35% 40% 19% 5% 1%
History 39% 35% 18% 51% 3%
Geography 39% 342% 19% 5% 3%
Physical Education 16% 24% 38% 17% 5%
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From table 4.2.2 we can see that parents significaank their children’s ability as

much better than their peers in English (62%), ¢tist(60%), Science (57%) and
Maths (53%). This is consistent with the primarjy@al data. Again a much lower
proportion (10%) of parents rank their childrenbaster in Physical Education while
26% rank them as worse than their peers in thia. arlis continues the primary
school trend that parents significantly rank thehildren better in academic areas.
The secondary student data is included in Table34.2gain the students

significantly higher rank themselves as much betteEnglish (50%), Languages
(48%) and Science (43%). Irish scores a much loagademic ranking for both

parents (28%) and students (24%) than other acadsufijects and again this is

consistent with the primary school data.

Table 4.2.4: Comparison of secondary school Studentand Parents Subject
Ranking Compared to Peers.

Wilcoxon | Higher Rank

(p) value
Irish 0.207 n/s
English 0.036 parents
Maths 0.031 parents
Science 0.005 parents
Languages 0.025 children
Business 0.676 n/s
History 0.000 parents
Geography 0.088 n/s
Physical Education| 0.028 children

This data is different to the primary school datathat there is no significant
differences in how parents and children rank théwaserelative to their peers in
Irish, Business and Geography. However the paegas rank their children higher
in English, Maths, Science and History. The chitdrank themselves higher again in

Physical Education and higher in Languages. Sityilar the primary school study
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only 39.1% of students rank themselves as mucherbeit somewhat better at
Physical Education relative to their peers comp&ne®l.3% who rank themselves as
somewhat better or much better at Languages aneh&ci(82.5%) and English
(87.4%) respectively. This ties in to the notiomttlthe students seem to make a
distinction between academic giftedness and gi#tsdgnin other domains. As they
have been identified through an academic assessriientstudents perceive
themselves to be better academically in subjectsttiey consider themselves to be

good at but not in other subjects.

Theme 5: Comfort with Ability and Comfort with te@ifted

Some 82% of parents describe themselves as veryodafle with their child’s
intellectual ability with 14% describing themselvas quite comfortableThis is
illustrated in the graph 4.2.9. The child’s levélcomfort with ability is illustrated in
graph 4.2.10. Some 55% of students said they werg gomfortable with their
ability and a further 30% described themselves @ite ccomfortable. Statistically
comparing the two groups of secondary parents araksts on this question shows
that the parents are significantly more comfortalith the child’s ability than the
child themselves. Again this is a similar findirythe primary school questionnaire.
The students seem to have lower comfort with gtlilécause of a perception of what
their peers may think of them. The following tablegher illustrate this point. Table
4.2.5 shows the parents perception of where stadesteive encouragement in
relation to their ability and table 4.2.6 shows $iiedents own ideas as to where they

receive encouragement.
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Graph 4.2.9: Parents Comfort with Child’s Ability
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Table 4.2.5: Parents Perception of Support for HighAbility Child.

Strong support | Some support | Little support | No support
Parents 96 % 4% 0% 0%
Teachers 32% 53% 1% 4%
Siblings 44% 35% 12% 9%
Friends 20% 44% 26% 10%
Classmates 8% 31% 36% 25%

Table 4.2.6: Level of Encouragement Received by Stants in Relation to Ability

Strong support Some support Little support No support
Parents 83.5% 12% 4% 0.5%
Teachers 33% 44% 16% 7%
Siblings 45% 31% 16% 7%
Friends 33% 48% 12% 7%
Classmates 15% 33% 32% 21%

The strongest support here from both students ardnfs is received from the
parents with 96% of parents and 84% of studentgatidg strong support. This is
consistent with the primary school questionnairgeitO35% of the parents believe
that their child receives little or no support frammeir friends in relation to their
ability and 61% indicate that they believe theillctheceives little or no support from
their classmates. The secondary school studentstiatthey get greater support
from their friends than the parents do with 81%idating strong or some support.

Just over half of the students perceive that thetyliggle or no support from their
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classmates. Comparing this with the primary schidaith shows that the primary
school parents perceive a lower level of supporhffriends in relation to ability than
the secondary school students. This could be atétbto the parents perception that
the child has more settled friends at secondary whald be more aware of the
child’s ability. The perception from both groupsathhere is a lack of support from
classmates is still high from both parents andesttglat secondary and this is also the
case at primary. The results from the Piers H&hg#dren’s Self-Concept scale that
was administered to secondary school studentssrstady shows that these students
have a lower self concept in certain social ar€hs is reported in section 4.4 of this

chapter will be discussed further in the analysiisn.

Only 20% of parents are very comfortable with udimg term gifted to describe their
child’s academic ability with a further 22% quitensfortable. This is illustrated in
graph 4.2.11. Some 42.4% are uncomfortable withtéhm gifted to describe their
child with 7.6% very uncomfortable. Some 19% of seeondary school students are
very comfortable with the term gifted to descrileit ability with a further 33%
quite comfortableThis is illustrated in graph 4.2.12. From this drape can see that
43.3% described themselves as uncomfortable wighténm gifted being used to
describe their ability with 14.7% indicating theyemg very uncomfortable.
Comparing the results of the secondary school stsdwith that of the primary
school students we see that the primary schookstadare significantly §05) more
comfortable with their ability than the secondargh®ol students and also
significantly (p<-001) more comfortable with the term gifted to déserthis ability.
One could conclude that as you get older the tafradgtakes on a more negative
stereotype and is harder to deal with from the petve of the secondary school

student.
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Graph 4.2.11: Parent's comfort with term giftedtod  escribe child's ability
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Section 4.3: Myers-Briggs Type Indicator Results

Overview

The Myers-Briggs Type Indicator (MBTI) is a persbtyameasure based on Jung’s
theory of psychological types. The test consista eéries of forced choice questions
representing behavioural preferences and prefeseffddescriptive adjectives. The
results are then tabulated to indicate prefererfoeseach of the four scales:

extroversion-introversion (El); sensing-intuitiosN); thinking-feeling (TF); and

judgement-perception (JP). Although a continuowdesscore is provided for each
dimension, the final personality profile contain®i@minal score of preference. For
example, a person who endorses fifteen items sdéafeidtroversion and nine items

scaled for extroversion is given a preference ofand is therefore considered
introverted. The individual is described with fdetters (e.g. INTJ) that represent the
preference for each type. When the test is scdretth the nominal and continuous
scores are presented in the report, but in pracinte the four letter code is used,

because the types are considered to be mutuallysexe classes.

The MBTI Preferences

There are four scales on the MBTI. The first scaldraversion-introversion shows
how we look at the world. Those who prefer extramm tend to focus on the outer
world of people and external events. Extravert$gpri® communicate by talking and
learn best through doing and discussing. Peoplepwéf@r introversion tend to focus
on their inner world of ideas and experiences. Tprefer to communicate by writing

and learn best by reflection. The second scalesisgiintuition demonstrates how we
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take in information. People who prefer sensingifoon the world as they perceive it
through their five senses. They take in informatiorough their eyes or ears to find
out what is actually happening. Intuitives takenformation by concentrating on the
relationships and connections between facts. Thploee possibilities and meanings
by way of insight. The third scale, thinking-fegjifocuses on how we make
decisions. People who prefer thinking in their dei making tend to look at the
logical consequences of a choice or action. Whekingaa decision they tend to
focus on objective standards. People who usenfeehi decision making tend to
consider what is important to them and to otheppedrhey rely on an understanding
of personal values, making decisions more subjelgtivi he fourth scale, judgment-
perception concerns our attitudes to the outerdvéteople who prefer to use judging
in their outer world tend to live in a planned, eng way preferring to regulate and
control life. They like a sense of closure in theégcision making. People who use
perceiving in their outer world tend to seek expece and understanding rather than
control of life. They tend to keep an open, curionisd before making a decision.
They don't like planning or making early decisiopseferring to weigh up all the

possibilities before deciding on an outcome.

CTYI Myers Briggs Results

The following three charts, 4.3.1, 4.3.2, and 4sh8w the CTYI results from the
Myers Briggs Type Indicator. Chart 4.3.1 shows adkrerall CTYI types and we can
see four types are the most common, ENFP (19%)PINI5%), ENTP (14%) and
INFP (11%). These four types are highlighted inire@hart 4.3.1. The overall CTYI
male scores are illustrated in Chart 4.3.2. Therave&CTY| female scores are

illustrated in Chart 4.3.3.
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Chart 4.3.1: CTYI Myers-Briggs results (by %)
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Chart 4.3.2 CTYI Male MBTI results
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The CTYI scores on individual subscales of Myerg8s are listed on Tables 4.3.1,

4.3.2,4.3.3and 4.3.4

Table 4.3.1 CTYI Sensing-Intuition (S-N) scale

Sensing Types Intuitive Types
Overall 24.0% 76.0%
Male 26.5% 73.5%
Female 21.5% 78.5%
Table 4.3.2 CTYI Extrovert-Introvert (I-E) scale

Extrovert Types

Introvert Types

Overall 53.8% 46.3%
Male 48.5% 51.5%
Female 59.0% 41.0%
Table 4.3.3 CTYI Thinking-Feeling (T-F) Scale
Thinking Types Feeling Types
Overall 54.8% 45.3%
Male 66.5% 33.5%
Female 43.0% 57.0%

Table 4.3.4 CTYI Judgment-Perception (J-P) Scale

Judging Types Perceptive Types
Overall 29.5% 70.5%
Male 29.0% 71.0%
Female 30.0% 70.0%

Summary of Findings

These findings can be summarized under two of therging research themes
Theme 2: Level of Academic Satisfaction and Chgéleat CTYlnd

Theme 3: Attitude and Academic Challenge at School

Firstly we can look at the four most common ove@llY| types, INFP, ENFP, INTP,
and ENTP. Myers (1980) describes INFP’s as pedeidis where their feelings are
engaged and are happiest with individual work iawa their personal values. In a
school setting they tend to be very idealistic aleyoted to causes. They prefer
classes where they are allowed freedom of expmedgsiduding Creative Writing,

Music and Drama. Myers describes INTP’s as studehts are prolific in theoretical
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and scientific subjects and brilliant in exam ditres. They tend to value teachers
who are experts in their field and who recognisartgood thinking ability. We can
see already that these two sets of students reduigely different pedagogical
approaches. | believe that INFP's and INTPs maymioee suited to the specialist

subjects within the CTYI programme where they camkwat their own pace.

Myers describes ENFPs as students who are ablatttheir hand to anything that
interests them and who have a lot of imaginatiaiaitiative for originating projects

and plenty of impulsive energy to carry them outeY like teachers who recognise
their ability to work well with other students armtaise them regularly. Myers
describes ENTPs as students who enjoy solving melchallenging problems and
tend to be good at lots of subjects. In school tveyk well with others and their

extroverted attitude gives them an upbeat way okilagy at life. In my opinion the

ENFP and ENTP high ability types are those thabgetvell at school and relate well
to their classmates because of their extroverteédré@and enthusiasm for learning.
The INFP and INTP types will have more difficulty school because of their
introverted nature where they may not be able tageas much with their peers and

may feel stifled by the curriculum.

Research (Sak, 2004) has shown that the four wwsmon types of non gifted
students are ESTJ (14.97%), ESFJ (11.97%), ESF7%9. and ISTJ (6.92%).
Comparing them to the four main CTYI types, INTRFP, ENTP and ENFP shows
that no type is common to the two groups. Myer<iiess ESFP’s as students who
are typically care-free and fun loving and who aeey energetic students who feel a

need to entertain others. They need teachers vdogmese their need for activity and
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to express themselves socially. Myers describegd’$53s students who earn success
through concentration and thoroughness. They respest to a school environment

that is predictable and traditional.

Myers describes ESTJ’s as linear learners withrangtneed for structure. They like
practical subjects and have a traditional outlookards education. Finally Myers
describes ESFJ’'s as students who value routinehand little interest in abstract
things. They prefer teachers who are good commtargand put a tight structure on
things. Most of the common non gifted types tendespond well to structure while
the most common high ability types prefer an emnnent which allows freedom for

expression.

As with previous research (Gallagher, 1990; MoorBaker, 1996; Swiatek & Cross,
2007) the CTYI group (table 4.3.1) show a prefeeefwr Intuition (N) over Sensing
(S). Some 76% of Irish high ability students imsteample fell into the Intuitive
preference. They also show a large preferencee(t4ld.4) for Perception (P) over
Sensing (S) with 70.5% falling into this categoAgain this is consistent with
previous research with Intuitive-Perceivers (NRshb very common in other studies
(see above). In this group NPs make up 59.4% obteeall CTYI population for this

study.

If we look at table 4.3.2 we see that there isgh8l higher proportion of Introverts
(I) over Extraverts (E) within the CTYI populatiom a non gifted population there
would normally be about 75% extraverts (MacDaid(Qdaley & Kainz, 1986). Jung

(1971) describes extraverts as those students evitbto focus on the outer world of
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people and external events. Extraverts prefer tanconicate by talking and learn
best through doing and discussing. Introverts ascidbed as those who prefer to
focus on their inner world of ideas and experiendésgey feel a need to internalise
ideas and are often contemplative. They preferotaraunicate by writing and learn
best by reflection. They have a depth to theirredts and may be private and self-
contained. They do not like interruptions in theiork and prefer to have things

figured out before talking about them.

This has huge implications for finding the best @dion for high ability students.
High ability students in this research have beeowshto have a preference for
Introversion (I) and Intuition (N). Intuitives or W/pes tend to do better in school
early on as they have a preference for working wigmbols and concepts. Early
mathematical and verbal theory tends to come tontheickly. They need to be
stimulated and prefer an imaginative approach. Tteag to enjoy abstract concepts
so they can learn theories quickly. McCauley andtéMa(1974) reported that
intuitives liked self paced learning and coursesltow them to study on their own
initiative. Myers also asserted that the possibitif one being intuitive-introverted
(IN) increases as one’s academic giftedness ineseablyers and McCauley (1985)
believed that psychological type is related totade and achievement. People who
preferred introversion and intuition showed greatmdemic aptitude than those who
preferred extraversion and sensing. Sachs (197®rted that intuitive types report
feeling academically superior to their peers. Miis be examined in the next section
that shows the results from the Piers-Harris Chiith Self-Concept Scale where it
demonstrates that students from this study havigreehacademic self-concept than

non gifted students .
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Section 4.4 :Piers Harris Self Concept Scale

Overview

The Piers Harris Children’s Self Concept scale waseloped in the 1960’s to
provide a self report instrument for the assessmkeself concept among adolescents.
The instrument’'s stature is reflected in more ti#€® citations in professional
journals and books in psychology, education anch#adth science. It is widely used
in gifted education. The Piers Harris 2 is a 6@nitelf-report questionnaire designed
for administration to children from the ages ofo/ 18 years. The Piers Harris 2
contains 60 statements expressing how people may &bout themselves.
Respondents are asked to indicate whether eacamsat applies to them by
choosing yes or no answers. The results give thicipant an overall self concept
measure called the Total (TOT) score. Within thisré are six domain scales which
assess specific components of self concept. Theatostales include Behavioural
Adjustment (BEH), Intellectual and School StatusT(), Physical Appearance and
Attributes (PHY), Freedom from Anxiety (FRE), Poguly (POP), and Happiness

and Satisfaction (HAP).

Self Concept Scales

Total Score (TOT).

The TOT score is a measure of general self conddgher scores indicate
favourable self concept and lower scores are as®ocwith lower self concept. High
scores are associated with a T score of above éClafdren who score above this

are confident in their abilities and have a tydicadtrong self appraisal. These
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students are usually involved in numerous actiwiiad will try out new tasks. They
are likely to describe themselves as happy anddfeerry. Scores between 40 and
59 are considered to be in the average range. 1€hiland adolescents in this range
are reporting a level of self esteem similar ta thfamost students in a standardised
sample. Scores in this range usually represenalanted self evaluation with
acknowledgement of both positive and negative dspefcself. Scores below 40 are
considered to be in the low range and are chairsittsrof children with doubts about
their self worth. These children usually view thetass as less talented than their
peers and may be reluctant to try out new actwifier fear of lack of ability.
Children with low TOT scores may report as beingiams, depressed and generally

unhappy.

Behavioural Adjustment (BEH).

The BEH scale measures admission or denial of enadic behaviours. Children
who score above 55 on the BEH scale perceive tHeassas well behaved and able
to comply with rules and expectations at home anstchool. Scores between 40 and
55 evaluate themselves as well behaved but do adkdge some difficulties with
their conduct. Scores in this range are considévdoe average within the general
population. Scores below 40 indicate that the caridare acknowledging significant
behavioural difficulties. They may see themselvesraquently causing trouble and

being unable to adhere to the standards of corsduidty parents and teachers.
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Intellectual and School Status (INT).

The INT scale reflects a child’'s assessment ofdnidher abilities in relation to
intellectual and academic tasks. The scale cowansrgl satisfaction with school and
future expectations on achievement. Children whares@above 55 are expressing
confidence in their general intellectual abiliteasd in their performance on academic
tasks. These students perceive themselves as \gonlah in the school and having
the admiration of peers and family members. Stuwlsabring between 40 and 55 on
this scale fall within the average range. They vidvemselves as performing
acceptably well in the academic realm but acknogde@ few difficulties with
academic tasks. Students scoring below 40 on thaesare acknowledging
difficulties in school related tasks. Children wittw scores on this scale may feel
that they don't fit in at school or may indicaterealistically high expectations from

themselves or their parents.

Physical Appearance and Attributes (PHY).

The PHY scale measures how a child feels about pingisical appearance as well as
their ability to express ideas. Children who scafgove 55 on this scale are
expressing general satisfaction with their appeaaiihey perceive themselves to be
popular with their peers and that their friendsiaterested in what they have to say.
Children who score between 40 and 55 are in theageerange and report both
negative and positive feelings of their appearaamog personal attributes. Students
scoring below 40 on this scale are likely to hawerpself esteem in relation to their

body image. They may feel that they are unattractiv be bothered by aspects of
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their physical appearance. They may also feel iy are not well liked by their

peers.

Freedom from Anxiety (FRE).

The FRE scale measure a range of specific emosank as worry, nervousness,
shyness, fear and a general feeling of being l&fiobthings. Children scoring above
55 on this scale feel that they are not botheredifgyleasant mood states such as
sadness, nervousness and worry. Children who gtdine average range in this scale
between 40 and 55 report mostly positive emotiatales but acknowledge a few
difficulties related to their mood. Students whorscbelow 40 on this scale may feel
anxious about specific events or they may haveghenigeneralised sense of anxiety
than most people. Low scores on this scale may lasassociated with feeling left

out socially or dissatisfaction with appearance.

Popularity (POP).

The POP scale represents an analysis of the chslotsal functioning. It covers
content such as perceived popularity, ability tdkkenfiiends and feelings of inclusion
in activities. Children who score above 55 on #uale perceive themselves as being
successful in relationships with their peers. Thsgl well liked by their peers and
report satisfaction with the number and qualitytieéir friendships. Children who
score between 40 and 55 on this scale are mostlgfisd with their social
functioning but acknowledge some difficulties wipieer interactions. They are

mostly within the average range in relation to ifeglincluded. Students who score
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below 40 on this scale often feel unhappy withrtiseicial relationships. They may
feel that they don’t have enough friends or in @xte cases no friends at all. These
scores may reflect lack of interpersonal skillstraits that tend to isolate the child

from others.

Happiness and Satisfaction (HAP).

The HAP scale reflects feelings of happiness atidfaation with life. Children who
score above 55 on the HAP scale see themselvethamdives in a positive way.
They report an overall sense of wellbeing. Childwého score in the average range
between 40 and 55 on this scale feel generally yhapiih their circumstances while
also reporting some negative appraisals. Childreo score below 40 on this scale
are generally unhappy with themselves and dissadisfith their life. These students
may feel that they don’t relate well to others andy be self critical in relation to
physical appearance and their own personal qualitie

CTYI Overall Piers Harris Results

There were 148 males and 152 females as part cfaimple group. The table below
shows the mean scores for the overall group anchdle and female means.

Table 4.4.1: Piers Harris Mean Scores for CTYI.

PIERS HARRIS SUBSCALES OVERALL | MALE FEMALE
CTYI CTYI CTYI
MEAN MEAN MEAN
Total (TOT) 48.41 48.52 48.30
Behavioural Adjustment (BEH) 50.51 49.93 51.06
Intellectual and School Status (INT) 49.78 49.62 .929
Physical Appearance and Attributed7.47 48.61 46.78
(PHY)
Freedom from Anxiety (FRE) 48.69 49.68 47.72
Popularity(POP) 47.47 47.03 47.91
Happiness and Satisfaction (HAP) 47.33 47.25 47.61
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From the above table we can see that the overahnseores in all subscales fall
within the average category of 40-54. The tablewek.4.2 shows the scores within
the above average (55+), average (40-54) and bal@rage (less than 40) ranges.
We can see here that Freedom from Anxiety (FRE)24t7/%, Behavioural
Adjustment (BEH) at 24.3%, and Happiness and Satiein (HAP) at 24.3%
represent the categories with the highest aboveageescores. Conversely the

subscale of Popularity (POP) has the highest ptagerof below average responses

(23%).

Table 4.4.2: Overall CTYI subscale Scores in eactategory by %

PIERS HARRIS SUBSCALES ABOVE AVERAGE | BELOW
AVERAGE AVERAGE
Total (TOT) 10.3% 74.0% 15.7%
Behavioural Adjustment (BEH) 24.3% 63.7% 12.0%
Intellectual and School Status (INT) 22.0% 69.3% 798.
Physical Appearance (PHY) 22.7% 60.0% 17.3%
Freedom from Anxiety (FRE) 24.7% 62.0% 17.3%
Popularity(POP) 18.0% 59.7% 23.0%
Happiness and Satisfaction (HAP) 24.3% 57.7% 18.0%

CTYI Piers-Harris Male/[Female Scores

Table 4.4.3 shows the above average, average elo@ laverage scores on each of

the subscales for males and females.

Table 4.4.3: CTYI Subscales by male/female

PIERS HARRIS ABOVE AVERAGE BELOW
SUBSCALES AVERAGE AVERAGE

Male | Female Male| Female Male Femgle
Total (TOT) 7.2% | 13.2%| 78.6% 69.7% 14.2% 17.1%
Behavioural Adjust. (BEH) 21.6% 27.0% 65.6% 61.8%2.8% | 11.2%
Intellectual and School 20.3%| 23.7% | 71.6% 67.19 8.1% 9.2%
Status (INT)
Physical Appearance (PHY)| 27.7%6 17.8% 54.l1% 65.898.2% | 16.4%
Freedom from Anxiety 25.7% | 23.7% | 59.4% 56.69 14.9%6 19.700
(FRE)
Popularity(POP) 19.2% 17.89 55.1% 60.4% 25.[/% 20.f1%
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Happiness and Satis. (HAP 25.0% 23.7% 56]|1% 58)698.9% | 17.1%

CTYI Piers Harris scores compared to American natimal sample

Table 4.4.4 shows the mean scores for a standdréises Harris sample taken from
high school students across the United States.hididighted areas show the mean
scores for 13-14 yr olds and 15-16 yr olds. TablleAshows the overall CTYI means
in the first column with a breakdown of the 13-140oyjd means and 15-16 yr old

means in the next two columns. Statistical analy&is done using a one sample T-
test using the individual subscores means fronL#i&4 year olds and the 15-16 year
olds from the CTYI students and comparing thesé wlie means from the Piers
sample. Table 4.4.6 and 4.4.7 below documentsa$idts from these tests. Finally
Table 4.4.8 compares the CTYI means with the Riansple.

Table 4.4.4. Average Scores by Age Group in Piers affis Standardisation
Sample

7-8yrs | 9-10yrs | 11-12yrs | 13-14yrs | 15-16yrs | 17-18yrs

Total (TOT) 51.2 515 51.3 48.4 48.6 49.1
Behavioural 51.2 50.9 51.4 47.8 47.6 50.1
Adjustment (BEH)

Intellectual and| 53.3 52 50 47.5 48.1 49.2
School Status

(INT)

Physical 50.4 50.2 50.2 48.4 50.6 49.5

Appearance and
Attributes (PHY)

Freedom from| 49.9 50.6 50.7 50.4 48.2 48.8
Anxiety (FRE)

Popularity(POP) | 47.7 50.3 51.2 50.5 50 48.6
Happiness and 50.7 51 50.7 47.9 48.5 48.8

Satisfaction (HAP)
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Table 4.4.5: Comparison of CTYI mean scores with [ers Harris 13-16 yr olds.

PIERS HARRIS SUBSCALES OVERALL | PIERS PIERS
CTYI 13-14 YRS | 15-16 YRS
Total (TOT) 48.41 48.4 48.6
Behavioural Adjustment (BEH) 50.51 47.8 47.6
Intellectual and Social Status (INT) 49.78 47.5 148.
Physical Appearance and Attributes 47.47 48.4 50.6
(PHY)
Freedom from Anxiety (FRE) 48.69 50.4 48.2
Popularity(POP) 47.47 50.5 50.0
Happiness and Satisfaction (HAP) 47.33 47.9 48.5

Table 4.4.6: Comparison on T-test scores for CTYI 3-14 yr old students with

piers Harris standardised scores.

PIERS HARRIS SUBSCALES CTYI PIERS ONE
13-14 YR |13-14 YR | SAMPLE
MEAN MEAN TTEST
(N =102)

Total (TOT) 48.61 48.4 n/s

Behavioural Adjustment (BEH) 51.06 47.8 0.00

Intellectual and Social Status (INT) 50.13 47.5 0.02

Physical Appearance and Attributes 46.75 48.4 n/s

(PHY)

Freedom from Anxiety (FRE) 48.81 50.4 n/s

Popularity(POP) 47.58 50.5 0.04

Happiness and Satisfaction (HAP) 47.70 47.9 n/s

Table 4.4.7: Comparison of T-test scores for CTYI13-16 yr old students with

Piers Harris standardised scores.

PIERS HARRIS SUBSCALES CTYI PIERS ONE
15-16 YR |15-16 YR | SAMPLE
MEAN MEAN T TEST
(N=198)

Total (TOT) 48.29 48.6 n/s

Behavioural Adjustment (BEH) 50.16 47.6 0.00

Intellectual and Social Status (INT) 49.63 48.1 0.01

Physical Appearance and Attributes 47.84 50.6 n/s

(PHY)

Freedom from Anxiety (FRE) 48.62 48.2 n/s

Popularity(POP) 47.37 50 0.00

Happiness and Satisfaction (HAP) 47.20 48.5 0.05
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Table 4.4.8: Comparison of CTYI Male-Female Means uh Piers Sample

PIERS HARRIS MALE | MALE |IND FEMALE | FEMALE | IND
SUBSCALES CTYI PIERS | TTEST| CTYI PIERS TTEST
Total (TOT) 48.52 49.6 n/s 48.30 50.4 0.01
Behavioural 49.93 48.2 0.02 51.06 51.3 n/s
Adjustment (BEH)

Intellectual and 49.62 48.7 n/s 49.92 51.0 n/s
Social Status (INT)

Physical Appearance48.61 49.6 n/s 46.78 50.1 0.00
and Attributes

(PHY)

Freedom from 49.68 51.6 0.01 47.72 48.1 n/s
Anxiety (FRE)

Popularity(POP) 47.03 49.6 0.00 47.91 50.2 0.04
Happiness and 47.25 49.1 0.02 47.61 50.0 0.04
Satisfaction (HAP)

Summary of Piers Harris Results

Theme 5: Comfort with Ability and the Term Gifted to describe that Ability.

Firstly we can see from table 4.4.1 that all theres on the self-concept scale fell
within the normal (40-54) range. The highest ovarsdan self concept score on the
subscales was for Behavioural Adjustment (BEH) white lowest score was for
Happiness and Satisfaction (HAP). High scoreshenBehavioural Adjustment scale
indicate a measure of good behaviour and abilityotmply with rules. Happiness and

Satisfaction (HAP) measures a child’s positive auitlin life.

For male students the highest score was for Bebeali®\djustment and the lowest

was for Popularity (POP). For the girls the highestre on the subscales was for

Intellectual and Social Status and the lowest wasHappiness and Satisfaction
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(HAP). Intellectual and School Status looks at tmgd in relation to how they
perceive themselves academically while PopularPOR) looks at the child’'s
perception of their ability to relate with other®kunning an independent t test to
compare means for male and female students showesignificant differences on
any of the scales for the males and females inghmsple. This is consistent with

some other studies in this area (Tong & Yewchu®g6l¥arnes & Wherry, 1981).

Table 4.4.2 shows the breakdown of overall studesis fell in the above average,
below average and average ranges on all the sebkscélthe Piers-Harris. The
subscales with the highest above average scores kveedom from Anxiety (FRE)

(24.7%), Happiness and Satisfaction (HAP) (24.3&t) Behavioural Adjustment

(BEH) (24.3%). The highest percentage with a beémerage subscale score for all
students came from Popularity (POP) at 23.0%. dhes$t percentage with a below
average subscale score was Intellectual and S@tatlis at 8.7% which we might

expect from a group of high ability students.

Table 4.4.3 examines the CTYI| above average, ageaag below average subscale
scores by male and female breakdown. There arereifEes in the Physical
Appearances and Attributes (PHY) subscale on thevealaverage level. PHY
measures how a child feels about their physicabagmce and 27.7% of boys in the
sample rated themselves as above average on #iescampared to 17.8% of girls.
In Behavioural Adjustment (BEH) some 27.0% of giftaind themselves above
average compared to 21.6% of boys. In the TotalT()T€xore some 13.2% of girls
saw themselves as above average compared to d@¥y @f boys. Looking at the

below average scores some 19.7% girls rated sdmiedv average on the Freedom
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from Anxiety (FRE) scale compared to 14.9% of boVke FRE scale measures
feelings of worry, anxiety or feeling left out dfihgs. On the Popularity scale (POP)
some 25.7% of boys rated as below average compar20.4% of girls. This ties in
with previous studies where some researchers haygested that gender differences
occur in specific dimensions of self-concept wimnt# necessarily being observed in
the global score (Harter, 1983; Piers, 1984). Papyl (POP) measures the ability to
make friends and inclusion in social settings. Thig rating is consistent with the
finding from the primary and secondary school goestaires where both primary
and secondary school students reported a low E#velipport from their classmates
in relation to their ability. It also ties in wittme high level of introverts reported at
CTYI from the MBTI study. These students may hawveificulty connecting with

others and often feel more comfortable workingvidiially.

From table 4.4.6 we can see that the CTYI studientse 13-14 year old age group
show significantly higher self concept scores om Behavioural Adjustment (BEH)
and the Intellectual and School Status (INT) tha¢ tregular students. This is
consistent with the Hoge and Renzulli (1993) sttltt found that in general high
ability students tend to have a higher academitceeicept than their non gifted
peers. However the CTYI 13-14 yr old group showgaifcantly lower self concept

score on the Popularity (POP) scale. The othercaldscores were non significant.

From table 4.4.7 we can see that in same way a$3tel! year old sample that the

CTYI students in the 15-16 year old category shasigaificantly higher self concept

than the 15-16 year olds in the Piers sample inaBeliral Adjustment and
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Intellectual and School Status. Similarly to tHE®14 year old counterparts the CTY
15-16 year old students also show a significardlydr self concept in Popularity
(POP). Additionally they also show a significankbwer self concept in Happiness
and Satisfaction (HAP). Again this is consisteithva recently study by Hoogeveen,
Van Hell & Verhoeven (2009) where it was found thatelerated secondary school
students had more positive self-concepts concersaimpol in general but a lower

social self-concept.

Table 4.4.8 compares the overall male and femaknmef the CTYI group with the
overall means of the male and female students erPtrs sample. The CTYI male
students show a significantly higher self conceqgre than the male group in the
Piers sample in Behavioural Adjustment (BEH). Théso show a significantly lower
self concept than the male Piers group in Freedom fAnxiety (FRE), Popularity
(POP) and Happiness and Satisfaction (HAP). Lookinthe female group the CTYI
students score significantly lower than the Piemn@e on the Total (TOT) scores.
They also score significantly lower than the Pigreup on the subscale scores of
Physical Appearance and Attributes (PHY), Popula(ROP) and Freedom from
Anxiety (FRE). These results are consistent wistualy by Klein & Zehms (1996)
where it was found that older gifted girls had gndicantly lower global self concept
than younger gifted girls. The Piers data in table4 shows that all students show a

slight drop in their self concept scores betweendatpes of 13 to 16 years.

All of this information links to the overall them& how gifted students may be

comfortable with their ability and will be analysedmore detail in the next chapter.
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Section 4.5 : Interview data

Background

There were four separate groups of 6 people comgresach group. Group 1 was the
primary school students and are represented inldlee by S1-S6. Group 2 were the
primary school parents and are represented in aite loy P1-P6. Group 3 was the
secondary school students are they are representbe@ data by S7-S12. Group 4

was the secondary school parents and they aresmyesl in the data by P7-P12.

From the data analysis some 5 key themes emergextire four groups. These were
Theme 1: Attitude towards Attending CTYI| and whegyhAttend

Theme 2: Level of Academic Satisfaction and Chajéeat CTYI|

Theme 3: Attitude and Academic Challenge at School

Theme 4: Ranking and Ability at School in relatiorPeers

Theme 5: Comfort with Ability and Comfort with ter@ifted.

Group 1: Primary School Students
Theme 1 : Attitude towards attending CTY| and viley tAttend.
All 6 students said they had a positive attitudeas attending CTY.

“I like going to the classes. They are very gods¥"

“I like the idea of doing classes that we can’'taleschool. We don’t do journalism at
school.” S6.

“My Mam asked me if | wanted to come and | said.yléss my decision. | like
coming to DCU.” S2

There were different responses in relation to whaty wanted to achieve. Some
wanted to learn more for themselves while othevsisas a help for schooling in the
future while one was undecided. The humanitiesesttslseemed to aspire to more

general achievements while the science students nvere focused academically.
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“I would like to become a better writer.” S1

“Learn how to write articles for newspapers andveion.” S2

“Learn some new stuff.” S3

“I want to do well in secondary school in my Juremd Leaving Cert.” S4
“It would probably make chemistry easier in secagdazhool.” S5

“I don’t know really.” S6

Theme 2: Level of Academic Satisfaction and Chgd#leat CTYI
All students believed they experienced some lefyacademic satisfaction.

“Sometimes the classes are challenging like foosnisut mostly you go at your own
pace. That's what | like about it.” S1

“When | did the sports-science course | learneat albout the kinds of foods you
should eat and how injuries happen. And the codrdakin Athlone; there was one
about journalism and there was a creative writing. @ hat was all about how to write
stories and the different types of stories thatettage. The classes are great.” S3
“The classes are really good and | really likedRperiments.”S4

There was a mixture of responses in relation tethdr the students felt challenged

on the course.

“The questions here are harder than school.”S1

“Sometimes | am challenged but sometimes not.tltalee down lots of notes.” S5
“Yeah, this is pretty hard. I'm learning lots ofméhings.” S4

“I don't feel too challenged in this course butetlones have bee harder.” S2

Theme 3: Attitude and Academic Challenge at School
Most of the students were positive towards attegpdichool.

“I like going to school.” S1
“Itis good.” S2

“It's good. | like it.” S3
“Usually it's very good.” S5

Most of the students qualify this by saying theynstimes feel a lack of challenge at

school.

“At school | am sometimes happy and sometimes b@echetimes | look forward to
going and sometimes | don’t.” S6

“We learn new things and it's good overall but stimes it can be a bit boring.”S4.
“School is sometimes hard and sometimes easy.” S2
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Half of the students said Maths was their favousiibject at school with the other
picking Geography, English and Swimming. All okthsaid they would like to do
more of their favourite subjects at school as tbégn don't find it challenging

enough.

“We don’t do enough Maths at school and it's alywsimple.” S2
“I would like more English challenges. I find Ergjtia bit easy at school.” S1
“I like geography but this year we are mostly doiriglish, Maths and History.”S4

Theme 4: Ranking and Ability at School in relatiorPeers.

Most of the students would rank themselves at dpeof their class in school in the
subjects that they were good at but not as highbther subjects.

“I would be better than most of the students inalags although there are some
children who would be better than me. I'm betteceatain subjects. I'm better at
maths and reading.” S1

“Probably first in Maths and middle in English anigh.” S2

“Second or third in Maths, probably around the nledd Irish.” S3

“Third in Maths and about seventh in English.” S5

All of the students that were interviewed said thégd sports. Some perceived
themselves to be good at sports while others ditiimk they were that good at them
but liked participating.

“I love sports. | do gymnastics.” S5
“I'm good at sports. | would be | the top five inyralass. | play football.” S3
“I'm not the best at sports but | like participaihthem.” S2

Theme 5: Comfort with Ability and Comfort with te@iited
All of the students said they were comfortable wtitéir ability.

“Yes. It's just the way | am.” S2

“It's good, | like it. | like reading, and I'm abto understand it so it makes books
seem better. It's also very good in sports, ascaoulearn from the professionals, and
if you're smart you can find out all the differestatistics.” S4

“I'm very happy with it.” S1

Half of the students said they liked to work indegently while the others preferred

to work in groups.

“I prefer to do it myself because when | do it bysalf there's no noise around me
and | can concentrate better.” S2

“On my own because you can concentrate more amd'shess talking.” S3

“I prefer to work with my friends.” S6
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“For one thing you have a friend with you, whichgsod, and they can help you out
with the different things. Especially if you havepeoject where you have to draw
something and you're not very good at art but gouwéry good at facts, they could
maybe draw a picture of a dancer and you couldevaibit about a famous theatre
where they dance.” S4

Only one of the six students had heard of the tgiftedness to describe ability. As
this student explained.

“ To me it means being very good at things. I'm wety good at some things, but
that's what they say it means. | like it, I'm hajygyng told I'm very good at things. |
would consider myself gifted in things like MathsdeEnglish but not Art.” S4.

The data from this group of interviewed primarydgnts is largely consistent with
the questionnaire data for primary students. Theywsa high level of academic
satisfaction with CTYI and a positive attitude tods attending. At school they have
a generally positive attitude but experience a lackhallenge in subjects that they
enjoy. They rank themselves as better than theirsge subjects they believe they are
good at but not in others. They are comfortabléhwliteir ability but the interviews
revealed that they do not really understand theeginof giftedness so this explains

why they don’t associate it with a negative steypet

Group 2: Primary School Parents
Theme 1: Attitude towards attending CTY| and Why #ittend.
All parents reported that their children had a pesiattitude towards attending the

class.

“Definitely positive, she looks forward to it.” P3
“It's extremely positive.” P1
“Initially he was a little apprehensive but afteeffirst class he loved it.” P6

Parents further reported a level of enthusiasnetda@the classes.

“From when she comes out at half five, until nexedNesday she's so looking
forward to it and really happy.” P1

“Hurry up we're going to be late. Rushing in froohgol and ditching all his school
stuff.” P5

Most of the parents believed that their childreeraded to learn something new.
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“He's very varied interests, he's fascinated byt @f things and he likes to know, and
that's it. He wants to do all sorts of things -wants to do debating, and lots of other
things as well, it's not just the sciences.” P5

“When he goes to the library the first section thatvisits is the reference section. He
likes learning. | think he thought this would bemmof the same.” P2

“He wants to learn something new and gain more kedge. He loves facts and

figures.” P6

Other parents noted that their children went tcelfaw.

“She will look at the list and say I'll try thist looks like fun.” P3
“I think she was hoping for a chemistry lab withitehcoats and bubbling jars.”P4

Theme 2: Level of Academic Satisfaction and Chgd#leat CTYI

Most of the parents said their child had a highelef academic satisfaction with the
classes.

“He is very satisfied. It challenges him a lot mdhan school. Initially he took
writing which would be one of his favourite subgeind he really enjoyed it. Then he
took marine biology and | think he learnt a lot6 P

“I think he’s thoroughly enjoyed it.” P5

“I think he’s satisfied, | think he’s happy. | thimcademically he’s finding it difficult
in so far as it's a challenge and that's good far.hP2

One parent didn't really feel that academic satisdm was that important for her

child at that particular time. As she explains

“l not really concerned with her academic achievet®@s yet as this is only her first
course, and it runs until she's 16 anyway. I'm moterested in her finding a place
where she fits in and where her work level is toihterests.” P1

Theme 3: Attitude and Academic Challenge at School

There were mixed responses from parents in relatidheir child’s attitude towards
attending school. Three were very positive.

“He wants to learn new things so he likes schoohbee of this.” P6

“She's in a lovely school, and she has a lovelgheaand there's lovely children in
her class, so for that reason she likes going.” P3

“Very positive.” P4

The other parents in contrast felt their child’stadles were quite negative towards

attending school.

“When he gets up in the morning he doesn’t wamgfado school.” P2

“Negative this year. Previously she loved schoavell learning until she got to 8/9
years of age and then she had no interest atcGlla@ just didn't want to go, whereas
beforehand she would have had a panic-attack ivere late in the traffic.” P1
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“He’s in sixth class so he would give out a bit abgoing but maybe that’s the year
that’s in it. He has a brother in secondary ands thave longer holidays so that
frustrates him.” P5

Most of the parents felts that their child was thatt satisfied academically at school.

“He’s not very satisfied. He finds things a littasy. All | hear in parent teacher
meetings is how good he is in class yet he comesehnost days frustrated because
they haven’'t done much.” P6

“She breezes through school, she would find schooleasy. There'll be times at
school where she won't try, and she'll drop baatabse of that, because she doesn't
have to put an effort into it.” P3

“There's a couple of things he finds hard, butinkithat's because he's switching off.
Spelling, reading, he finds that so easy . He $ayfinds maths hard, but when he
gets a worksheet he just flies through it and I'dibink he's challenged sufficiently
in school.” P2

“Not at all satisfied. It's so below her abilityvid and they're not interested in
acceleration or doing anything for her, enrichmelsisses or anything. So we're
actually moving schools in September.” P1

Theme 4: Ranking and Ability at School in RelatmPeers.

Three of the parents picked English as their chifdvourite subject while two chose
Maths. One said that they didn’t really have a taite as he is good at them all but
mentioned that he likes Italian which he takesradhool because it's a different
challenge for him and he likes learning somethimg hobody else in his school is
learning. All the parents who said that their clilhvourite subject was either Maths

or English feel that they do not get enough chaa@xplore this ability at school.

“She’s good at English but gets no opportunities@tool relative to her ability.
That's why | found the CTYI course so she couldtbat extra challenge.” P1

“He probably doesn't get to do enough Maths thadtshes him at school which is a
pity.” P2

Most of the parents would rank their child as beimg best or one of the best in class
at subjects that their child liked. This sometinvesuld be their own opinion but

would mostly be validated at parent teacher mesting

“She is the best in her class at English.” P1

“I'd say she would be in the top three at Mathst” P

“I'd say he is in the top three in Irish, EnglishdaMaths. All of the teachers tell me
he’s very bright but they won't discuss it in rébait to other children in his class” P5

“I think she’s probably one of the best in Englésid the teacher tells me she’s one of
the best in maths as well.” P2
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Nearly all of the parents felts that the childreargvalso amongst the best in class at

other subjects in relation to their peers withékeeption of sports.

“He likes Maths but I think he sees it as somethiog do at school. He would be one
of the best in his class at it though.” P6

“She's not too fond of maths, maths is one thireg #he might have to work on.
Although her teacher in school says that she'gertdp two or three in the class, she
scored 98 in her recent test in maths, which viiégou an idea.” P2

“He’s good at English as well, he would probablyibdhe top three in his class in
that as well.” P3

“No she’s not sporty at all, she doesn’t go indport.” P1

“He plays soccer but he goes for the social aspieitt He will stand and let the ball
go by if he is chatting to someone on the pitcl2” P

“She likes sports but she’s not very sporty. Shesdd realise that but she’s not
sporty.” P3

Theme 5: Comfort with Ability and Comfort with Te@iited

All of the parents believed their child was comédite or relatively comfortable with
their ability.

“l think he’s comfortable with his ability. Overallthink he’s happy but he needs
more than the school can give him.” P2

“I think he is. | think he’s a child who doesn’'téw he has it which is not a bad thing
to be honest.” P5

“She’s very comfortable with her ability.” P1

Some parents felt that ability was something theirtchild was only starting to come

to terms with as they grew older.

“She’s getting there. She’s not a confident yourrdy gvery year she gets more
confident.” P3

“I think he’s happy enough when he does things,doesn’t always have the
confidence though. He would often ask, do you thimkclever enough for that or am
| strong enough for that.” P5

Most of the parents felt that their child were contdble working on their own ad

prefer that to working in groups.

“Yes, he gets into things on his own and is conafolé with that.” P5

“I think he likes to work on his own.” P3

“She works well on her own at home. She’s the yashgf four and there’s a bit of a
gap so she is used to being on her own in ways.” P4

While some parents said they were as comfortabl&ingin groups others expressed

concerns.
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“He can work in groups but ends up doing the warlhs own.” P6

“If her friends were in the group then she would Happy. But she isn't really a
leader.” P4

“She likes the social part of groups but she litesgs being done in a certain way,
her way.” P3

There were different responses to the parentsnigelbn the term gifted. Those with
an academic or teaching background seemed theaowsortable with it as they had
more experience with it.

“I have no problem with that concept. Basicallynl & trainee teacher and | see a bell
curve and there's kids who are gifted and thezekmls who aren't and there are kids
who fall in the middle so I've no problem in seegsmne kids as gifted and some kids
as not, it's just the way they are.” P2

“I'm probably a wee bit different from your otheargnts because I've actually done
my masters in gifted education. So my perceptiont whs that she was born with an
ability to see things in a different way than otpeople and that’s a good thing.” P1

Others were not that comfortable with the concdpgiftedness and the use of the
term gifted.

“I'm not altogether too comfortable with it. | thint has elitist connotations. | can see
how it applies to Beethoven and Einstein but mdyrheconfusing it with genius.” P6
“It's not one | like in particular, because | thiekeryone's gifted in their own way.
However, | don't know that there's really anotherdvto describe somebody whose
overall talents are at a certain level. | supposiescribes it very well but there's a
label, a negative part with it.” P5

“I now feel that for some kids it can be a burdejust know from other kids. | feel
that she might not benefit as well as other kidsahee socially she's fairly fulfilled,
with sports and everything. But if | had a kid wimeght be very bright in school, but
socially might be challenged, | feel this wouldghéiem. But my idea of being gifted
has changed, when | started out | would have beewe of the kid, whereas now |
realise that can be a cross to bear.” P4

Five of the parents interviewed would use the tgifted to describe their child
although in different contexts.

“I probably would call my son gifted. | had my sassessed by a psychologist and we
had a discussion and based on an experts opitielele he falls into this category.”
P5

“My perception of it was that she was born withadnility to see things in a different
way than other people, to want to know the reasamsnd things — you just can't be
told that something's there and that's just the &, you need to know why it is,
you need to touch it and smell it and see it. 8be feels that she's here for a reason,
that she's special.” P1

“I would describe him as gifted but then | am hesgnt.”"P2
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One parent did not classify her child as acadetyiggited.

“She’s a good all rounder although | wouldn’t hakieught she was gifted. In fact |
was very surprised she passed the assessment.”

One parent described it like this.

“If it means someone who is academically in the36f of the population then yes as
| think he falls into that category and he is ludgcause of it. If it means someone
who breezes through school and life without anyggites academically because they
are so bright then no, at least | hope not aswbatd be difficult for him.” P6

Overall the parents here report a high level oflanac satisfaction with CTYIl and a

positive attitude towards attending. Some pareats an enthusiasm in their child for

attending CTYI that is lacking when attending sdhd®ome parents reported a
negative attitude from their children towards sdhddis seemed to increase as the
child got older. The parents believe their childege considerably better than their
peers in all subjects not just ones that theirdcail liked. Most of the parents were
comfortable with their child’s ability although senwere wary of the term gifted to

describe that ability. The parents who had a baxkgt in some sort of educational

profession were most comfortable with the termegift

Group 3: Secondary School Students
Theme 1: Attitude towards attending CTY| and wiey thttend

All of the secondary school students had a posiaitéude towards attending the
CTYI classes. Interestingly many focused on theéas@spect as part of the reason for
looking forward to attending.

“Without the social aspect, it sounds like a Gatitebut with friends which is what

brought me here the social aspect makes the acadamimore enjoyable.” S8

“I'm looking forward to it before | come. 1 like tthink of it as a social thing and the
classes are something | don’t mind doing, | enjoyd them.” S7

“This year in particular | was so excited to cobaek as this is my last year. But I've
always been really excited about attending becgosenake loads of friends from all

over the place.” S11

Other students seemed to stress the academic wétine course.

“So positive. I've always wanted to go to all masses particularly psychology.” S10
“I look forward to the classes. You are treate@d asudent rather than a kid.” S12
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All of the students stressed that they hoped teemehthings both academically and
socially by attending the course. From an acadgreispective it mostly concerned
getting an insight into college life and what thmeight study later.

“In general it gives you such a good opinion of thgic and an insight for what you
would like to do in college.” S10

“This course will have given me a good idea aboliati want to do at college. After
doing these courses | know that law is somethivguld want to do.” S11

“An idea of what I'd like to take up in college.8S

From a social perspective it concerned making neends and improving self
confidence.

“Socially 1 would like to make friends but also neakure that no feels left out of
anything.” S8

“When | first came | was very quiet but what happgmver time, that | didn't think
would happen, is that | became a lot more confideartks to the course.” S9

“I've made a lot of friends here already and k& lio be able to hang on to them. It's
good because you get to meet people form all dwercbuntry and America. It's a
really good way to meet new people.” S11

Theme 2: Level of Academic Satisfaction and Chg#leat CTYI

All of the secondary students said they were acamgiy satisfied with the classes
stressing the college like environment as a factothis. Also the fact that more
discussion is possible due to the longer time spantopics added to the level of

details that the students could get into in theosen subject.

“The way it is taught. Being taught by lecturersontave just done a masters degree.
They are younger than most school teachers ant tsmathough they were a college
lecturer. It suits the way | learn.” S9

“They're interesting, fun and interactive. You caally participate and discuss within
them. You can make your point or have your sayauttbeing judged on it.” S7

“l like the dynamic within the class. There areosty personalities but also people
who wouldn't be very outspoken but have good thilmgsay. The discussion in the
class is brilliant. Everybody gets to give an opmi S10

“I like the way they're more lecture based. Theyl®o more open to discussion
which is better than school.” S12

All of the secondary school students said theyddkivel of academic challenge and
most of these attributed this to the college lenaglre of the courses and the research

involved. Many compared this to what they expergehinn school.

“The reading is quite tough because it's collegelleeading. And because it's legal
reading there are a lot of terms you mightn't haweountered before. You also have
to think differently than for schoolwork.” S11
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“The classes here offer more detail. In schoolntlsch broader but here taking an
aspect in detail is challenging and makes it faremoteresting.” S8

“Yes, the first course | did was philosophy and thi@w my mind compared to what
I'd been doing in school. It was great.” S9

“We're doing a lot of scientific experiments andweegone to the library twice to do
our own research which is a first for us.” S10

“There are things you never get to experience hostsuch as human rights law.
There is more discussion, more thinking and a niateractive atmosphere than in
normal schools.” S12

Theme 3: Attitude and Academic Challenge at School

Four of the six secondary school students had #iymsttitude towards attending
school.

“I love school. | really enjoy it.” S7
“I'm positive towards school. | do well in schoblstudy so it's a lot easier for me.”
S10

Others felt school was something as a means toaén e

“I have to attend school. I've set goal of 600 poilor myself so | have to attend to
achieve that.” S9

“School in general can be a bit tiring. It depemdsthe classes. I'd call my attitude
indifferent. By the end of the year it's moving s “just let it end”.” S8

Most of the students felt that school was not thailenging in some subjects.

“In some classes it's challenging. | find Maths lidraging, English not so much. It's
more Maths and Sciences that | find challenging2 S

“The only subject in school | find | have to workia Maths.” S10

“I'm more challenged in the Leaving Cert than thumidr Cert but no so much that
I'm suddenly madly interested in class.” S9

Theme 4: Ranking and Ability at School in relatiorPeers.

Maths and English were listed as the favourite exttbjfor secondary school students
with one student choosing Economics and anothéimgcBusiness. Most of the
students felts that with the secondary school aydtey had enough time to study
their various individual favourite subjects.

“Well English and Maths are both heavy-loaded andtudy side in terms of quotes
and formulas. They both require a lot of study anldt of outside knowledge to get
the full marks.” S8

“I like the balance as well because | tend to &kehe subjects.”

Others felt frustrated at the lack of choice andetg.
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“Because of the choice system | couldn't do all siwjects | wanted to for the
Leaving Cert so | ended up doing Classical Stugtisgead of Technical Graphics. |
would have preferred to do Tech Graphics rathar #eother English based subject.”
S9

“Last year we only got to do modules of those @adhbat | liked” S12

“It would be nice to have more English.” S11

Most of the students would rank themselves as bitém their peers in subjects that
they believed they were good at but not in allha.

“I'd say I'm probably better than most people ataie subjects because mainly the
subjects that | really like are influenced by thetfthat I'm good at them. They would
be my best subjects as well as my favourite suhjes

“In English I'd say I'm probably better than theeeage person, same with
geography.” S12

“In English I'd be top of the class a lot.” S11

“I've a bit of a reputation for being the best gaythe year at maths subjects. |
wouldn't be the most intelligent overall but detiéhy in the maths subjects.” S9

This is qualified when it comes to other subjects.

“Irish- I'm doing ordinary level and in French I'struggling with higher level.” S8

“I'd probably be worse than a lot of people inHris struggle with it.” S11

“There are people better than me in science. Mykness is probably languages.”
S12

“Ranking myself in other subjects. Probably somewheetween “better than” and

the “same as”. There aren't any subjects that dchdi, just not as good as my best.”
S7

All of the students said they liked and sometimastigipated in sports but none
would consider that they excel in it. Some saw tbees as slightly above average,
others felt that they were the same and somehiejt were a little below average.

“I'm probably the same as most people.” S7

“I'm not against competitive sports, | used to plagby for three years but I'd rather
take up sports like archery, more hobby based.” S8

“A little below average.” S9

“I play hockey and I'm ok at running but | wouldivé the best at sports at all.
Probably the lower end of middle.” S11

Theme 5: Comfort with Ability and Comfort with te@ifted

All of the students had heard of the term giftedntesdescribe ability. Many likened
it an innate talent but did not see it confine@t¢ademia.

“To be born with just a natural talent. Quick tadenstand new things.” S8
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“To be gifted means having an higher IQ or someghiie that but a better ability for
learning as opposed to other people. | preferitiktof it more like a talent, the way
sport is a talent.” S9

“Something you have a talent for, not necessartigdamia but just something you
have a flare for.” S7

“I think gifted means that you excel in something. might be academically,
intellectually or artistically.” S11

Using their own definition criteria four of the sstudents described themselves as
academically gifted.

“I'd like to think so. I've got my strengths and migaknesses.” S12

“Being at CTYI means that we're gifted academigadlyto speak.” S10

Two students though had different understandinghefterm gifted and didn't feel
they matched the criteria. One believed the terplieg to those who were operating
at a much higher level and the other believed #rentcould not be applied to
someone who just did well at school but ratheraswomething with which you were
born.

“I'd say I'm lucky with everything. | do well butwouldn't say I'm gifted. | would
usually think of gifted as someone who is talen&dmusic or art or singing or
something like that. Or they're an absolute gehibi$l

“I wouldn't call myself gifted, just more stronggducated. Giftedness is something
innate” S9

Most of the students said they are comfortablewlyfcomfortable with their ability.

“Fairly comfortable. It can be a bit awkward somets, when people ask you “how
do you know that?” S11

“In most subjects | am comfortable.” S12

“l am comfortable with my ability because | feeath can help other people.” S10

However some students qualified this in an acadeonmtext and believed because of
their ability they should be doing well in everyigi One student still felt that he

needed the teacher’s approval for his ideas.

“I'm not very ambitious when it comes to studyimmg $chool. If | put in more effort

I'd be better at Irish and French for example.” S8

“I went for grinds in Irish last year but still it do to well in that subject for the
Junior Cert.” S12

“If I go to write something on the board | look $ee if the instructor approves. I'm
still slightly unsure of the way my thought processrks.” S9

In summary all of the students expressed a posdtitreide towards attending CTYI.

Unlike the primary school students the secondaoygistressed the social side of the
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programme as a reason for attending as well asatlaglemic side. Overall the
students were academically satisfied at CTYI anlteed this was because of the
college like environment and the higher academigllehge of the courses. While
most of the students had a positive attitude togvamthool some saw it as a means of
getting the necessary points for getting them tivarsity. Others noted the lack of
challenge in some subjects and reasoned that atte@I Y| filled this gap. As with
the primary students the secondary group rankemhgbkres higher in subjects that
they were good at but not in others. They seemetitpkarly hard on themselves in
subjects where they were not excelling. They viege#ttdness as an innate ability
and perceived themselves as academically giftedhwivias somewhat different in
their eyes to other forms of giftedness. They wer@sn comfortable with their ability
as the primary students and saw negative aspedtavafig high ability as well as

positive ones.

Group 4: Secondary school parents
Theme 1: Attitude towards attending CTYI| and Why #hitend.

All of the parents involved said that their childrgenerally had a positive attitude to
attending CTYI. Two said that they had slight ajyeresion at first. Another said that

their child needed to find out what people theyvkneere going before they were

happy.

“I think she was a bit apprehensive the first tiou¢ from day one she was delighted
and looked forward to the second one even more2” P1

“Each year it was his decision to do it. He alwbyaked forward to it especially after

doing the CTY] for primary schools.” P11

“The most important thing after the first year i the subjects on offer but who else
is going to the programme.” P10

“She was very enthusiastic to attend. Her attitu@es very positive and after she
looked at the website she was sure she wanteitetodd P7
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There were different themes that came up in relatiowhat the parents hoped the
child might achieve by attending the programme. Telbthat it was useful to give
them a chance to see the subjects they might dgistuin college.

“The various courses he did would give him a flavolucollege academia.” P11
“I think the courses she did are the ones that dvappeal to her after she leaves
school.” P12

Three of the parents hoped it would make them ngorefortable with their ability
and what their child could do with this ability.

“Motivation and confidence. He has always had aolofriends but what he needs
here is motivation.” P10

“We wanted him to realise where he stood in lifehis own school he was a big fish
in a small pond but tended to hide his ability bywéring his standards. | felt coming
here would show him the higher standards other |pesgi for themselves.” P8
“Spending a lot of time with other people her agd becoming independent and self
motivated. Something like this will allow her toost her creative side.” P7

Theme 2: Level of Academic Satisfaction and Chg#leat CTYI

All of the parents said that their children haekeel of academic satisfaction with the
classes although two qualified that by saying th& was not as important to the
child as their social satisfaction.

“Yes he is satisfied. He likes learning new sulgeéde8

“She likes the discussion based aspect of theaddsB7

“I think she is satisfied but she mostly talks abthe social life on the course and
how happy she is with that.” P9

“I can see that he likes the classes which is aotdurprising because he always
chooses subjects that he is interested in but fieitdey prefers being away from
home and meeting up with his friends.” P11

All of the parents said that the children had aeleof academic challenge from
attending the classes.

“The standard and pace of the class is far highiee. subjects themselves are more
interesting. The standard of his peers was soihagfinitely challenged him.” P11
“She directed a play for one of the drama class#sowt any previous experience of
doing that. She has done drama for 3 years outsideTY| now but | was still
surprised she undertook the challenge of diredtiegplay.” P7

“She never said she found it difficult but the lewé challenge is above what she'd
normally be used to.” P12

Theme 3: Attitude and Academic Challenge at School
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Two of the parents said that their children haciey positive attitude towards school
in general. One said that now that they had reaéfftedyear the attitude would be
more positive.

“She gets bored in school but she is adamant tlewsll not have a problem when
she goes back in fifth year as she will have aedaihje.” P9

Other parents were more negative about their chilttitude towards attending
school.

“The transition year was terrible as he had nothlimglo. He wished he'd skipped
straight to fifth year.” P11

“He had contempt for the school, the teachers hagupils. He felt that he was there
to learn and if they weren't teaching him propéhnign they should be fired.” P8

“He loved school up until this year. This year was transition year and has been
difficult.” P10

Most of the parents believed that their child wat academically challenged at

school. A lot of parents believed their childrert g without putting in too much
effort or extending themselves.

“He loves a challenge but ultimately most thingsrértoo challenging for him.” P10
“She felt that if she'd have been challenged morthe class it would have made her
work harder.” P7

“Sam takes everything in his stride but still hesgawards every year for his work
without putting in too much of an effort.” P8

“She didn't push herself to hard while still dongll.” P12

Theme 4: Ranking and Ability at School in relatiorPeers.

The parents seemed to think their children weredgacross a range of subjects.
Maths and English were perceived as the favouulgest for four parents with three
choosing science as well. Generally though theynseeto think their child’s ability
covered a range of subjects.

“He seems to be equally good in Maths and Enghhsurprised me with how well
he did in the Science subjects.” P8

“English, History and he loves French. He woulddle good at Maths.” P10

“He's good at them all. He loves Irish and is vgopd at it. English too. Maths he felt
he wasn't too good but he's doing alright. He fiGagraphy very easy. | think he
likes all his subjects.” P11

“She loves History and English. She loves writimgl goetry. She would write stuff
herself and had done since she was very young.” P9

Three of the parents said that they believed tttaid would be ranked at the top of
their class in all subjects.
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“Yes. He would have been the best in his classeatyghing.” P11

“She would be at the top in most subjects.” P12

“He would be better than his school peers, yeahorry he seems to be head and
shoulders above his friends. Another reason fodisgnhim to CTYIl was so he
wouldn't judge himself by their standards.” P8

Two said that they would rank well in subjects thay were good at but not so
highly in others.

“In English he is probably top of the class andédwkons that he is number one in the
year. He'd be way ahead of people in French antbiisHe did very well in his
history project. His Maths is not above averags. dbout average at the moment.”
P10

“She wouldn't be the best at maths. She tried samgé to a more challenging class
but didn't do well enough in the exam. She getsiB’snaths whereas science she
always gets A’'s.” P7

Four of the parents said their children particigatesports but most said that this was
as a hobby rather than competitively.

“She's not very athletic but she is part of a sodeam. It's mostly for the social
aspect with her friends.” P7

“He was a nifty hockey player when he kept thatlde's no good at rugby but would
still put on the jersey and go out and play.” P10

Theme 5: Comfort with Ability and Comfort with Te@iited

Most of the parents said they were comfortableconesvhat comfortable with their
child’s ability.

“Yes, | would have expected that she would gethencourse here. I'm glad she did as
| feel it has opened her eyes as to what she carirda

“I think he's very lucky in the sense that he'stgrbright and has social graces. He's
pretty balanced and has a good insight into thirigs0

“It took a while to get used to | have to say. pgose that first time he was assessed
and his scores were so high it shocked me a. i the Junior Cert | realised that
my way of studying wasn't the only effective way fim. He could literally just
glance at it and know it instantly.” P11

“Yeah, | would have been very no nonsense aboualbiéty. She wouldn't have been
given any preferential treatment. | knew she waseail from an early age though.” P9

Most of the parents understanding of the term difted negative connotations

towards the term.

“I do hear the term a lot and | feel sorry for thvees who don't have the social skills
to go along with the academic skills. It has kirfdaanegative stereotype attached to
it.” P12

“I would always have considered gifted to be adpilodigy.” P9
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“l think it's a very loaded term and | don't like There are things that make me shy
away from the term gifted because you can be giftedifferent ways. | think that
there is a burden put on these kids becauseki&ésybbu're so gifted the world had to
make special accommodation for you.” P10

“It's kind of an embarrassing term in a way. Alildren are gifted in so many ways
so it's not a term I'm terribly comfortable witi?11

Three of the parents described their children ad@mically gifted.

“I knew from when he was two that he was highlytegif | knew he was going to be
bored in school.” P11

“With her, she will tackle problems or face chafies head on. She won't feel
defeated because something is difficult.” P7

The other three parents didn’t believe their cleidmet the criteria.

“I don’t think she’s gifted. She's naturally inigknt but she needs to apply herself in
order to do well.” P9

“No, I don't really. | think she's bright but | wigkm't ever say to someone that she was
gifted.” P12

Overall the parents think their children have aifpaes attitude towards CTYI. Some
mentioned that they were apprehensive at firstdnge they settled, they looked
forward hugely to the programme. Academically tlaeepts believed their children
were very satisfied although a couple of parentsssed that the social satisfaction
was more important for the child. The secondaryept noted a more negative
attitude towards attending school particularly floose in transition year. They also
felt that their child was not challenged sufficigrat school. They ranked their child
as best in subjects they were good at but diffex@d the primary school in that some
of them did not rank them as best across the baddakt of the parents were
comfortable with their child’s ability but had ndiy@ connotations with the term

gifted to describe that ability.

Summary of Interview Findings

On the whole the interviews reinforce the informatfrom the questionnaire data. All
of the students and parents report a positiveuddittowards attending CTYI. The
secondary students seemed to stress the sociabfstie programme more than the
primary school students. Most of the students gatlthey had a somewhat positive

attitude towards attending school but qualified thy saying that they often felt a lack
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of academic challenge. The parents also reporfeabiive attitude towards attending
CTYI but many reported more negative feelings alibatr child’s attitude towards

attending school.

All of the parents and students reported a higkllef academic satisfaction with the
classes at CTYIl. The secondary students stresseddlfege like subjects and the
opportunity to study a subject in more depth asntlest appealing part of the course.
The primary parents noted that the higher levehaddemic challenge compared to

school and considered this a good thing.

Similarly to the questionnaire data the parentsrditk their students better in some
subjects than the students did themselves. Theerstsideemed willing to perceive
themselves as much better than their peers in areashich they considered
themselves good but the parents seemed to corbidexs all academic subjects. The
students at primary school seemed to like Physkedlication and considered
themselves good at this area but many of the pyirparents seemed to think that
they weren’t good at sports. The secondary schadesits seemed to like sports as an

extra curricular activity and the parents answegsavgimilar in this context.

The primary students didn’t really have an undediteg of the term gifted so didn’t
see any negative connotations. The primary pasgeate aware of the term and most
were happy to describe their child as gifted. Tkeosdary school students had
different ideas and definitions for the term gifteds. Using their own definitions
which mostly described a subject specific abilityan academic context, a majority of

them described themselves as gifted. Some ofdbenslary school parents saw the
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term gifted as quite a negative stereotype. Halthei saw their children as gifted
while the other half did not. These interviews vinét analysed in more detail and in

the context of the whole research in the next adrapt

Conclusion

This chapter has detailed the results of the fivecgs of research that were
undertaken in this study. From the questionnaita dee have seen that both primary
and secondary school high ability students and fhegients seem to be more satisfied
academically with classes at CTYIl compared to scland that they have a more
positive attitude towards attending CTYI than sdhdte research has shown that
parents rank their child’s ability higher than tbkildren themselves in academic
subjects. Both primary and secondary students \melieey get the highest level of
encouragement for their ability from their parerfike parents and the students feel
that they get little encouragement from their alestes in relation to their ability.
Most of the primary and secondary students are cdaifle with their academic
ability. Primary and secondary school parents avseenacomfortable with their child’s
ability than the students themselves. Secondargdcstudents are slightly more
uncomfortable with their ability than primary sclostudents. Primary school
students also seem more comfortable than theimsiacy counterparts with the term

gifted to describe their ability and with descripithemselves as gifted.

Secondary school CTYI students show a much highefegence for Intuitive (N)
thinking on the Myers-Briggs Type Indicator thannngifted students. Using this
measure there is also a higher proportion of Irr@d (1) thinkers at CTYI than in a

regular school where there will notably have a argproportion of Extraverts (E).
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Most high ability secondary school students froms gtudy have self concept scores
within the average range using the Piers Harrisldgdm’'s Self Concept scale
although there are differences among males andlésmathis sample. Compared to
non gifted students most participants in this stodye a higher academic self concept
but a lower social self concept in certain aredee Gualitative interviews reinforce
the results from the questionnaire in relationdweels of academic satisfaction and
attitude towards attending CTYI and school. Allnpary and secondary students and
parent groups believed that they experienced greeallenge at CTYI and
sometimes felt frustrated at school. From theserwews it was clear that primary
school students did not understand the term gdgeduch as their secondary school
counterparts who felt that it had something of gatiee connotation. All of these

results and findings will be further analysed arstassed in the next chapter.
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Chapter 5: Analysis
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Introduction

This chapter will analyse the findings across tiieint pieces of research. The data
will be discussed under the headings of the fivgomtiemes that emerged from the
research. These themes were Attitude towards atigi@r Yl and Why they Attend;
Level of Academic Satisfaction and Challenge at GTAttitude and Academic
Challenge at School; Ranking and Ability at Schioalelation to Peers; and Comfort
with Ability and Comfort with term Gifted. The colusion of this section will
discuss the overall findings study as a whole &edimplications for potential policy

for gifted students in this country.

Theme 1: Attitude towards attending CTYI and Why they Attend

All the groups, including primary and secondarydstuts and parents had a very
positive attitude towards attending CTYI. This mnsistent across the quantitative
and qualitative data. Quantitatively it was nothdttapproximately 95% of primary
school students and parents had a very positig@mewhat positive attitude towards
attending CTYI. These figures are similar to theoselary school students where
96% have a positive attitude towards attending Cantd 99% of parents believe their
child has a positive attitude. These figures wemagared with the students attitude
towards attending school and the results usingsstat testing (Wilcoxon Ranking
Scale) showed that parents and students at bothagyi and secondary had a
significantly more positive attitude towards attergdCTY| than school. The MBTI
that was administered to secondary school studsigist help us to explain why this

occurs.
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We noted from the previous chapter that four typesdominate the overall CTYI
student results. These are INFP, ENFP, INTP andFENhis is consistent with other
studies in the area (Hawkins, 1997; Parker & Mill898; Sak, 2004, Cross, Spears-
Neumeister, & Cassady, 2009). These types may bre swted to classes at CTYI
than regular school. Myers (1980) describes INTd'students who have a need for
classes that allow them to analyse concepts imdapd they have a need to question
recognised ideas and practices. The fact that glhgects at CTYI are university
courses and that CTYI allows students to studyesiibjat an advanced level services
this need. Myers describes INFP’s as students wde@ ta very individual style.
Because of their introverted nature most of thenrspnality traits are internalised so
they may not express themselves well in school.yTied structures and rules
somewhat confining and they tend to prefer clagdesre they are allowed freedom
of expression including Creative Writing, and Dranfdese are subjects that are
more likely to be found at CTYI than school whehe tstudents are given more

freedom to express their ideas.

The qualitative interviews further emphasises guosit. In the interviews, all of the
parents and all of the students reported a posgititide towards attending CTYI.
Some of the primary school students noted that thesitive attitude came from
having the opportunity to do subjects that werewailable at school like journalism
or chemistry.

“l think that when | am in DCU, | have more freedtorexpress myself.” S3
“I like coming here. You can’t do journalism in rsghool.” S6

The results from the Piers Harris Children’s Sath€ept Scale that was administered

to the secondary school students can also help egplain why the students have a
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positive attitude towards attending CTYI. Resultenf the previous section showed
that CTYI students have a higher Intellectual anddd®l Status than regular students.
This subscale of global self-concept reflects &ddthassessment of his or her abilities
in relation to intellectual and academic tasks.Idain who score highly on this scale
display confidence in their general intellectualliiés and in their performance on

academic tasks. The idea that they are comingpmgramme that would challenge
their academic ability is therefore something thaty look forward to and is reflected

in the positive attitude towards attending.

From the questionnaires, all primary and secondpayents and students agree that
the main reasons for attending the CTYI programeersto be to learn new things,

interest in the subject or if they had attendedipresly because they had enjoyed that
experience. It was noted that there was more adcagdemic focus on attendance at
primary school with a greater emphasis on societbfa at secondary school. From
the secondary school students questionnaire itneged that 93% attended to make
new friends compared to 58% of the primary schdadents. This result was

explored further in the follow up qualitative intesws

During these interviews, the secondary studentsdhsbcial reasons as being one of
the main factors for attending the CTYI programiikis is consistent with previous
findings from Enerson (1993) and Moon, Feldhuseifon (1994).

“I like to think of it as a social thing and theaskes are something | don’'t mind

doing.” S7
“The friends you make at CTYI are ones that you kekp for life.” S10
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The quantitative data showed that while nearly ddlithe parents and students
displayed a positive attitude to attending CTYle thrimary parents perceived a
significantly more positive attitude to the childtemding CTYI than the child
themselves. This was something | wished to explorée interviews. Within these
interviews primary school parents noted that CTY¥asveomething that their children
looked forward to and were anxious to attend ordtnein question.

“Some days he’s not all that enthusiastic to gedmool but when it's time to come to
DCU, he’s up an hour early with his bag ready atdbor.” P2

During the interviews the secondary school paratdgs reported a positive attitude
towards CTYIl but some felt that the long annual dagtween programmes
represented an initial problem with attitude teatling. These findings are similar to
those of VanTassel-Baska, Landau and Olszewski(198

“I think he forgot what CTYI was like. He initiallwould have preferred to hang out
with his friends at home. Once he arrived and etlasharing his scientific interests he
enjoyed it.” P8

“He felt this year that he may have been too oldittend as the people he often
looked up to were gone but it wasn't the case dmbe fantastic year.” P10

The qualitative data also threw up some new infoionahat wasn't covered in the
guestionnaire. This was what the parents and stsid@ped that they might achieve
by attending a CTYI programme. For the primary stistudents these aspirations
were mostly academic.

“I want to do well in secondary school in my Juremid Leaving Cert.” S4

“It would probably make chemistry easier in secagdahool.” S5

For the secondary school students some stressddmaicaachievements.

“In general it gives you such a good opinion of theic and an insight for what you
would like to do in college.” S10

“This course will have given me a good idea aboliati want to do at college. After
doing these courses | know that law is somethivguld want to do.” S11
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Others stressed the social aspect. This is thenc@tion of a theme that runs through
this research. Secondary school students placéake on the social benefits of
attending CTYI.

“Socially 1 would like to make friends but also neakure that no feels left out of
anything.” S8

“When | first came | was very quiet but what happeémver time, that | didn't think
would happen, is that | became a lot more confideariks to the course.” S9

Most of the primary parents believed their chilttatied to learn something new

“He wants to learn something new and gain more kedge. He loves facts and
figures.” P6

Some of the secondary parents emphasised acadsasuns

“The various courses he did would give him a flavolucollege academia.” P11

“I think the courses she did are the ones that dvappeal to her after she leaves
school.” P12

Others wanted their child to become more comfoetabth their ability.

“Motivation and confidence. He has always had aolofriends but what he needs
here is motivation.” P10

“Spending a lot of time with other people her agd becoming independent and self
motivated. Something like this will allow her toosh her creative side.” P7

This section shows that overall parents and stgdeave a positive attitude towards
attending CTYI. It was found that the reasons fiterading are mostly academic at
primary and while these still apply at secondaryost, social factors play a more
significant role in contributing to why these chiéd attend. This finding is also
evident in what these students hope to achievetteynding the course. Again the
primary students aspirations are mostly academitevthe secondary students also
note social achievements as being important. Timgoy parents seems to want their
child to experience something new while the secongrents believe academic
factors are important in why their child attendspashaps they are conscious of the

fact that the students will be sitting exams sowth &ill have to make decisions about
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future college courses and careers. Significahthytth some of the secondary parents
hoped that becoming more comfortable with theiditgband increasing their self
confidence was something they would achieve. Thm&of comfort with ability and
giftedness is general runs through this piece akvamd is explored in detail later in

this section.
Theme 2: Level of Academic Satisfaction and Challegye at CTYI

There is a consistent finding across the quantéaéind qualitative data that all the
groups, primary and secondary, students and pahavis a high level of academic
satisfaction with classes at CTYIL. From the quatitie data, at primary school
roughly 60% of students and parents are very gadisfith classes at CTYI and 35%
are quite satisfied. At secondary school theselteeate even more positive from the
parents perspective with 82% of parents very satisicademically with the classes

at CTYI and 63% of students very satisfied.

Comparing these results statistically (Wilcoxon Kag Test) with levels of
academic satisfaction with school shows that parantl students from both groups
significantly rate the level of academic challeniggher at CTYI and report a
significantly higher level of academic satisfactiasth CTYIl compared to school.

The MBTI can help us to explain this again.

We have seen that the four most common types ifC#¥él group are INTP, INFP,
ENTP and ENFP. Common within these types are NTuifime thinkers) and NF
(intuitive feeling). Myers (1980) defines combioaits of types. For example, she
describes those that possess intuition plus fe¢hitg as individuals tending to focus

on new possibilities and new projects. Often thayeha gift of language that they can
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use to communicate to a high level. Also, she dessrthose that possess intuition
plus thinking (NT). These tend to be ingenious anccessful in solving problems of
a special interest citing mathematical, scientincl computing research as examples.
These individuals are ideally suited to the worlCatY| taking specific courses for a
three week period working on projects and delvireppmer into aspects of the

programme that appeal to them.

We have also seen that CTYI students have a laxgferpnce for Intuition (N) over
Sensing (S) on the individual subscales of typeeidy& McCauley (1985) describe
those that prefer Intuition (N) as students whderéo look at new ways of doing
thing by trying to connect previously unrelated rege Their thoughts tend to be of an
abstract rather than a concrete nature and pieieok at the bigger picture or wider
scheme of things. They enjoy the theory behind eptscand see patterns and new
meanings in facts. Typically, they are creative afitlset their mind to many tasks at
any given time. Those who prefer Sensing (S) faoushe world as they perceive it
through their five senses. They are observant efatbrld around them and are good
at recognising the practical realities of a sitiatiThey tend to be focused towards
the present moment and rely on immediate experieRoey prefer facts and value
working in practical applications. They prefer stey step information and enjoy
remembering things sequentially. They make literaérpretations and focus on
concrete problems. In school most of the learniaditionally is geared towards those
who prefer Sensing (S) with little emphasis on ilida (N). At the CTYI classes
there is more of an emphasis on creativity anchiagrthrough theory so high ability

students who favour Intuition (N) will be bettensed.
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The qualitative data also supports these findiddlsof the primary and secondary
students reported a level of academic satisfactith the courses at CTYI. | was
interested in finding out why they believed thissvihe case. The secondary students
interviewed seemed to attribute this to the colliékge nature of the courses. As one
secondary school student put it

“You are treated as a student rather than a ki@ S1

They felt that the structure of the classes wasensoited to a college lecture than a
class at school.

“Being taught by lecturers who have just done aterasdegree. They are younger
than most school teachers and teach as thougwtiieya college lecturer. It suits the
way | learn.” P9

These results are consistent with findings from rEore (1993) and Kolloff and

Moore (1989).

The primary school students’ satisfaction seemedergeared towards the exposure
to new subjects. One student noted that they dido’'tJournalism at school and
another said that they didn’t get to do experimetschool like they did at courses
such as Chemistry that they were studying at CTe college structure of the
courses also contributed largely to the level ocadamic challenge felt by the
secondary school students. One student noted tikedge level reading” that was
needed on the course and another student noteth#tahe curriculum on Philosophy
was far advanced compared to school. Previousndseaported similar findings in
this area. (See Adams-Byers, Whitsell & Moon, 20Béldhusen & Moon, 1992;

Sayler & Brookshire, 1993; Moon & Roselli, 2000).
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Some of the primary school students felt challengeidnot to the same level as the
secondary school students.

“Sometimes | am challenged at CTYI but sometimes 86

This could be attributed to the fact that the pmynschool programme at CTYI is
geared towards introducing students to new tofibs is done in a fun and practical
way rather than exposing the students to difficelidings or to topics that would
require a higher level of learning. Most of thenpairy school parents felt that their
children were being challenged in the classes.

“She’s definitely finding it more challenging thanohool.” P4

“| think academically he's finding it difficult iiso far as it's a challenge, and that's
good for him.” P2

All of the parents of the secondary school studbetgeved that their child was more
academically challenged at CTYI compared to sch@ule noted that the greater
challenge at CTYI could be attributed to the higstandard of their peers on the high
ability programme. Another noted that the challeogeld be attributed to the pace of
the class and the more diverse subject matter.eThesitive effects are consistent

with previous studies by Olswekski-Kubilius & Le2004) and Moon and Feldhusen

(1994).

Theme 3: Attitude and Academic Challenge at School

The quantitative and qualitative data produced samberesting results from this
theme. Examining the quantitative data first wetbe¢ while 49% of primary parents
said their child had a very positive attitude todgattending school, only 25% of the
primary parents said they were very satisfied acachly with their child’s

schooling. The results are very similar for seconpdgahool parents with 51% saying

their child had a very positive attitude towardesa and only 23% saying they were
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very satisfied academically with their child’s soholrhe students themselves are not
as positive as the parents about their feelingstdsvattending school with 38% of
primary students reporting a very positive attitiadel 33% of secondary students

stating they had a very positive attitude towadssl.

This lower score can be explained by the facttiratstudents often perceive a lack of
academic challenge at school. Only 17% of the segnstudents said they were
very satisfied academically with classes at schdhls compares to 63% who said
they were very satisfied with classes at CTYI. @anly 31% of primary students
reported that they were satisfied academically citosl compared to 61% who

reported that they were very satisfied at CTY].

The quantitative data reinforced this point frora 8tudents perspective. Most of the
primary and secondary school students had a géngrasitive attitude towards
attending school while also experiencing some laickcademic challenge. For the
primary school students they seemed to be hapgghetol while for the secondary
students they enjoyed doing well at school.

“I'm positive towards school. | do well in schoblstudy so it's a lot easier for me.”
S10

Most of the primary and secondary students notkdlaof challenge in the subjects
at school. Baker, Bridges, & Evans (1998) found tiigh ability students can often
experience a lack of academic challenge in regiideses. In many cases the students
found school a little easy.

“Yeah, it's fine. Sometimes the lessons are airmigtbecause some of the books are

really out of date — my friend’s mum used one af loaoks.” S5
“School is ridiculously easy whereas CTYI is chadiang.”S9
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The secondary school students also saw schoolsmagaas of getting in to their
chosen course in college. One student mentionddhbareason he attended school

was to achieve 600 points in his Leaving Certikcdutat he needed for college entry.

The results from the questionnaire data indicatest the primary students were
statistically more satisfied with school than thienary parents. This theme came up
again during the interviews. The parents of botbugs on the whole believed their
children were more dissatisfied with school patady at primary school. Three of

the six primary school parents reported negativi¢udes towards attending school.
Some said that while they had started off likingaad they had recently began to feel
frustrated. Most of the primary school parents reggbthat their children had a level
of academic dissatisfaction with school. Some waafubrt that they find school easy
or that “they breeze through school.” Others wdagdunconvinced about the level of
challenge even if the child said it was difficult.

“He says he finds maths hard, but when he getsr&sheet he just flies through it
and | don't think he's challenged sufficiently aingol.” P2

Three of the secondary school parents reportedtimegattitudes in their children
towards attending school. Like the primary schoatepts they believed that their
child had started enthusiastically enough in seapnthut had switched off as they
went through the system.

“The transition year was terrible as he had nothimglo. He wished he'd skipped
straight to fifth year. He just got so lazy. Headlfirst to third year very easy.” P11

Most of the parents felt that that the challengeditool was not sufficient for the
child’s ability. They believed that particularly up Junior Certificate their child

could do well without putting in too much effortw® parents believed their children
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got angry with their teachers because they didatetthe quality of the teaching and

the challenge of the curriculum.

From an extensive review of the Myers-Briggs litera, Hoffman and Batkouski
(1981) studied teachers at all levels, from pressthip to college, using the MBTI.
The majority of teachers in each sample showedetefance for extroversion over
introversion, sensing over intuition, feeling ovéninking, and judging over
perception. They conclude that the modal MBTI typeteachers from this review
would be ESFJ. This type is described by Myers Q1% radiating warmth and
fellowship. They are warm-hearted practical, reiglipeople that adapt excellently to
routine but have little interest in abstract thimki Good teaching styles for instructors
of the academically talented tend to be intuitivedting and intuitive-feeling, as
opposed to sensing thinking and sensing feelingw@floand Bressler, 1988).
Intuitive-thinking teachers are those whose stglitects intellectual orientation and
whose plans for teaching are developed around ptsicepen-ended questions,
critical thinking, logical research techniques, amdependent study. Intuitive-feeling
teachers are those whose style reflects innovatiemtation. They place a high value
on insight and innovative ideas, creative thinkamgl moral development. A flexible,
imaginative approach to learning and a classroowir@mment full of creative clutter
best describes the intuitive-feeling teacher. Basedthe modal teaching type at
school this scenario will not occur. ESFJ’s wilepent a school environment that is
both predictable and traditional and this mightlaxpthe high level of academic

dissatisfaction with school from high ability stunde and parents.
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The questionnaire data indicated that the pareémisraary and secondary perceived a
more positive attitude towards attending schoohtlfze students themselves. The
Piers Harris data may help us to understand tlns.stores for the Piers Harris scale
for the gifted group compared to regular studehtsa®d a significantly lower self
concept for gifted students in the subscale of Rwopy (POP). This subscale
measures the child’s ability to make friends arel fiecluded in activities. In this case
the gifted students may be experiencing socialadilties at school and therefore may

not have a positive attitude towards attending.

Two of the parents noted that their children we@erfocused in subjects in which
they were interested. Most parents recognisedtiieathild would benefit from extra

stimulation in subjects in which they excelled dhdt this was where they benefited
from CTYI. As one parent noted.

“In maths at school when she finishes ahead ofatiner students she tends to
daydream which causes a loss in focus within thssclShe felt that if she'd have
been challenged more in the class it would haveenhad work harder.” P10

Most of the primary school students felt that tdedn’'t get enough time to study their
favourite subject at school. Primary school par¢otsfeel that their child does not
get to study enough of their favourite subjectchiosl.

“We don’t do lots of Maths at school and it's tample” S2

“Her teachers realised that she was gifted butvea® never involved in a reading
group or anything. She was just left to do her ¢thng” P1

The secondary school students felt that the moeeifsp timetabling of subjects at

secondary school enabled them to do enough of fdaurite subject. However they

believed that the opportunity to do a new subjedbcstudy their favourite subject at

a higher level was one of the main reasons fonditg CTYI.

“It's such a good opportunity to get to know sutgetdid speech therapy a few years
ago and decided for me what | want to do in collfe§&0
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“I've always been interested in writing so to cotoeDCU to study Novel Writing
was a great opportunity.” S12.

The secondary school parents also stressed thedstthe opportunity to study a
subject in more depth than at school was a maieniiive for their child attending
CTYI.

“It's the idea of focusing in on something and deuay it in one chunk. Here it's
intense and he can get into it quickly and immérseself in it.” P10

Theme 4: Ranking and Ability at School in relationto Peers

From the primary school questionnaire data we fotiad the majority of parents
ranked their children and students ranked themseh# better than their peers at
English, Maths and Science. Some 71% of parentsedatheir children as much
better at English compared to 67% at Science ar¥d &5 Maths. The primary
students showed similar results but the studemts'tdiank themselves as highly as
the parents did with 57% saying they were muchebett Maths, compared to 54% at

English and 50% at Science.

This data is backed up by the qualitative intergemhere half of the primary school
students chose Maths as their favourite subjestfaol while most of the secondary
school students chose Maths and English as theoufde subjects. Maths and
English were the subjects chosen by the parentboti primary and secondary

students as being their children’s favourite subjec

The secondary school questionnaire data replicageprimary school results. Some
62% of parents rank their children as much betian tpeers at English compared to

57% for Science and 53% for Maths. From the stid@etspective 50% of them
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ranked themselves as much better than their pedenglish compared to 43% at
Science and 42% at Maths. This shows that the tirema primary school where the
parent ranks the child higher than the studentgdémnémselves continues at secondary
school. Running some statistical tests on this datas found that both primary and
secondary parents significantly<¢(p01) rank their children higher than the students

do themselves. An explanation for this could bentbwithin the qualitative data.

Within these interviews, all of the primary and @edary school students ranked
themselves as much better than their peers at bah®ubjects that they felt they

were good at but not as highly in subjects thay thdn’t feel were their strong ones.

In most cases though the parents didn’t make tis8ndtion and ranked them as
much better in all subjects. The primary schooblstiis seemed more comfortable
ranking themselves as first in the class for ai@agr subject or in the top three. The
secondary students seemed uncomfortable to rankstiees as top of the class
preferring to say they were in the top stream at tthers might think of them as the
best. This is tied in to comfort with ability wheme find that secondary school

students are not as comfortable with their ab#isythe primary school students and
this is discussed in the next section

“I'd rank myself as an 8 out of 10. My school issamed so | would be in the top
class for maths.” S8

“I've a bit of a reputation for being the best gaythe year at maths subjects. |
wouldn't be the most intelligent overall though” S9

The primary school students would be quite harthemselves in relation to subjects
that they did not think they were good at in relatto their peers at school. Three of
these students ranked themselves in “the middleh@se subjects. The secondary

school students also lacked confidence in subjebtg they didn't perceive
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themselves to be good at relative to their peessladol. One ranked himself as about
“3 or 4 out of ten.” Another talked of a weaknessanguages and another stated

“I'd probably be a lot worse than people at IriSiT'1

This could be explained by Marsh and Hau (2004) wlaposed that academic self-
perceptions of ability are formed in connectionhatilvo frames of reference, which
include external and internal frames. The exteffreine of reference is used by
students to compare their self-perceptions of avadeperformance with the
perceived performances of other students. If theaggive that their academic abilities
allow them to achieve the same scores as other dgpleving students, then they
should have a high self-perception of academiatgbif they don’t then they will
have a lower perception of this ability. Other si$ in this study compare their
academic performance in one subject with their asademic performance in other
subjects, in this case they are using an intemaamhé of reference. As one students
notes,

“My best subject is Maths and I’'m good at that utrish- I'm doing ordinary level
and in French I'm struggling with higher level.” S9

The students may also be underestimating theiityabiécause of a perceived lack of
encouragement from classmates. The questionndaaelealed that 56% of primary
school students and 53% of secondary school stsidetieved they received little or
no support from their classmates at school in igelato their ability. Against these
perceptions it could be argued that the studenis lmeaunderestimating their ability
relative to their classmates as they don't feel footable with being much better than

their peers at school.
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From the interviews the parents view in relationraoking of their child’s ability
relative to their peers at school differed consadér to the children’s views at both
primary and secondary school. Differences occumdnre most of the students
ranked themselves in the top three in those subibat they considered themselves to
be good at while most of the parents described ttlaldren as the best in these
subjects. One of the main differences in how pareabtked their children came in
subjects other than ones where the child had edallost of the parents ranked their
child as much better than their peers in theseestdbps well. Most of the secondary
school parents displayed similar results to thenpry school parents ranking their
children as much better than their peers in aljexib.

“She would be top in most subjects.” P12.

The main differences in terms of ranking of abiliithin the questionnaire data came
with Physical Education. There was a complete malasf the academic trend where
in this case both primary and secondary studergsifiantly (p<-001) ranked
themselves as better in Physical Education thanp#rents rated them. This was
further explored in the interviews where three e six primary school parents did
not consider their children to be sporty, in onstance they saw this as a different
perception than what the children believed theneselv

“She likes sports but she’s not very sporty. Shesdd realise that but she’s not
sporty.” P3

The primary school students though all believed thay liked sports. Three of the
six students rated themselves as much better th@in peers at sports while the
remaining three said they participated in sportswnuld see themselves mostly on a
par with their peers. This contrasted with fourtleé primary school parents who

would perceive them to be much worse than theirgpaesport.
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It is worth noting though from the questionnairdad#éhat while the primary and
secondary students significantly perceived theneselto be better at Physical
Education than their parents did, they still rankeginselves considerably lower than
in academic areas with only 17% of primary and l&%econdary students ranking
themselves as much better than peers compared 40%0 that would rank
themselves as much better than their peers in atadgeas. This is probably not a

surprising finding given that the students werentdied academically.

Within the interviews, the secondary school stuslesdid were all interested in
participating in some sports but most did not $ed they had great ability in this
area. Some ranked themselves as being the sarheilapgders in sports and others as
being slightly below average. The parents of tresdary school students saw sport
as something that their child participated in a@sobby rather than something more

seriously.

Theme 5: Comfort with Ability and Comfort with term Gifted.

From the questionnaire data we see that 70% oprin@ary school parents and 65%
of the primary school students describe themsehgesery comfortable with their
academic ability. If we compare this to the secopdahool data we see that 82% of
parents and only 55% of students describe thensealyerery comfortable with their
academic ability. Using statistical testing we 8w the primary school students are

significantly more comfortable with their abilitiian the secondary school students

This drop in comfort with ability was something thavanted to explore during the

interviews. All of the primary school and half sadary school students interviewed
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were very comfortable or somewhat comfortable \liir ability. This is consistent
with the research from the previous section witd gudents scoring significantly
higher on the Intellectual and School status meastiself-concept within the Piers-
Harris Children’s Self Concept scale than their goted peers. The primary students
seemed more comfortable and none of them listedtivegtraits associated with their
ability. The secondary students were somewhat cdatfie@ with their ability and saw
the benefits of it but some stated some negatipecs of it.

“Fairly comfortable. It can be a bit awkward someds, when people ask you “how
do you know that?” S11

Others stated that because of their ability theyigint that they should be doing well
at most subjects and were sometimes frustrated Wiemwasn'’t the case.

“I'm not very ambitious when it comes to studyfiog school. If | put in more effort
I'd be better at Irish and French for example.” S8

One secondary student explained that he didn’tdeeipletely comfortable with his
ability

“If I go to write something on the board, | loak $ee if the instructor approves. I'm
still slightly unsure of the way my thought processks.”

| believe that these factors such as the needpjmmoaal from teachers, the fear of not
being accepted from classmates and the idea tagathifive to be good at everything
are the major contributing factors in the drop amdéort with ability for secondary
school students. As was documented previously tlestgpnnaire data showed that
53% of the secondary school students felt theyivedelittle or no encouragement
from their classmates in relation to their abilgy in this type of environment it's

little wonder why some of them feel slightly uncamrifble about their ability.

Generally most of the parents of both primary asxbadary school students felt they

were comfortable with their child’s ability. Theseemed to be more assurance from
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parents of secondary students in this respectegswiere now more accustomed to it.
As one secondary school parent said.

“It took a while to get used to | have to say. pgose that the first time he was
assessed and his scores were so high it shockedittie.” P11

This is further reflected in the questionnaire dateere the secondary parents are
significantly more comfortable with their child’siéity than the primary parents.
While the primary school parents were comfortabikk wheir child’s ability some felt
the child themselves hadn’t quite come to term# wtit

“She’s getting there. She’s not a confident yourrdy gvery year she gets more
confident.” P3

From the interviews half of the primary school €nt$ said they preferred working
on their own in school while the other half saidtipreferred working in groups. The
ones that preferred working in groups saw the valugorking with their friends

while the ones who preferred working on their owrdghey preferred working in a
quieter environment. Most of the primary schoolgoés though believed that their
children preferred working on their own. These ptsdelt that the children either
ended up doing all the work in a group or that theyted the group work to be done

in their own particular way.

From the secondary school questionnaires it wasdnthtat only 20% of parents and
19% of students were very comfortable with the tgifted to describe their ability.
Within the primary school data the parents concumeth the secondary school
results with only 17% saying they were very condbhke with the term gifted to
describe their ability. However some 38% of primaghool students described

themselves as very comfortable with the term gitiedlescribe their ability with a
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further 29% quite comfortable with this term. Thwges something that | was very

interested in examining at the interview stage.

From the interviews | found that all of the primaghool children except one had not
heard of the terms gifted or giftedness to descabiity. They seemed unfamiliar

with what it meant so this may explain why thisufig is higher compared to the
secondary school students where 15% of studentseayeuncomfortable with the

term gifted to describe their ability and a furt2®% are slightly uncomfortable. The
one primary student who had heard the term befeleed it to be being good at
things and in that context believed himself to liféeed in the areas of Maths and
English. Looking back to the literature in relatitmgiftedness this explanation falls
into the definition of subject specific giftednesgher than giftedness as a global

concept.

Within the interviews the secondary students hache@ard of the terms gifted or
giftedness to describe ability. They saw giftedn@ssan innate talent or ability that
somebody has for something. Most of them did net thés as being confined to
academia. This is an interesting point and defgiéedness more in terms of nature
rather than the nurture theory of giftedness wiggtedness here is being defined as
an inherent ability rather than the environmentaltdrs. This is a very traditional
notion of giftedness and contrasts somewhat wighntledern theories of Gardner and

Sternberg.

There were mixed responses to the term gifted fleparents of the primary school

children. Those that worked in an educational emritent had heard the term before
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and they were happy with it to describe people nnagademic setting who had
significantly higher ability than others. Parefritsm non educational backgrounds
were less comfortable with the term. One felt ityotlescribed people of renowned
ability with proven exceptional proficiency in aelid like Einstein or Beethoven.

Other felt that it had negative connotations fagitkchild and that it was an elitist

concept.

“It's not one | like in particular, because | thiekeryone's gifted in their own way.

However, | don't know that there's really anotherdvto describe somebody whose
overall talents are at a certain level. | supposiescribes it very well but there's a
label, a negative part with it.” P5

Most of the secondary students felt that by beielgced or qualifying to attend

CTYI made them talented academically. Some belighetl this made them gifted

while others didn’t think that this was the casd preferred to think of themselves as
strong in academic areas which was a differengttongiftedness..

“Being at CTYI means that we're gifted academicgaityto speak.” S10

“I wouldn't call myself gifted, just more stronggducated. Giftedness is something
innate” S9

From the quantitative data students and parents asked if they would describe
themselves as academically gifted. At primary stlsome 70% of parents and 68%
of students described themselves as academicdtlydgiAt secondary school the
numbers had fallen to 61% of parents and only 44%tumlents describing themselves
as academically gifted. We have noted earlier thahy of the secondary school
students are uncomfortable with the term gifteddéscribe their ability so it is
probable that they uncomfortable in describing thelwes as gifted as well. The Piers
Harris Children’s Self Concept Scores shows thatstcondary students aged 15-16
years in this study had lower individual self-cgpicecores in areas of Popularity

(POP) and Happiness and Satisfaction (HAP). Popul@OP) measures the child’s
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perceived popularity while Happiness and Satisbac{HAP) measures whether the
students see themselves in a positive way. Giverpttential negative stereotyping
associated with the term gifted it is understanelddw a large proportion of gifted

students may not describe themselves as gifted.

Interestingly at the interviews students wantedcaastruct their own definition of
giftedness. Using these definitions or specifidecia four of the six secondary

students defined themselves as gifted.

“Giftedness to me is something you have a talentriot necessarily academia but
just something you have a flare for. In the wayt tragefined it there, then yes | would
consider myself gifted” S7.

“I think gifted means that you excel in somethifg. might be academically,
intellectually or artistically. CTYIl means that wee'gifted academically, so to speak.
It means that we have a gift, not that we're speciave need special treatment.” S10
The last comment above is a very interesting ome. §tudent defines giftedness in
broad terms but then believes that he qualifiegtiercategory in terms of academic
giftedness. This is similar in the literature tdh@olhouse giftedness as defined by
Renzulli who describes this as test taking giftednesiven that the students who
attend CTYI have qualified through an assessmamt this theory holds. However |
wonder if the student is being somewhat dismissivhis other talents. The student
seems to be wary of this ability warranting speeitdntion and potentially alerting
others to its existence. This factors back intoféeding that the secondary students
particularly just seem to lack confidence aboutrthbility in relation to school. The
idea that the student believes that he doesn’t spedial treatment in relation to the
ability seems to contradict the notion that hedgially attending an out of school

programme where he qualified because of this gbilihe key fact to me here seems

to be that the CTYIl programme takes place outsiflesahool in a different
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environment and this seems to be a major contrigutctor in its success for these

students at least.

Five of the six primary school parents describegrtbhildren as gifted academically.
In spite of this some did not believe that this Wdomean that they would continue to
perform excellently all the time.

“If it means someone who is academically in the36f of the population then yes as
| think he falls into that category and he is ludgcause of it. If it means someone
who breezes through school and life without anyggiles academically because they
are so bright then no, at least | hope not aswbatd be difficult for him.” P6

Three of the secondary school parents describenl dhddren as gifted. They
believed from an early age that their child wadedént and would describe this as
because they were gifted. The other three secondatyol parents were
uncomfortable with the term gifted in general ahe nhegative connotations that
surround it. One parent described gifted as “adda#rm” and expressed her dislike
of it. Other parents believed that their childreerevintelligent but would not describe
them as gifted.

“There are things that make me shy away from th@ @ifted to describe my child
because you can be gifted in different ways. Ikhimat there is a burden put on those

kids who are labelled gifted because it's like y@g0 gifted the world had to make
special accommodation for you.” P10
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Summary

This chapter analysed the key findings of this aede in terms of the five emergent
themes. These themes were: Attitude towards atign@dirYl and Why they Attend;
Level of Academic Satisfaction and Challenge at GTAttitude and Academic
Challenge at School; Ranking and Ability at Schioalelation to Peers; and Comfort

with Ability and Comfort with term Gifted.

The students and parents show a positive attitosl@rtds attending CTYIL. The
chance to study interesting courses that are natlade at school and to cover
subjects in more depth were the main reasons fendihg from all groups. Notably
secondary students stressed social reasons astrébuatamg factor in reasons for
attending CTYI. They perceived making new friendd aenewing old acquaintances

as equally important to the academic reasons fendiing.

Data from the MBTI shows that CTYI students havffedent learning types to
regular students. These students mostly favourraisthinking and have more
interest in the special university style subjeatailable at CTYIl. The MBTI results
also show that around half CTYI students are irdrtad thinkers. These students
tend to focus on the inner world of ideas and tiesoiCombined with the high level
of abstract thinkers within this research theseestis are attracted by the academic
nature of the courses on offer at CTYI and als@darses with a high theoretical

content.
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These students in turn are usually more challelagademically at CTYI than school.
At primary school the students are attracted toidea of studying new and exciting
subjects. At secondary school they like the expEathing and the university style
curriculum. Their parents note a higher level oadamic satisfaction with CTYI
classes than school. They often believe that tireld is not sufficiently challenged at
school and they feel that this under-stimulaticadke to frustration for their children.
At primary school the parents believe that theitdcktarts off liking school but then
gradually switches off as they get older. At se@gadchool some parents felt that up
to Junior Cert their child could get by without fiog in too much effort. Those
parents that had children who did Transition Yeszel fthat it had largely negative

consequences due to the lack of academic focus.

The students themselves seem to want to like schiday enjoy doing well in
subjects and don’t mind the social aspect of itpAtnary school some are starting to
realise that learning comes easier to them thaer stindents. At secondary there is an
acceptance that some subjects won't hold any cigeldéor them. The older students
start to think of school as a means to gettingrtivarsity and don’t perceive it as a

place of learning.

While most of the students rank themselves as rb#dten their peers in certain
academic subjects, the parents, particularly ahgmy rank them as better in all
subjects. The students sometimes may underesttinateability because of a lack of
peer support in the school system. The Piers Heggslts show that the students in

this study have a higher academic self concept tither non gifted students but in
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some instances a lower social self concept. Thigicself concept mostly occurs in

areas where they see themselves compared to #e¥s.p

While most of the students are comfortable withrthbility, the younger students are
more comfortable than the older ones. The Piersitlaasults demonstrate that as one
gets older your social self concept declines image years. The parents are mostly
comfortable with their child’s ability but are nittat comfortable with the term gifted
to describe that ability. Some parents see giftesl@s a negative stereotype and feel
that it separates out their children as needingessort of special attention. The
secondary students too are not that happy witmaotien of being described as gifted.
Less than half of the secondary school studentshé questionnaire described
themselves as academically gifted and while somehef interview group saw
themselves as gifted, many had different opinionswdat constituted giftedness.
These included ideas around where giftedness caome &nd whether giftedness

occurs in different domains.

Conclusion

This analysis has shown that the students and pla@ents who participated in this
research are a definable group in terms of spe&catation. They are a group of
people who have a more positive attitude in atmpdipecial out of school classes
over school. They experience higher levels of acaclsatisfaction and challenge at
these courses than they do at school. They experiGustration at school due to

insufficient challenge and lack of interesting suats.
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These students have a distinct learning stylerttedes university style courses more
appealing to them as they enjoy the abstract natutke subjects and the specialist
nature of the classes. They have a higher acadssificoncept than other students

but have a significantly lower social self conciep$ome social areas.

The students are mostly comfortable with their igbi@lthough this can decline as
they get older. The secondary school students aacknts are somewhat
uncomfortable with the term gifted to describe tladility. Both parents and students
rank themselves better than their peers at academipjects but the parents
significantly rank their children as better in alibjects while the students rank
themselves better in certain subjects. This peeckunderestimation of ability on the
students part can be attributed to a level of adigoat with being described as gifted

and a lack of support for their ability from thelassmates.

These findings have large implications for thisugran terms of best practice for

teaching and future educational programming. Thhesees along with a summary of

the research will be discussed in the concludiraptdr.

208



Chapter 6: Conclusion
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Introduction

The research set out to explore the perceived teffet Saturday and Summer
programmes for high ability students from the pectpe of the students themselves
and their parents. Currently in Ireland there ispecific provision for gifted children
to be catered for within the school system. Giftbddren are not mentioned in the
Education for People with Special Educational Ne@EBSEN) Act 2004 (DES,
2004). Therefore special needs teachers are noedrdo work with gifted children
and no resource hours are available for theserehildVhile a small number of gifted
children qualify for resource teaching if they haadearning difficulty, the vast
proportion of high ability students are not catefed in primary and secondary
schools. From my own direct experience of dealirity wchools, | have found very
few schools where there is a policy in place forkamg with academically talented

students.

Currently the only external option available totegf students in Ireland are classes
provided by the Irish Centre for Talented YouthDatblin City University. This
research examined the academic and social effadisese programmes by engaging
in some detailed research with the students therselnd also with the parents of
the students. While there is very little researohireland in the area of gifted
education there is also a shortage of studies watkelfrom the perspective of gifted
students and their parents so this thesis attentptdatidge a gap in the current
literature by providing a comprehensive analysighaf effects of the Saturday and
summer programmes run in this country. In Irelamdiate there has been no large
doctoral study of high ability children so this sieewill be a welcome addition to our

knowledge of this important group in the Irish edli@gnal system.

210



As well as examining the academic and social effetian out of school programme
| was also interested in finding out informatioroabthe child’s perception of their

regular school and their opinion of their abiliglative to their peers. | wanted to see
if they were satisfied at school and whether tremgeived appropriate challenge in the
school classroom. | wanted to compare these resithsthose of their parents to see
if they too felt sufficiently challenged at sch@wld where their parents believed their
child’s abilities lay in relation to their peers sthool. This chapter will detail the

findings from this study and the implications oésle results for educators and policy

makers.
Defining giftedness

The literature review in the second chapter defaitee lack of consensus amongst
researchers in relation to defining giftedness. [&/lgviewing this literature | became
increasingly interested in changes in directiora the field has undergone over the
years. From starting with the traditional notioatthQ was the only way to measure
intelligence the field has moved now to incorpargtmulti-dimensional models of
giftedness. | became interested in the notion tiEdmess in an Irish context and
indeed how the people involved in this study miglefine it. For example the
organisation where | work is called the Irish Cerftir Talented Youth (CTYI) and
doesn’'t make reference to the term gifted yet theessment procedures used to
identify students at the §5percentile give a notion that the organisation Maleal

with gifted students.

The literature review analysed how the latest gtteat guidelines from an Irish
perspective (NCCA, 2007) use the term exceptioraddhg to describe these children.

In this instance there seems to be a direct moway &nem the term gifted. Yet from a
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research perspective the term gifted is largelylusehe literature. Indeed many of
the main academic journals in the area, Gifted cCiQuarterly, Journal for the
Education of the Gifted, Gifted Child Today, Gifté€dhild International use the term
gifted in the title. The research results from tkthesis show that many of the
secondary school students (over 40%) are uncorblert&ith this term gifted to
describe their ability. In fact in the quantitatiseudy less than half of the students
described themselves as academically gifted. A lasimmumber of primary and
secondary school parents are uncomfortable with tdrim to describe their child’s
ability. While the questionnaire responses show tha majority of the primary
school students are comfortable with the term difte describe their ability, the
follow up interviews seemed to show a lack of ustirding of the concept amongst

the primary school interviewees.

The qualitative interviews in this study gave santeresting results in relation to this
issue. The secondary school students defined getsdin their own terms. They saw
giftedness as areas where people have talents. ditiel{f confine this to academia

and saw giftedness in other domains such as sperigell. This domain specific

model of giftedness is similar to that of VanTad8atka (2005). Furthermore all of
the students seemed to see themselves as talensedject specific areas similar to
the theory of giftedness proposed by Brody and|&ya{2005). In this context most
of the secondary students described themselvesaaemically gifted. Giftedness to

these students is something in a specific subjébtwa particular domain.

For researchers this may be an area that we nelxbkoat more carefully in the

future. If a large number of students that we ateoaating for are uncomfortable
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with the term gifted then we may need to start desyg it in other terms. | believe
the NCCA are right in calling the students excamity able or at CTYI| where the
students are referred to as academically talemtier than gifted. This is something

that could be considered for future research.

Designing the research

The major conflicting paradigms within gifted resda are described in detail in
chapter 3 of this thesis. These somewhat conftictimeories around intelligence
largely influenced my research design. Cohen, AsdbiEnd Powell (2000) point out
that mechanistic philosophical beliefs (reality asachine like) encourage
assumptions that intelligence is objectively meable and culture transcendent.
Such assumptions obscure alternative conceptionsitefligence and perpetuate
long-established sorting practices that ignoresgifid talents in other domains. These

theories have dominated the historical developroérgsearch in this area.

Cohen (2006) analysed the last 16 years of conakfiundation based papers from
NAGC conferences. Some 110 presentations were givehe area of conceptual
giftedness. These could be further broken intccledi containing conceptions and
definition. Cohen noted that from analysing thesssensus had not been reached on
the nature of giftedness or how giftedness, talemglligence and creativity are
related. In this paper Cohen also proposes thatt iie=orists have a better
understanding of the mechanistic worldview meatrtiveg the world is machine like
which is static, stable and measurable. She aallsnbre understanding and a greater
insight for future research. This view is supportgdAmbrose (2005) who believes

that when one world view dominates thought in &fteen the benefits and harmful
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effects are magnified. With the growth of multidinseonal models of intelligence
and advent of theories that highlight the needditver measures to identify gifted
children there became a growth in the number cfaiehers interested in trying out

some qualitative research.

Coleman, Dabbs and Guo (2007) research the stageaditative research in gifted
education as published in American journals betw&@85 and 2003. This article
noted that the first paper incorporating qualitatresearch in gifted education only
appeared in 1985 and then there was no other 188i0. Since then there has been
huge growth in the amount of research publishedgugiis method. Influenced by an
article from Coleman, Cross and Sanders (1997)dbatonstrates the need for the
use of mixed methodology within the field. | dedd® embark on a sequential
mixed methods strategy as proposed by Creswell9)20the themes that emerged
from the qualitative interviewing greatly influertcehe rest of my study and the
analysis. These included: attitude towards attendimY| and reasons for attending;
academic satisfaction and challenge with class&€sTatl; academic satisfaction and
challenge with classes at school; ranking of abilt subjects at school; and

perceptions of comfort with ability.

Policy Implications

In this study the students who participated in theearch had been invited to
participate in programmes for high ability childrahvarious universities around the
country. Courses on offer would be college likejsats that would not usually be

available in school and students would get the dppdy to study more

214



academically challenging subjects at a faster pacegreater depth than they would
be used to at school. This research has shownirthtie opinion of parents and
students who have participated in programmes fgh hability primary school

children that these students have more acadenstagdion in the CTYI courses than
school and that they have a more positive attitndgtending the CTYI classes than

school.

Both the quantitative and qualitative findings rate that these students sometimes
feel a lack of academic challenge at school. Tihdirig was reiterated by all students
and parents. There is a definite policy implicatim@re that these students need some
form of extra stimulation to keep them academicahgllenged. While we have seen
that the students advocated a multidimensional cgmbr to giftedness, it was
somewhat surprising to see that most of them viegittddness as something innate
rather than something that is achieved throughrant®n with the environment.
Many of the students saw giftedness as a natuibityathat you were born with
rather than acquired through tuition. The explamafor this could be down to the
frustration that many feel with their schooling hvall of the students reporting a lack

of sufficient challenge at school.

This research has shown that students who are gmnestimulation at classes run by
CTYI respond by demonstrating a higher level ofderaic satisfaction and a more
positive attitude to attending than they do at sthiowould advocate that as students
who have specific learning difficulties are givessource hours or extra materials,
high ability students need to have special claps@gded for them either in an out of

school context or at school and there should dyée funding available for students
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to avail of this. The current budget for speciakae education in Ireland is one
billion euro and all of these resources are alletab students who fall on the
opposite end of the spectrum to high ability claldrl believe, given the lack of
provisions at school that allocating money towardsof school programmes to cater
for high ability children is a relatively cheap mpt for policy makers. The facilities
within the third level institution are already tbeand the significant cost goes
towards training and paying the instructors on eéhesurses. Given the large number
of postgraduate students at various universities ark experts in specialist areas that

the students have shown to be interested in, fitislomay not prove too expensive.

Teaching Implications

The implications for teaching in relation to thismdy are significant. The Myers-
Briggs Type Indicator results show that CTYI studelmave a strong preference for
Intuition over Sensing (N) and a much higher préipar of Introverts than the
general population. We have found that IntuitivéNarypes make up over 75% of the
CTYI population. These students tend to do betteschool early on as they have a
preference for working with symbols and conceptat\Emathematical and verbal
theory tends to come to them quickly. AccordingLeovrence (1982), writers of
paper-and-pencil tests of intelligence are usuaityitives. They are unaware that
these tests are biased towards other intuitivesyesults show that IN ‘s followed by
EN ‘s score the highest on these intelligence t€stsn chapter 4 we can see that this

is reflected in the four dominant CTYI types, INFENFP, INTP and ENTP.

Van (1992) believes that the Introversion-Intuiti{tBl) combination is particularly

associated with scholastic potential, because pinéserence has an affinity for
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language. Research has shown that as few as osetaen people would be an
introverted intuitive in a regular school populatibut this proportion would be much
higher at a college level (MacDaid, McCaulley & Kaj 1986). In this sample, the
number of CTYI students falling into this categasyover 35%. McCaulley and
Natter (1974) make an interesting observation altbat conflict within schools.
Traditionalists are demanding discipline and theehR’s. This approach is tied in
with the sensing- thinking- judging individual whienakes up a very small size of
the gifted population and a much larger proportbrihe main population. Intuitive
Introverts (IN’s) tend to prefer teachers who axpegts in their particular fields and
they are also interested in the theory of subjeatiser than the actual coursework.
This ties in to other parts of this research whagmificantly a large number of
students and parents indicated that the child dégribecause the particular subject
interested them. Given that the courses on ofemnat ones usually studied at school
this is an interesting development in our thinkalgput the education of high ability
students. This would seem to indicate that extraieular subjects or the need to go
beyond the curriculum in everyday subjects may keessary to sufficiently

challenge the academically talented child.

Social Implications

An interesting finding from this research from bdkle questionnaire and interview
data is that parents significantly rank their cleéld better at almost all academic
subjects relative to their peers at school tharckileren do themselves. Is this a case
that the parents are overestimating the child'slitgbior are the children
underestimating their own ability? On one levet thterview data seems to support

the view that parents are overestimating theirdchibbility. Some of the students
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recognise their ability in subject specific aredsle/there parents reflect this ability

across the board in all subjects.

However the research has shown that the parentetsoes perceive the child’'s
performance in subjects as related to the childigell of effort rather than their
ability. The secondary school students also stagt they usually try harder in
subjects where they have an interest in the arednere they receive support for their
endeavours. | believe that the students lower rankif ability compared to their
parents could be explained by looking at the datilected relating to levels of
encouragement received for the child in relationhigr ability. While both primary
and secondary students felt that they got the Biglevel of encouragement from
parents in relation to their ability, over halftbem perceived little or no support for
classmates. We have seen as well that the studeadsially show a decline in
comfort with their ability as they get older. Inighcontext they may be
underestimating their ability relative to their peén order to fit in better. The Piers
Harris Children’s Self-Concept results support thisory. While the research shows
that the students have a higher self-concept idean& areas they have lower scores

in areas such as Popularity and Happiness andagaits.

The research has also shown that the importanceoimal benefits from attending
CTYI is something that increases as one gets oldem the questionnaire data many
of the secondary school students noted that thegded the courses initially to make
new friends or to renew old acquaintances. Theg &sind that improving self
confidence or meeting other like minded people and one of their main

achievements as a result of attending these progesm
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Being perceived as gifted is not an important adersition for the students. More
than half of the secondary school students do astribe themselves as gifted with
many seeing negative connotations with the terne piimary students don’t share
this negativity from the quantitative data but thésequent qualitative interviews
revealed that very few of the primary students &ag understanding of the concept
of giftedness. The primary and secondary parents s@newhat uncomfortable with
the term gifted and the only parents who didn'tis@® a negative fashion were those
from an educational background who had a deepeeratahding of the term. The
research has shown that the students are sernsitsagxial cues and in this context as
they get older | believe the label of being gifted difficult one for them to shoulder

with the lack of support for this from their classt@s.

This is another reason why out of school programitkesCTY| are successful. The
opportunity to study in a different environment witke minded peers allows high
ability students the chance to fulfil their potahtiThe students are free of the social
barriers that hold them back at school. This exglavhy the research has shown that

the students have a more positive attitude to @itbtgnCTY than school.

Future research

While the findings from this study are very intdéneg they lead to many questions
about possible future research. Firstly the studsolved a group of students and
parents who had attended a programme with the @eshitre for Talented Youth, a

future piece of research might identify and find about students who have just been
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assessed and have not attended any classes totlsey have different perceptions
than those who have experienced classes. It waulddo interesting to study a group
who are assessed and identified as gifted and ehoosto attend out of school
programmes to see if there are any differences thgin when they finish school in
terms of academic performance, social adjustmdnitd tlevel college that they

choose to attend and comfort with ability.

Given the findings with the Myers-Briggs Type Inglior it would be interesting to
study teachers using this measure. Performing ardvigeggs study or regular
primary and secondary teachers in Ireland and cangpghem with Myers-Briggs

scores form CTYI teachers at primary and secondanyd yield some interesting
results that could help to drive policy in thisar&imilarly it would be useful to have
a comparative group of Irish students for the Pleasris Self-Concept Children’s
scale. Results could be compared with an Irish |adiom who have been identified
as gifted who have not attended an out of schoojramme with those that have

been identified and are attending programmes.

While the current CTYI model uses testing as a meadndentification, Passow and
Frasier (1996) believe that the prominence of theesgimptions of intelligence as
guantifiable by IQ and a static condition has ledthe difficulties in the field
including the under-inclusion of children from raciand ethnic minorities and
children from lower socio-economic groups. We ndedradically rethink our

assessment criteria to ensure adequate represaerftatin these groups.
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If however we were not to use testing then therddcbe a problem with using peer
nomination given that this research has shown ttiatstudents have a tendency to
underestimate their abilities and it's also a peablwith parent nomination as the
research has shown that parents tend to over astitheir child’s ability. Teacher
nomination could be difficult as sometimes in anmary context teachers are
nominating students who are excelling in schookdaand these may not be the
creative innovators that are needed for these anogres. Furthermore the teacher at
primary can struggle to identify the bright chilthavhas subject specific ability if that
subject is not one that the teacher values. Atrsany school where there is different
teachers for the subjects there can be a problemthe child being identified too
late or again if the child is gifted in non curri@uareas. A future piece of research
evaluating identification options would be a wel@addition to the Irish literature

on gifted education.

Finally, in the immediate future | believe it woub@ worthwhile to assess the short
term impact of these programmes when the studetdsnrto school. Academically
these students report a higher level of satisfadby attending CTYI courses. Does
this feeling of being challenged have a positieafwhen they return to school or
does it make them perceive that school is moretihg®? Socially the students have
reported an increase in self confidence by atten@inyl, it would be useful to see if

this effect lasts when they return to school.

Looking at the bigger picture | believe it would wery useful to continue this study
and assess the long term impact of a programmeCliRél on these students. Given

that there was a large sample population of bathgry and secondary students and
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parents it would be very interesting to see hoveelgtudents develop as their school
careers continue. Furthermore it would be intemgsto track these students at third
level to see if attending CTYI had an impact ofitle®urse choice, their adjustment
to college life and their overall happiness andsfattion with university. This

longitudinal study could also follow them as théyoose careers to see if attending

the CTYI programme has any long term effects osdlstudents.

Conclusion

This thesis has proved that students who have igesified as having high ability
and attended courses with the Irish Centre forftate Youth largely derive a high
level of academic satisfaction with these classeshave a positive attitude towards
attending. Their parents too believe that theildrhn have a high level of satisfaction
with the out of school classes and they perceiagttieir children also have a largely
positive attitude towards attending. The researh $hown that these benefits are
both academic and social. Academically the stidgat the chance to study a
subject that they wouldn’t normally do at schooldaihis course would usually
challenge them a higher level than school. Socihkystudents get a chance to meet

like minded peers and make some new friends.

At school the research has demonstrated that Highlyastudents at primary and
secondary school rank themselves as significargtiebthan their peers in academic
subjects. The study also found that the parentgdok their child as superior than
their peers in these subjects but rank them saamfly higher than the children do
themselves. Most students and parents perceivettibat highest level of support

comes from parents with over half of both groupdisy that they receive little or no
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support from their classmates. The study has shibnah while most high ability
students and parents in this study are comfortalifle their ability they are less
comfortable with the term gifted to describe thislity. The results show that the
children have similar global self-concepts thanirthmon gifted peers but higher
academic self-concepts. In some social areas tiedgstudents have lower self-

concepts than regular students.

The school data from both the questionnaires aadriterviews reveals that on the
whole while both the primary and secondary schaadents want to have a positive
attitude towards school, this is sometimes diftido¢cause of a lack of sufficient
challenge at school. The students are reluctaptiteue academic interests at school
because of a lack of support from peer groups letiom to their ability. From the
guestionnaire data the primary school studentssisficantly more academically
satisfied with school than the secondary studedeésondary school students in this
study sometimes respond to this by seeing schooiesns to gaining the points for
university and little else. The parents have loveels of satisfaction with school
than the children particularly at primary schoohey believe that the curriculum at
school does not really challenge the studentshEurtore the schools themselves do

not have adequate resources or materials for gtedbility student.

This research has shown that out of school progmsnpnovide increased academic
stimulation and challenge for the gifted studentlieland. The first egalitarian

criticism of special programmes that these studeats perform adequately without
intervention seems questionable when one consttierindings from this research.

The students and parents in this study believettteaschool does not provide them
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with adequate challenge and the schools themselvdsgave sufficient resources or
materials to deal with high ability students. Thexand egalitarian criticism that
mainstream students suffer without having gifteddsnts in their class also is
doubtful as this research has shown that the stsidtethis study perceive a huge lack
of support from their classmates in relation toirttability. In any case an out of
school programme satisfies both arguments. Theestaactan stay in their mainstream
classes for most of their schooling but avail o#@al programmes on Saturday and
during summer. | believe the State should make siimaacial contribution towards
these classes particularly to allow a proportioregresentation of students from

disadvantaged areas

| believe the research has shown that the giftedaaseparate definable group from
an educational perspective. The data from the MBeiggs further illustrates this
point. From these results we have seen that hidityattudents tend to be dominant
in Perception (P) and Intuition (N) and this haglications for what might be the
best way for them to get the most out of their etioa. The dominance of Perception
(P) presents a need for them to have more infoomadbout a topic than may
traditionally be presented in a text book. Theymigeed to explore avenues beyond
one source and back up or expand the existingmdbon with new knowledge. The
dominance of Intuition (I) over Sensing (S) preseimiplications into the way we
teach these students. Learning in a categoricpllstestep fashion traditionally used
in schools may not be suited to these studentsir Pneference for Intuition leads
them to want to learn in an individual fashion dmt out new information for
themselves. Having access to an out of school anogre in a university setting gives

these student access to knowledge and resourdesdblal not be available at school.
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In my opinion this research has added significatlythe knowledge of how we
understand and work with gifted students in Irelaw® have seen that parents and
students have a strong academic satisfaction dadyaly positive attitude towards
attending out of school programmes for high abitityldren. For the first time we
have compared these students attitudes at outhmfob@rogrammes with that of
school and found that these students are not mifflg challenged at school. The
parents too have noted frustrations within the stisgstem for their children with

regard to suitable curricula and lack of resources.

Through the student themselves we have found thexttetare huge differences
between primary and secondary school particularsoicial development. As the high
ability student gets older their comfort with atyiligradually decreases along with
areas of their social self-concept. In their ownrdgothese students see giftedness
from a multidimensional perspective which they cimite to usually from a subject
specific perspective. | believe out of school pesgmes are necessary for them to
address this decline in self confidence and to tmecanore comfortable with their

ability.

This is the first large scale study of its kindlieland and has demonstrated many
interesting findings that will be relevant for teacs, researchers, policy makers,
parents and hopefully the students themselves. oftam the needs of high ability
students are ignored and this study will hopefgibly some way to recognising this

group as a special population with significant edional needs.
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Course Descriptions 2008 Spring Saturday Classes 8- 13 years

Archaeology

This course will detail the work of the Archaeologist and many of the fascinating studies which are undertaken to
unravel the secrets of the past. The course will include elements of both Celtic and pre-Celtic periods in Ireland. This
course is suitable for both new students and students who have previously taken CTYI archaeology courses.

Architecture

Architecture is the science and art of designing structures. Whether it's a house, cathedral, theatre or shopping
centre, architecture draws together needs, space and materials and converts it into size, shape and detail. On this
course you will learn how to design and plan, translating

your inspirations into solid structures.

Art Design

All around us we are surrounded by man-made goods including clothes, jewellery, school bags, mobile phones,
furniture, cutlery and much more. The class will be highly practical in nature with students choosing a different
element of design to work on each week and producing their own designs on such objects as necklaces,
toothbrushes, cups, shoes and more.

Astronomy

This course will explore the universe, starting from our nearest neighbours in the Solar System, moving through our
galaxy the Milky Way and beyond, to the furthest reaches of the universe via intergalactic space, black holes and
quasars. Some of the questions which we hope to pose and answer include - Is there life on other planets? How
does a rocket work? What can we see for ourselves through a telescope?

Chemistry

This is a practical lab based course. Students will have the opportunity to explore a range of experimental elements
of chemistry from basics such as solutions and mixtures to the speed of reactions and the structure of chemical
bonds.

Chemistry [8,9,10 Year Olds]

This is a practical lab based course suitable for 8- 10 year olds. Students will have the opportunity to explore a range
of experimental elements of chemistry from basics such as solutions and mixtures to the speed of reactions and the
structure of chemical bonds.

Chemistry [11,12,13 Year Olds]

This is a practical lab based course suitable for 11-13 year olds. Students will have the opportunity to explore a range
of experimental elements of chemistry from basics such as solutions and mixtures to the speed of reactions and the
structure of chemical bonds.

Computer Applications

This is a problem solving class. Students will be taught the fundamentals of programming with a special emphasis on
graphics. There are several levels available depending on the previous experience of the student.

Creative Thinking

This course will teach you thinking skills like never before! Presenting to you everyday problems you'll be challenged
to explore new ideas and generate numerous possible solutions. It's not about finding the right answer — it's learning
to search for many right answers. Creative thinking is about cultivating an attitude. It's about developing, re-
inventing, changing and combining your ideas to arrive at wonderfully complex new approach or just a brilliantly
simple solution.

Creative Writing

This course will look at various aspects of creative writing. Students will be encouraged to write various pieces of
work following a series of creative exercises. A very practical course it is ideal for all writing enthusiasts.
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Debating [8, 9, 10 Year olds]

This course is an introduction to debating for 8, 9, and 10 year olds. This course will teach you the fine art of
debating. There will be a lot of practical work on this course including researching and presenting your topic of
interest. There will be fun debates and the course will be useful for anyone interested in public speaking even if they
haven't tried it before.

Debating [11,12, 13 Year olds]

Hone your public speaking abilities this term with a course in debating. This course will teach you everything from
how to begin researching your topic, how to construct a good argument, how to spot bad argumentation, to the fine
art of rebuttal. It will teach you about how to debate as part of a team, debating etiquette and how to adapt to judges
and audiences. To successfully develop all of these skills, this exciting course will have a strong emphasis on
practice, enabling all participants to practice what they preach!

Drama

The main areas covered in this class include improvisation, storytelling, mime and principles of Stage Practice. These
areas will be explored through both individual and group performance exercises. Each class will take the form of a
drama workshop, starting with games to encourage a sense of fun and creativity, and leading on to acting exercises.
Verbal and physical warm—ups will be used weekly, in order to establish concentration.

Electronics

Electronics is the field of engineering which covers the study of electric current and the technology which uses it. This
course will introduce students to some of the fundamentals of electronics such as voltage, currents, amplifiers and in
the digital area to flip-flops and computer memory. Students will have the opportunity to explore the central role that
electronics plays in today’s society from tv, videos, dvds and personal computers to telecommunications such as
radio and satellites.

Engineering

This course aims to introduce students to some of the core principles underlying the study of engineering. Engineers
are important in many things that shape the world around us such as computer chips, rocket science and advanced
technology. There will be a practical element to this course, with students constructing their own bridges and looking
at engineering in everyday life.

Engineering [8,9,10 Year Olds]

This course suitable for 8-13 year olds aims to introduce students to some of the core principles underlying the study
of engineering. Engineers are important in many things that shape the world around us such as computer chips,
rocket science and advanced technology. There will be a practical element to this course, with students constructing
their own bridges and looking at engineering in everyday life.

Engineering [11,12,13 Year Olds]

This course suitable for 11-13 year olds aims to introduce students to some of the core principles underlying the
study of engineering. Engineers are important in many things that shape the world around us such as computer
chips, rocket science and advanced technology. There will be a practical element to this course, with students
constructing their own bridges and looking at engineering in everyday life.

Folklore
This course deals with Irish supernatural figures such as the banshee, fairies, ghosts, witches, and magical creatures

like the Leprechaun. Mythical beasts from world folklore (e.g., dragons and unicorns) and animal lore will also be
explored. Special days in the Irish calendar (e.g., Halloween) will also be examined.

Forensic Science
This exciting course will give students the chance to study forensics. Students will get the chance to solve a forensic
mystery and also to explore various aspects of physical science.

Imaginative Writing

This course will look at various aspects of creative writing. Students will be encouraged to write various pieces of
work following a series of creative exercises. A very practical course it is ideal for all writing enthusiasts.

Investigative Science
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This course is an introduction to aspects of experimental science in the areas of chemistry and biology. Topics
covered will include areas such as chemical reactions, atomic and molecular bonds and cell structures in living
organisms. There will be an emphasis on practical lab work and good scientific method.

Journalism

This course will explore the different styles of writing appropriate to various areas of the media, e.g. news reporting,
sports journalism and reviews. It aims to help students to write factually and succinctly.

Legal Studies

This course will provide an introduction to the legal system in Ireland and includes areas such as Tort Law and
criminal justice system. This is a highly discursive class and students will have the opportunity to take part in mock
trials.

Marine Biology

Discover the secrets of the Seven Seas and beyond. Students learn about the classification of marine environments
and organisms, from the deep sea bed to tropical coral reefs; from microscopic plankton to the great marine
mammals and birds. Also covered are topics such as oceanography, fisheries, sampling techniques and marine
conservation.

Mathematical Magic

This course looks at relationships and connections between numbers. It is strongly problem based with students
working collectively and individually on problems, including areas such as indices, probability, series and sequences.

Mechanical Engineering

This exciting course will introduce students to the design process, touching on some of the cutting edge research in
the area. Students will learn about engineering and drafting, mechanics, strength and failure of materials, and learn
about the use of computer aided drawing and design (CAD). This course will have many practical, hands-on
aspects, including design of their own machines and will give students an insight into what a career as a mechanical
engineer might be like.

Medicine

This exciting course will bring the student on a fascinating journey of human health. It will cover both ways to keep
you healthy such as nutrition, exercise and laughter! and it will also explain how modern medicine can help people
recover from illness - from first-aid to hospital care. The course will trace the evolution of medicine from ancient times
(where electric eels were used to numb patients!) to the present day where high tech diagnostic equipment (MRI / X-
rays) allow doctors to help even more people than before. Discover how your heart beats, how your muscles move,
what headaches are and how Aspirin makes pain disappear.

Model United Nations

Famine, disaster, war, epidemic and the environment; at the Model United Nations you will learn much about world
politics through real life situations. Learning the skills of debate and negotiation, you will put forward your case for
your country. Discuss, confer, bargain, agree, collaborate and cooperate with other countries. This is real world
politics and every decision will have immense consequences for good and for bad! This course will suit students who
have an interest in debating and are concerned with world justice and fairness.

Physics

Students of this course will be introduced to principles of physics and their use in everyday life. The most
fundamental science, physics is responsible for much of the technology that surrounds us everyday — CD players,
video players, computers, telephone lines, X-rays, magnetic resonance imaging (MRI scans), radio-therapy and
microwaves.

Science of Tomorrow

This exciting course explores the amazing world of futuristic science and biotechnology. Ever wondered what it would
be like to be cloned? How to use stem cells to grow a new arm? How is food genetically modified and does it taste
different? How we can use DNA to treat diseases? Ever thought about how infectious disease are spread or how
many different types of bacteria are on your shoe? If you are interested in finding out the answers to these questions
this course will cover all these topics and many more. Course will contain laboratory work.

Sports Science

Did you know that without their physiotherapists many leading sports stars and teams (such as Munster), wouldn't be
as successful? This is because good physiotherapy ensures that injuries heal well and fast and can even prevent
them happening in the first place! Study the anatomy of the human body and see how an athlete’s body differs.
Come to the class and learn why golfers such as Tiger Woods use computer simulations to analyse their golf swing;
rugby players like Ronan O'Gara study how the projectile path of the rugby ball can ensure a successful conversion
over the posts in rugby; and 'Nike' use technology to design what they think is the perfect football boot.

Strategy Games
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A strategy game is a game in which the player’s decision-making skills have a high significance in determining the
outcome. This course will look at different strategy games and will give students a chance to improve their thinking
skills and play some fun games as well.

Veterinary Science

Have you ever wondered what a day in the life of a vet would be like? Find out in this exciting course! The anatomy
and physiology of different animals will be looked at, as well as common ailments and treatments. The running of a
veterinary surgery will be explained and the roles of vets in some exotic locations with even more exotic patients will
be discussed!

Wildlife

Are there snakes in Ireland? Does Funghi the dolphin really enjoy the company of humans? Come explore the
creatures on our shore from marine life off the coast of Dublin to the creatures that lurk deep in our forests and high
in the hills! Then take a safari to hear about more exotic animals and their habitats in other countries. (Khaki shorts
and Richard Attenborough not provided!).

13-16 yr old Course Descriptions

1. Astronomy

Available Session 2 ONLY

Code AST2

This course is a scientific exploration of the human place in the universe. Astronomy is possibly the most
fundamental of all sciences as it seeks to explore both the roots of the Universe and its ultimate fate through the
disciplines of Physics and Mathematics. We study the origin and history of the Universe and the formation of the
Earth and the solar system. We will look at the birth of stars such as our own Sun, the life cycle of stars and their final
destination as white dwarfs, pulsars or black holes, the structure of our home galaxy the Milky Way and some
speculation about the first and final minutes of our Universe. We compare the Earth's properties with those of the
other planets and explore how the heavens have influenced human thought and action. This course includes study of
the properties of light and matter and the tools astronomers use to measure radiation from celestial sources. The
course also covers exciting contemporary topics such as black holes, the expansion of the universe and the search
for extraterrestrial life.

Students will get the chance to do a research project in their own chosen area of astronomy and will get access to
the university library and Internet for the duration of the course.

2. Biomedical Diagnostics bdi v

Available Session 1 ONLY (in co-operation with)
Code: BD1

biomedical diagnostics institute

Biomedical diagnostics refers to the science and technology which aids the screening, detection, diagnosis and
monitoring of human disease.

This course will be run in collaboration with the Biomedical Diagnostics Institute (BDI) at DCU. At the BDI, research is
carried out into the development of miniaturised diagnostic devices that detect early markers of disease such as
cancer, heart disease and diabetes.

Initially, students will be introduced to the area of diagnostics through fundamental biology, chemistry and physics
courses dealing with general principles central to biomedical diagnostics.

In subsequent weeks, students will cover areas such as immunology & immunoanalysis, biophotonics and genetics.
An insight will be provided into cutting-edge concepts and technologies in the medical diagnostic field. Furthermore,
students will be introduced to the ethical impact of medical diagnostics for society.

This course will include a mixture of theory and intensive laboratory practicals. A visit to the BDI research laboratories
and lectures from Principal Investigators in the BDI will also form part of this course.

3. Computer Applications

Available Session 2 only

Code: CA2

This course introduces the concept of problem solving. The course begins with a brief introduction to computers and
programming. The programming language that will be studied as part of this course will be Java. Well-structured
programming techniques are discussed through a number of examples and student exercises. General programming
problems such as Sorting and Searching are addressed, in addition to tackling infamous problems e.g. "The
Travelling Salesman’ and the "Eight Queen Problem’.
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Each student will undertake a project. Projects are usually completed on an individual basis and allow the student to
understand and develop concepts discussed in class at their own pace while working on a suitable problem which
they find intriguing. Previous projects have included: programming such games as "Connect 4', "Xs and Os’, Text-
graphic adventures, and also programmes to break codes.

4. Criminology

Code: CRIM1
Available: Session 1 Only

What is crime? Who commits crime? Why do people commit crime? How is crime dealt with? Criminology is the
scientific study of the nature, extent, causes, and control of criminal behaviour in both the individual and in society.
This course will delve into many areas in an attempt to explain crime and criminal behaviour.

The course will start by assessing the different theoretical perspectives which attempt to offer a scientific study of
‘crime’ and the ‘criminal’, from classical to contemporary theories. We then take a more practical approach, reviewing
topical criminal justice issues in Ireland and elsewhere such as crime rates, media and crime, policing, poverty and
sentencing policies. We conclude with an overview of studies in penology and penalty, theories of the prison and of
alternatives to imprisonment. There is also normally the option to visit the Four Courts and Mountjoy Prison.
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Course Descriptions

5. Engineering

Available: Session 1 ONLY (in co-operation with) GrDU P PIC

Code: ENG1

In reality, without engineers, the world would fall down around our ears. Yet, most of their work goes largely
unnoticed. If we examine the world around us, practically everything man-made that we can see, an engineer has
been involved in it.

This course introduces the basics of the various fields of engineering. The class will work on developing the problem
solving and communication skills that are essential for a career in Engineering. We are faced with basic needs in
everyday life. It is these needs and providing for them that fuels the problems for which engineers must provide
solutions in the most efficient, socially aware, aesthetic and cost effective manner. Civil Engineering: buildings and
roads, Mechanical Engineering: machinery and manufacturing, Electronic Engineering: circuits and robotics,
Computer Engineering: programming and hardware. As the Engineering umbrella covers so many areas, this should
prove to be a demanding, interesting, challenging and extremely enjoyable course.

6. Experimental Physics

Available: Session 1 ONLY
Code: EXP1

From Quantum Mechanics to Cosmology - Physics explains everything that surrounds us, from the minute to the
massive. This course will give students a hands-on opportunity to explore the key constituents of Physics including
light, sound, mechanics, electricity and magnetism, as well as delving into the cutting-edge technology that will see
physicists worldwide unite to attempt the unification of the fundamental forces of nature and the creation of the
solution to the world's energy crisis - harnessing the Sun’s fusion processes here on Earth. The course will provide
materials for further investigations and include time outside the classroom environment to utilise DCU's fantastic
physics lab facilities. From music on fire to the fourth state of matter - Experimental Physics will take its participants
on a roller-coaster ride through the limitless possibilities of the bedrock of all sciences!

7. Film Studies

Available: Session 1 only

Code: FS1

This course is designed to introduce students to the language of cinema. It explores a wide range of subjects
including how film scripts work, the uses of cinematography, editing and special effects, what a national cinema is,
the history of the motion picture, the development of different genres of film, how audiences make meaning from
films, and more. The course is designed to give students a theoretical grounding in the issues that make film such an
important part of our cultural lives, and to help them to develop a greater critical awareness of how the cinema
speaks to us.

Please note: this is a theoretical, not practical, film studies course.

8. Game Theory
Available: Session 20NLY
Code: GT2

Game theory is the study of strategic interactions. This course is about asking what happens when people or things
with different incentives or motivations interact against one another to achieve their own best outcome. It has become
the underpinning of evolutionary theory, economics, business processes, international relations and is the subject of
major motion pictures, like ‘A Beautiful Mind'. In this course we will discover the laws underpinning every game and
study specific examples of different types of games taken using examples from literature, the movies, board games,
economics, molecular biology, international politics, business studies, dating, game shows, government funding
opportunities and, of all things, fuel injection mechanisms in cars and the songs of the Dunes in the Sahel. Students
will learn to develop their own games and study the development of others. No mathematical knowledge is needed to
take the course, all concepts will be developed as we go in a fun and intuitive way, focusing on the ideas and their
implications rather than the technical aspects of the theory. Students who care about understanding their world
should enjoy this course.

9. Heritage Studies (in co-operation with)

Valerie J. Keeley Ltd.
ARCHAEOLOGICAL CONSULTANCY

Available: Session 1 ONLY
Code: HS1
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Ireland is internationally famed for the beauty of its landscapes and wildlife, its historical and archaeological
monuments and its folklore. This course will explore all of these elements in detail and the varied ways in which they
combine.

A wide selection of topics will be explored starting with Folk beliefs and Customs, where superstitions, curses, burial
customs, Fairy rings, and other folk tales will be discussed. Then traditional Irish communities and countryside will be
examined including topics such as the importance of the thatched cottage, farming and fishing industries. This will be
followed by a focus on life on Traditional island communities such as the Blaskets and the Aran Islands. Ireland’s
indigenous wildlife and flora will also be explored which will lead into the area of National Parks, wildlife reserves and
Tourism in Ireland: where the effects and benefits of tourism on the Irish landscape will be delved into in detail, with
an emphasis on the museums and interactive centres that are present in Ireland.

Course Descriptions

10.Human Rights Law

Available Session 2 Only
Code: HRL2

Human rights increasingly define the contours of individual entittlements and state responsibilities at both a national
and an international level. Ireland’s international human rights commitments create claims and remedies for Irish
people that can be pursued through a wide variety of forums.

This course will explore the status of international human rights law in Ireland and the relationship between domestic
and international law. The course will begin with a structural focus on the Irish legal system, the international legal
system surrounding the United Nations and the regional human rights system established under the auspices of the
European Court of Human Rights. The course will then shift to more substantive issues, considering a variety of
topical issues in international human rights law, such as children’s rights and socio-economic rights to food, shelter,
education and health care. The course will have a practical focus, concluding with an emphasis on human rights
advocacy on both the national and international stages.

This course requires no prior background in law or international relations, but will also be relevant and challenging for
those students who have previously taken Legal Studies, Globalisation, International Relations or Criminology.
Students will have an opportunity to negotiate provisions of a new treaty on the rights of persons with disabilities, to
present advocacy strategies for an Non-Governmental Organisation of their choice, and to take part in a mock trial in
human rights law. The group will have the opportunity to visit the Four Courts and Mountjoy Prison and a number of
guest speakers will feature on the programme.

11.Japanese

Available Session lonly

Code: JAP1

This course will offer an insight in to the world of Japanese Culture and Language. Each day the class will learn new
language techniques while incorporating various aspects of the amazing Eastern culture. The course will examine
traditional and current cultural practices in Japan and promote intercultural awareness. It will provide an appreciation
of the main celebrations and customs of Japan while demonstrating a broad understanding of how history shaped
modern Japanese society. In this intensive course there will be an opportunity to learn the Japanese alphabet and
language and we will concentrate on conversation skills while also examining some Japanese fairytales. Over the
three weeks we will also look at Japanese food and the great Japanese art of origami. By the end of the course
students will have an opportunity to conduct a research project on some aspect of Japanese culture or language.

12.Journalism

Available Session 2only

Code: JOU2

This course provides an in depth look at the world of journalism and the media more broadly. The course has a dual
focus on learning the different writing techniques used by journalists as well as providing a critical examination of the
different messages sent out by the media. Students on the course will learn a range of writing techniques including
news reporting, interviewing, feature writing and reviewing amongst others. All students on the course will then get
the chance to put their new skills into action in the production of a class newspaper.

Topics covered more broadly in the media will include the framing of the same news in different ways by different
media outlets, and the portrayal of race, women and crime in the media. There will also be an examination of
journalism aimed at teenagers.

The course is suited to students who enjoy writing. It is suitable not just for those who may be interested in pursuing
journalism as a career, but all those who are interested in learning more about how a near ever present in our lives
operates.

13.Maths Experience

Available Session 2only
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Code: MAE2

This course aims to figure out exactly what these statements mean, exploring the length and depth of maths. We'll
investigate fundamental subjects such as number theory, geometry, algebra, and calculus, as well as the weirder and
stranger extensions of modern mathematics into areas like topology, logic and game theory. Along the way, we’ll
consider some fascinating applications of maths, including black holes, the maths of games, climate change and
weather prediction and chaos theory. Students will have the chance to explore a topic they find fascinating through a
project. Absolutely no prior knowledge of maths is assumed or required.

14.Medicine

Available Session 2only

Code: MED2

Do you want to be a doctor in the future? If so, why not try this innovative taster course in medicine, which contains
both theoretical and practical elements. Students will learn about health and illness with a focus on anatomy, the
causes, prevention and possible cures and treatments of various diseases. The course will focus on problem based
learning where these health practitioners of the future will be taught the basics of medicine using case studies,
evidence from expert speakers and advice from the instructor. Students will visit the 'hospital wards' in DCU School
of Nursing to learn more about patient care and will also carry out microscope work in the lab to identify some
common bacteria and viruses that cause infection. Debates and discussions on topics such as 'The value of
alternative therapies', 'Should blood+ organ donation be compulsory?' and 'Is biotechnology the way forward for
medical treatments?' will be carried out by the students.
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Course Descriptions

15. Modern Business Acumen

(in co-operation with) D i
Available Session 2only eIOItte
Code: MBA2
The past year or so has been a very challenging period for the world economy and businesses in general. In the
current economic climate, business leaders need to have the maximum relevant information available in order to
succeed in a competitive business environment. This course,offered in co-operation with Deloitte, aims to arm
students with as much of this relevant information to succeed in the business world.

During the course we will look at the various tools and techniques that give captains of industry the modern business
acumen required to drive their business forward. We will look at the internal workings of big business and how
managers deal with their staff, the organisational behaviour of firms (internal psychology), and how firms develop a
strategy to succeed against competitors.

We will also look at the external environment in which firms operate and examine the importance of the stock market
for corporate businesses. This will involve analysing financial information to see how big firms perform on the various
stock markets, and also managing your own portfolio of shares. We will examine tax law and how firms and
individuals efficiently manage their affairs within the tax legislation. Finally we will examine the international business
environment and the impact it has on business.

Interspersed among these topics, there will be guest appearances from various experts in their field who will provide
illuminating insights into their respective disciplines and also many lively student debates. If you're interested in how
business works, then this is the course for you. Guaranteed to challenge the business leaders of the future!

16.Novel Writing

Code: NW2
Available Session 2only

For everyone who's ever even contemplated writing a novel, the following questions are probably all-too-familiar:

Is it really that important to have an outline? Should you always know how your novel is going to end? How do you
write about the same characters for so long without getting fed up of them? What's ‘dramatic tension’ and ‘conflict’ all
about? What's the difference between writing for children and writing for adults? How do you decide what genre to
write in? Is it necessary to do research before writing? Has every idea really been done before or are there still new
concepts out there?

This course will answer these questions and guide students towards finding a method of outlining that best suits them
and identifying themes and situations they will most enjoy writing about. Students will have the chance to work on
individual projects as well as collaborating on the first draft of a novel-length project, enabling them to see how things
change and develop from the initial seed of an idea to what ends up on paper. If you've ever had writer’s block, if you
want to improve your skills, or if you want to impress people by talking about that novel you co-wrote — this is the
course for you!

17. Personalisation: Making the Web fit me n
Available: Session 1 only C G L

Code: PER1 . .
(In cooperation with) Centre for Next Generation Localisation

Why doesn't my Facebook news feed look the way | want it to? Why can't | get find the right answers to my questions
on Google? Why can't the different websites | use just focus on just what | need and not force me to click through lots
of links to get what | want?

We are all very different - we have different preferences, different ways of learning new things, different ways of
arranging our information. We know different amounts about different topics, we have different objectives for what we
want to do, and we have diferent expectations as to how it should be presented. So why do we expect the same web
site or application to suit all of us? Imagine a World Wide Web where each site dynamically alters what it does just to
suit you!

The WWW has been transformed in recent years from a digital library to a global conversation. Social sites such a
facebook, bebo and youtube allow people to contribute their own content to the web and to connect with like minded
people. As you browse the web and create content, websites can now change what information they present, based
on who you are and what you like. This type of improved behaviour is called personalisation, where the website is
tailored for you as an individual.
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Personalisation can change how you interact with the WWW,

...... using personalised games to learn languages, which choose responses based on your learning progress.
...... seeing news about your friends in the way that most interests you.

...... searching for movie recommendations based on your idea of what makes a good film.

Personalisation allows applications to intelligently adapt how they operate to empower each one of us. This course
will allow you to explore personalisation and will show how it can dynamically change web sites, adapt computer
games and enhance computer simulations. In the course we will look at what goes on behind the web and how
personalisation can empower us by adapting to our learning preferences, prior knowledge or understanding,
motivations and challenges.

Course Descriptions

18.Philosophy

Available: Session 2 only
Code: PHIL2

Philosophy is possibly the most fundamental of subjects as it asks the question: "What does it mean to be?"

The aim of this course is to enable students to acquire the basic skills of philosophy i.e. analytic argument and essay
writing; and to introduce students to some of the most profound thinkers in history. The course will cover some of the
fundamental concerns of philosophy such as:

. The History of Philosophy

. Metaphysics and epistemology

. Logic

. Ethics and Political Theory

. The Philosophy of Mind
Over the course students will be introduced to the Presocratic and Greek philosophers, the enlightenment
philosophers from Descartes to Kant, and more recent philosophical movements such as existentialism,
phenomenology, and linguistic philosophy. In short the course seeks to teach “The Art of Thinking'.

19.Psychology

Available: Session 2 ONLY

Code: PSY2

The aim of this introduction to Psychology is to encourage students to consider questions about the human mind,
brain, and behaviour. Students will be stimulated to think critically and analytically as they review recent
psychological research and engage with an empirical research project of their own design. Areas of Psychology
which will be studied include personality, child development, social psychology, learning, research methods and the
brain.

The course will be delivered in an interactive, dynamic group format intended to foster a questioning and evaluative
stance in students. At the end of this module, students can expect to have a better knowledge of the scope of
psychological enquiry as well as an appreciation of some of the methodological issues which span the field of
psychological research today.

20.Social Psychology

Available: Session 1 ONLY

Code: SPSY1

If psychology is the study of human behaviour, social psychology looks at that behaviour in action in the world. This
course seeks to impart a detailed understanding of the burgeoning field of social psychology, focusing specifically on
the applied use of psychology in the fields of politics, advertising and healthcare.

Students will be introduced to psychological theory of attitudes, attractiveness, prejudice, groups and teams,
attribution, self-identity and helping behaviour. How do our attitudes affect our behaviour? Can we ever truly
overcome prejudice? What is the best way to address racial tension in schools? How important are a candidate’s
looks in a political campaign? How do juries behave, what influences them, and why? This wide-ranging course will
use case studies from Irish advertising campaigns, the healthcare system, recent Dail elections and the 2008
American presidential campaign to deepen students’ understanding of the structure and function of human behaviour
and its effects in the world. Students will conduct and present research to the class on topics of current interest, and
will have the opportunity to design and present the results of a psychological experiment of their choice.

21.Speech Therapy

Available: Session 1 ONLY

Code: ST1

Language and the ability to speak are two major aspects of everyday life. But how often do we stop and think about
the processes taking place to produce our stream of words in conversation? This course will analyze language in

252




terms of its core components, as well as looking at speech mechanisms and what can be done to compensate or
augment ineffective verbal speech. Important lifespan stages will be addressed, particularly early childhood
development and its bearing on later language acquisition. Major psychological theories that influence
communication will be discussed also. Emphasis will be placed on the broader scope of language, looking beyond
words alone, at discourse patterns and conversational threads in seemingly straightforward conversations.

22.Sports Science
Available: Session 2 ONLY
Code: SPO2

Did you know that without their support team (e.g physiotherapists, video analysts, equipment specialists) many
sporting legends would not have been successful? This course will show how it may be more than the genes you are
born with that make you in to a sports star. Many areas will be covered during this programme including,
physiotherapy, video analysis and technology. How to train efficiently, prevent injury and recover in the optimum time
will all be covered in physiotherapy labs. The human body will also be studied and the differences in the anatomy of
top class athletes will be discussed. Students will then analyse video footage of various rugby/football matches and
learn how statistics are gathered and then hear how the significance of these figures affects how head coaches adapt
their training methods. Questions that will be asked and hopefully answered include:

- Are top branded sports shoes really better than no-name brands?

Course Descriptions

o
23. 21% Century Technology Skills I
Available Session 1 ONLY I 1
Code: 21ST1

(in co-operation with) A Dublin City University Designated Research Centre

This three-week course, delivered by DCU's LINK Research Centre, introduces students to social media technologies
and explores how these technologies can be used in the workplace. Students will develop critical thinking, problem
solving, communication and collaboration skills through learning and applying a variety of digital technologies
including (v)podcasting, social networking, blogging and microblogging, multi-user virtual environments (incl. virtual
worlds and role-playing games), and mobile phone applications. Students will work in groups on projects with real
clients. With a heavy emphasis on applied skills, students will get the opportunity, through project work, research and
class discussions to demonstrate these new skills.

24.Veterinary Science

Available Session 1 ONLY

Code: VET1

This course will look at various aspects regarding the cause, treatment and prevention of diseases in animals. The
physiology, dietary requirements and the habitat of both household pets and farm animals will be studied. There is an
emphasis throughout the programme on problem-based learning and the use of case studies to give an insight into
the correct procedures to use when treating animals.

Students will learn the appropriate procedures to approach, handle and restrain animals in theory and also how to
manage livestock in a farm environment. They will acquire a fundamental knowledge of how poor husbandry may
contribute to disease. The class will be introduced to clinical cases and the correct methods in diagnosis and
treatment of various animals. The characteristics and methods of anaesthetics, sutures, and treatment of all types of
wounds will be described.

Students will visit the zoological gardens in Dublin to see first hand the physiology of exotic animals and will learn
more about some of the most exciting species on the plant including, tigers, snakes and crocodiles. This is a theory
based course and suitable for students wishing to pursue a career in the sciences or veterinary medicine.

25.War & Conflict Studies

Available Session 2 only

Code:  WCS2

This course in War and Conflict studies will examine the main wars and conflicts of the 20th Century through the lens
of three disciplines: history, international relations and international law. The origins, course and consequences of
World War |, World War 1l and the Cold War will be explored as well as the ideologies which dominated their
formation (nationalism, fascism, communism, capitalism). We will continue by examining the phenomenon of ethno-
political conflict in Yugoslavia and the Arab-Israeli conflict and methods of conflict resolution and post-conflict state-
building.
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On a thematic level, we will consider the relationship between war, human rights, propaganda, terrorism, the
persecution of war crimes and the regulation of conflict by the international community. Throughout the course, equal
emphasis will be placed on diplomatic, strategic, military and cultural perspectives and students will be stimulated by
carefully selected readings, documentaries, films and role-play activities. Discussions and debates will also feature
strongly. In short, this course will encourage students to explore why and how societies go to war and to examine
the changing nature of conflict in the 20th century.

26.Write, Act, Perform

Available Session 2 ONLY

Code: WAP2

Books, Film and Theatre are all linked and this course will focus on how each of these areas influence each other. To
begin with, students will look at different types of poetry, including song, and write their own examples, compiling a
class anthology by the end of the week. Guest Poets will read out from their own work and the students themselves
will perform their own poems in front of the group.

Students will then move on to studying the links between film adaptations and the books on which they were based
and will examine how the different mediums convey sense and meaning. Students will then create their own
character for a novel or play and perform a monologue of their character. Well known plays including various
Shakespeare pieces will be studied and students will write their own play and perform it to the class in the final week.

By the end of the course, students will have learned the most important techniques of literary analysis through the
close study of poetic, novelistic and theatrical works, as well of the application of these techniques to the process of
creating their own texts.

27.Writing for Life

Available Session 1 ONLY

Code: WRIT1

This course is designed for young writers to improve their skills. The course will deal with various aspects of writing
including short stories, novellas, and long narrative. A section of the course will be devoted to writing in verse, using
metre and constructing poetry. We will look at the development of writing from the idea stage to the actual written
word on the page. Works of established writers will be examined to help us with our craft.

Appendix B: Questionnaires
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CTYI questionnaire for parents of children on Saturday

classes

Note: The information that you supply is for reséaparposes only, and will remain completely confidén

Please circle your answers where appropriate.

Name: Sex : Male

Child’'s name : Child’s age:

Current Course Attended and Venue :

1. Has your child previously attended a CTYI class? Yes
No
2. How did classes at CTYI first come to your attetion?
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Through the school

Talking to other parents on the course
Magazine/newspaper article

Website

If there was a different source please indicate:

3. In general, how satisfied academically were yowith this set of classes
that your child attended at CTYI?

Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent
4. How would you rate your child’s attitude to attending CTYI classes?
Very positive Somewhat negative
Somewhat positive Very negative

Neither positive or negative

5. Do you feel your child has benefited from attending @sses at CTYI1?
Yes No
6. If you answered yes to the previous question, pleasndicate if you felt the

benefit was more

Academic Social Equal academic and socially
7. How was your child assessed to participate on theTd¥| programme?
CTYI assessment Psychologist Report
8. What reasons, if any, do you have for your chil@ttending the courses at
CTYI?
9. Rate the following statements about the reasomghy your child may have

attended this CTYI course, using the scale providedf you have any
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other reasons, please specify these in the spaceyded at the end of the
guestion:

Strongly Somewh Neither Somewh Strongly

Agree at Agree agree at Disagree
nor disagree
disagree

a He/She attended this

course to learn new 1 2 3 4 5

things
b He/She attended this

course to improve his 1 2 3 4 5

study techniques

c. Hel/she attended this
course because the 1 2 3 4 5
subject interested them.

d He/she attended this
course to make new 1 2 3 4 5
friends.

If your child has attended CTYI previously , pleaat the following statements.

Strongly Somewh Neither Somewh Strongly

Agree at Agree agree at Disagree
nor disagree
disagree

e. He/she attended this
course to renew old 1 2 3 4 5
acquaintances

f. Helshe attended this
course because they 1 2 3 4 5
enjoyeda previous
experience at CTYI

Other reason(s)

10. What achievements do you feel your child has reaksl as a result of their
attendance on the CTYI course?

Name of school (optional}
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Type of school: Public Private
Type of school: All boys All girls Mixed

No of pupils in school (approx):

No of pupils in your child’s class:

Current Class in School :

11. In general, how satisfied academically is yowhild at school?
Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent

12. How would you rate your child’s attitude to attending school?

Very positive Somewhat negative
Somewhat positive Very negative
Neither positive or negative

13 Does your child’s school offer any provisions for tgh ability children?
Yes No

14.  If you answered yes please indicate the type of prision offered.

15.  What do you think is your child’s favourite subect at school?

16. Relative to his/her peers in school how wouldoy rank your child’s
ability in the following subjects

Much Somewh| About | Somewh | Much
better at better | equal at worse | worse

Irish 1 2 3 4 5

English 1 2 3 4 5
Maths 1 2 3 4 5
Science 1 2 3 4 5
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History 1 2 3 4 5
Geography 1 2 3 4 5
Physical Education (PE 1 2 3 4 5
17. How comfortable is your child with studying onhis/her own?

18.

19.

Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Neutral

How comfortable are you with your child’s intelectual ability?

Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable

Does not affect me

In terms of encouragement and support for youchild with regard to

their ability please indicate the level of supporhe/she receives from the
following groups.

Strong Some Little No

support | support | support | support
Parents 1 2 3 4
Siblings 1 2 3 4
Teachers 1 2 3 4
Friends 1 2 3 4
Classmates 1 2 3 4
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20. How comfortable are you with the term gifted to desribe your child’s
academic ability?

Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Neutral

21. Would you describe your child as academicallyifged?
Yes No

Please explain your answer

Please return the completed questionnaire to CT¥hliD City University, Dublin 9.
Thanks for your help in completing this form.
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CTYI questionnaire for students on Saturday classes

Note: The information that you supply is for reséaperposes only, and will remain completely confidén

Please circle your answers where appropriate.

Name: Sex: Male Female

Current Class in School : Age

Current Course Attended and Venue :

1. Have you previously attended a CTYI class? Yes No
2. In general, how satisfied academically were yowith this set of classes at
CTYI?
Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent
3. How would you rate your attitude to attending CTYI classes?
Very positive Somewhat negative
Somewhat positive Very negative

Neither positive or negative

4, Do you feel you have benefited from attending classes CTY1?
Yes No
5. If you answered yes to the previous question, pleasndicate if you felt the

benefit was more

Academic Social Equal academic and socially

6. What reasons, if any, do you have for attendinthe courses at CTYI?
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7. Rate the following statements about the reasomghy you may have
attended this CTYI course, using the scale providedf you have any other
reasons, please specify these in the space providgdhe end of the question:

Strongly Somewh Neither Somewh Strongly

Agree at Agree agree at Disagree
nor disagree
disagree
a | attended this course to
. learn new things 1 2 3 4 5
b I attended this course to
improve my study 1 2 3 4 5
techniques
c. |attended this course
because the subject 1 2 3 4 5
interested me.
d | attended this course to
make new friends. 1 2 3 4 5

If you have attended CTYI previously , please thtefollowing statements.

Strongly Somewh Neither Somewh Strongly

Agree at Agree agree at Disagree
nor disagree
disagree

e. | attended this course to
renew old 1 2 3 4 5
acquaintances

f. | attended this course
because énjoyeda 1 2 3 4 5
previous experience at
CTYI

Other reason(s)

8. What achievements do you feel you have realised asesult of your
attendance on the CTYI course?
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Name of school (optional}

Type of school: All boys All girls Mixed

No of pupils in school (approx):

No of pupils in your class:

Current Class in School :

9. In general, how satisfied academically are you achool?
Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent
10. How would you rate your attitude to attending schot?
Very positive Somewhat negative
Somewhat positive Very negative
Neither positive or negative
11.  What is your favourite subject at school?
12. Do you get enough opportunity to study your faaurite subject at school?

Yes No

Please explain your answer.

13.

Relative to your classmates in school how wowau rank your ability in
the following subjects
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Much Somewh| About | Somewh | Much
better at better | equal | atworse | worse
Irish 1 2 3 4 5
English 1 2 3 4 5
Maths 1 2 3 4 5
Science 1 2 3 4 5
History 1 2 3 4 5
Geography 1 2 3 4 5
Physical Education (PE 1 2 3 4 5
14. How comfortable are you with studying on your wn?
Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Neutral
15. How comfortable are you with your intellectualability?
Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Does not affect me
16. In terms of encouragement and support that yoteceive with regard to

your ability please indicate the level of support gu receive from the

following groups.

Strong Some Little No

support | support | support | support
Parents 1 2 3 4
Siblings 1 2 3 4
Teachers 1 2 3 4
Friends 1 2 3 4
Classmates 1 2 3 4

17. How comfortable are you with the term gifted to desribe your academic

ability?

Very comfortable Slightly uncomfortable
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Quite comfortable Very uncomfortable

Neutral

18.  Would you describe yourself as academically ¢gfd?
Yes No

Please explain your answer

Please return the completed questionnaire to CTYhliD City University, Dublin 9.
Thanks for your help in completing this form.
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CTYI questionnaire for parents of children on Summe

Note:

courses

The information that you supply is for reséaparposes only, and will remain completely confidén

Please circle your answers where appropriate.

Name:

Sex: Male Female

Child’s name : Child’s age :

Course attended this summer :

1.
No

2.

Has your child previously attended a CTYI class? Yes

How did classes at CTYI first come to your attetion?

Through the school

Talking to other parents on the course
Magazine/newspaper article

Website

If there was a different source please indicate:

3.

In general, how satisfied academically were yowith this set of classes
that your child attended at CTYI?

Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent

How would you rate your child’s attitude to attending CTYI classes?

Very positive Somewhat negative
Somewhat positive Very negative
Neither positive or negative
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5. Do you feel your child has benefited from attending esses at CTYI1?

Yes No
6. If you answered yes to the previous question, pleasndicate if you felt
the benefit was more
Academic Social Equal academic and socially
7. How was your child assessed to participate on theT¥| programme?
CTYI assessment Psychologist Report
8. What reasons, if any, do you have for your chil@ttending the courses at
CTYI?
9. Rate the following statements about the reasoméghy your child may have

attended this CTYI course, using the scale providedf you have any
other reasons, please specify these in the spaceyided at the end of the
guestion:

Strongly Somewh Neither Somewh Strongly

Agree at Agree agree at Disagree
nor disagree
disagree

a He/She attended this

course to learn new 1 2 3 4 5

things
b He/She attended this

course to improve his 1 2 3 4 5

study techniques

c. He/she attended this
course because the 1 2 3 4 5
subject interested them.

d He/she attended this
course to make new 1 2 3 4 5
friends.

If your child has attended CTYI previously , pleaste the following statements.

Strongly Somewh Neither Somewh Strongly

Agree at Agree agree at Disagree
nor disagree
disagree

e. He/she attended this
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course to renew old 1 2 3 4 5
acquaintances

f. He/she attended this
course because they 1 2 3 4 5
enjoyeda previous
experience at CTYI

Other reason(s)

10.  What achievements do you feel your child has reabsl as a result of their
attendance on the CTYI course?

Name of school (optional}

Type of school: Public Private
Type of school: All boys All girls Mixed

No of pupils in school (approx):

No of pupils in your child’s class:

Current Year in School :

11. In general, how satisfied academically is yowhild at school?
Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent

12.  How would you rate your child’s attitude to attending school?

Very positive Somewhat negative
Somewhat positive Very negative
Neither positive or negative

13 Does your child’s school offer any provisions for tgh ability children?

Yes No
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14.  If you answered yes please indicate the type of prision offered.

15. What do you think is your child’s favourite subect at school?

269



16. Relative to his/her peers in school how wouldoy rank your child’s
ability in the following subjects

Much Somewh| About | Somewh | Much

better at better | equal at worse | worse
Irish 1 2 3 4 5
English 1 2 3 4 5
Maths 1 2 3 4 5
Science 1 2 3 4 5
Languages 1 2 3 4 5
Business 1 2 3 4 5
History 1 2 3 4 5
Geography 1 2 3 4 5
Physical Education (PE 1 2 3 4 5

17. How comfortable is your child with studying onhis/her own?

Very comfortable

Quite comfortable

Neutral

Slightly uncomfortable

Very uncomfortable

18. How comfortable are you with your child’s intelectual ability?

Very comfortable

Quite comfortable

Does not affect me

Slightly uncomfortable

Very uncomfortable

19. In terms of encouragement and support for youchild with regard to

their ability please indicate the level of supporhe/she receives from the

following groups.

Strong Some Little No

support | support | support | support
Parents 1 2 3 4
Siblings 1 2 3 4
Teachers 1 2 3 4
Friends 1 2 3 4
Classmates 1 2 3 4
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20. How comfortable are you with the term gifted to desribe your child’s
academic ability?

Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Neutral

21. Would you describe your child as academicallyifged?
Yes No

Please explain your answer

Please return the completed questionnaire to CTYhliD City University, Dublin 9.
Thanks for your help in completing this form.
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CTYI guestionnaire for students on Summer courses

Note: The information that you supply is for reséapeirposes only, and will remain completely confi@dén

Please circle your answers where appropriate.

Name: Sex: Male Female

Current Year in School : Age

Current Course Attended in DCU :

1. Have you previously attended a CTYI class? Yes No
2. In general, how satisfied academically were yowith this set of classes at
CTYI?
Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent
3. How would you rate your attitude to attending CTYI classes?
Very positive Somewhat negative
Somewhat positive Very negative

Neither positive or negative

4, Do you feel you have benefited from attending classes CTYI1?
Yes No
5. If you answered yes to the previous question, pleasndicate if you felt the

benefit was more
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Academic Social Equal academic and socially
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6. What reasons, if any, do you have for attendinthe courses at CTYI?

7. Rate the following statements about the reasomghy you may have
attended this CTYI course, using the scale providedf you have any other
reasons, please specify these in the space providgdhe end of the question:

Strongly Somewh Neither

Agree

a | attended this course to

. learn new things 1

b | attended this course to
improve my study 1
techniques

c. | attended this course
because the subject 1
interested me.

d | attended this course to
make new friends. 1

Somewh Strongly

at Agree  agree at Disagree
nor disagree
disagree
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5

If you have attended CTYI previously , please thtefollowing statements.

Strongly Somewh Neither

Agree

e. | attended this course to
renew old 1
acquaintances

f. | attended this course
because énjoyeda 1
previous experience at
CTYI

Other reason(s)

Somewh Strongly

at Agree  agree at Disagree
nor disagree
disagree
2 3 4 5
2 3 4 5
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8. What achievements do you feel you have realised asesult of your
attendance on the CTYI course?

Name of school (optional}

Type of school: All boys All girls Mixed

No of pupils in school (approx):

No of pupils in your class:

Current Year in School :

9. In general, how satisfied academically are you achool?
Very satisfied Somewhat dissatisfied
Quite satisfied Very dissatisfied
Indifferent

10. How would you rate your attitude to attending schot?

Very positive Somewhat negative
Somewhat positive Very negative
Neither positive or negative

11. What is your favourite subject at school?

12. Do you get enough opportunity to study your famurite subject at school?
Yes No

Please explain your answer.

277



13. Relative to your classmates in school how wowau rank your ability in
the following subjects

Much Somewh| About | Somewh | Much
better at better | equal at worse | worse
Irish 1 2 3 4 5
English 1 2 3 4 5
Maths 1 2 3 4 5
Science 1 2 3 4 5
History 1 2 3 4 5
Geography 1 2 3 4 5
Languages 1 2 3 4 5
Business 1 2 3 4 5
Physical Education (PE 1 2 3 4 5
14. How comfortable are you with studying on your wn?
Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Neutral
15. How comfortable are you with your intellectualability?
Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Does not affect me
16. In terms of encouragement and support that yoreceive with regard to
your ability please indicate the level of support gu receive from the
following groups.
Strong Some Little No
support | support | support | support
Parents 1 2 3 4
Siblings 1 2 3 4
Teachers 1 2 3 4
Friends 1 2 3 4
Classmates 1 2 3 4
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17. How comfortable are you with the term gifted to desribe your academic
ability?

Very comfortable Slightly uncomfortable
Quite comfortable Very uncomfortable
Neutral

18.  Would you describe yourself as academically ¢gfd?
Yes No

Please explain your answer

Thanks for your help in completing this form.
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Appendix C: Interview Questions and
Transcripts
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Student Interview Information

Can you describe the classes that you have attended
Prompts

Academic challenge

Academic Satisfaction

Attitude

Difference from School

Can you tell me a little bit about your school?
Prompts

Academic Challenge

Academic Satisfaction

Attitude

Difference from CTYI

What is your favourite subject at school?

Prompts

Are you the best at this subject in your class?
What about other subjects?

Are there other pupils in the school who are very good?

You attend CTYI, can you tell me a bit about your a
Prompts
Are you comfortable with it?

What about the term gifted?
Would you describe yourself as gifted?
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Parent Interview Information

Can you describe the classes that your child has at  tended at CTYI?
Prompts

Academic challenge

Academic Satisfaction

Attitude

Difference from School

Can you tell me a little bit about your child’s exp erience at school?
Prompts

Academic Challenge

Academic Satisfaction

Attitude

Difference from CTYI

What is his/her favourite subject at school?

Prompts

Are you the best at this subject in your class?

What about other subjects?

Are there other pupils in the school who are very good?

Your child attends CTYI, can you tell me a bit abou t their ability?
Prompts

Are you comfortable with it?

What about the term gifted?
Would you describe your child as gifted?
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S1

S1

S1

S1

S1

S1

S1

S1

S1

Can you describe the classes that you havedstteat CTYI?

| am attending journalism and we learn thingsuahow to write for a
paper and do stuff like feature articles. | likeeexthing in the classes.
It's different to school. We don’t do journalismschool and we learn
a lot. | like writing reports and stories in theijoalism class.

What is your attitude towards coming to DCU ftaisses?

Good.

What would you hope to achieve by coming on arse like this?
I would like to become a very good writer.
Can you tell me a little bit about your school?

Well, I'm in fourth class and | like it. It'sffierent to coming here
though.

What is your attitude towards attending school?
It is good.
Do you think you get challenged in school?

Not exactly, no. It's just that the questiors @t as hard as they
would be here and | know the answers easily in@icho

What is your favourite subject in school?

Spellings and Reading, mostly reading. In sctiomigh reading is
quite easy and | would do more reading at homead istories and
books at home that would be more advanced tharokcho

What would you like to study more of at school?

Better English challenges. | find English agaisier in school.

Is the chance to study journalism, a subject yloatdon’t do in school
an incentive to come to CTYI?

Definitely. To try something different that IMeaan interest in. It
makes it more fun here.

In terms of ability would you think you were battthan your
classmates at school, the same as them or wonséhdam?
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S1

S1

S1

S1

S1

S1

S1

S1

S1

S1

I would be better than most of the studentsyrciass although there
are some children who would be better than me biétter at certain
subjects. I'm better at maths and reading.

What about ones that you were not as good athesin your class?

I’'m not as good as | could be in Irish. | findharder than Maths and
English.

What about sports?

I’'m very good at sports. | really like them.

Would you be the best in your class?

| would be in the middle.

You attend CTYI, can you tell me a bit about yability?

Well, I guess | come here because I'm goodraesstuff. The boys in
my class would not be interested in a programmneethiis one. The
girls may be able and might be interested.

Who decided whether you come here, is it youepts or yourself.
Definitely myself.

Have you ever heard the term gifted?

No.

If you have somebody who is very talented at sthibey may be
described as gifted. Would you describe yoursetfitisd?

No. I don't think so. | would be good but | kntivat I'm not always
right.

How comfortable with your ability?
Very comfortable.

In school if the teacher asks a question to tagscare you comfortable
putting your hand up and answering?

Yes, definitely.
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S2

S2

S2

S2

S2

S2

S2

S2

S2

S2

S2

Can you describe the classes that you havedsteat CTYI?
| think they are fun. You get to write storéesl this is good.
Would you be satisfied with the classes?

Yes definitely, they are great craic.

Do you find them challenging academically?

Not this class because it's very enjoyable andgo at your own pace
but other classes like forensics were more chaithgnigut fun.

What is your attitude towards coming here?

It would be good.

Who decided whether you come here, you or youenia?
It's my own decision to come.

What would you hope to achieve from attending@pamme like this
one?

Learn how to write articles for newspapers,aauhid television. Being
able to write stories.

What about socially, anything you would like twhéeve there?
No, not really.
Can you tell me a little bit about your school?

It's good we are writing stories in school bliké to come here and do
a bit more.

Are you challenged in school?

A bit. In English and Irish maybe but not thieess.
What is your favourite subject at school?

Maths. We don’t do lots in school and it's vemyple.

How would you rank yourself compared to otherglean your class
at school.

Probably first in Maths and middle in Englisid drish.

What about sports?
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S2

S2

S2

S2

S2

S2

S2

S2

S2

S2

S2

S2

Well I'm not the best at them but | like pap@iing in them.
What is your attitude towards school?

I love going to school.

Are you satisfied with the level of challenge f@u in school?

It's fine in most of the subjects but | woulkilito do more Maths.
What about science?

We don’t do much but I like the experiments siudf. I'm good at
science.

You attend CTYI, can you tell me a bit about yability?

| think I'm about medium ability.

Are you comfortable with ability?

Yeah, it's just the way | am.

In school do you always put your hand up if yowow the answer?
Yes. | like doing this.

Are you comfortable working on your own?

| think it's good and | can do it.

Do you ever get a chance to practice at working@ur own?

We do projects and write stories.

Do you prefer it when your teacher is teaching o do you prefer
working by yourself?

| prefer to do it myself because when | do iniyself there's no noise

around me and | can concentrate better
Have you ever heard the term “gifted”?

No.

Well say you have someone who's really good atetbing, they'd be

considered gifted in that area. Would you consyaenrself gifted in
maths?

Yeah.
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S2

S3

S3

S3

S3

S3

S3

S3

S3

S3

Would you consider yourself challenged in thategt

Yeah.

Can you describe the classes that you have &iteadCTY1?

I like it

What other courses have you done here before?
Sport science

And how did you find that?

It was very good

Did you find that you were challenged in thosassles?
No

How do you feel about coming to the classes here?
Good

And is it your parents who want you to come oryda like coming
here yourself?

A bit of both. If | didn't want to come they pably wouldn't make me
come

And what do you get out of the course at the @initl?
Learn some new stuff

What kind of stuff?

| don't really know

And what about studying? Do you think by comingdTY| you learn
how to do that better?

| learn to do it better
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S3

S3

S3

S3

S3

S3

S3

S3

And what about sport science — what did you bkeet out of that
course?

| liked it because I'm into sport and it wasdjoo

And what about socially? Did you make friendsener do you just
come here to hear the classes and learn new things?

Both

And is it easier to make friends here, hardethersame?
Same

Can you tell me a little bit about your school?
It's good, I like it

In the morning do you look forward to going tdsol or do you wish
you had a day off?

A day off

Would you ever say that you don't want to godlaol cos you don't
like it?

No

And how challenged are you in school? Do you firttard, easy or
medium?

Sometimes hard and sometimes easy
And what do you find hard?

Sometimes | find bits of English hard, and somes maths and
sometimes Irish. It depends.

And what do you find easy?

It's sort of the same.

And what's your favourite subject?
Maths

And do you do much of that in school?
Yep

Would you like to do more of it?
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S3

S3

S3

S3

S3

S3

S3

S3

S3

S3

S3

S3

I wouldn't mind doing more of it

And how hard is the maths that you're doing?

It's hard enough, but | can do it

How would you rank yourself in your class in Msath
Second or third

And what about in English?

Fifth or sixth

And Irish?

Around the middle

Does anyone else in your school or class cont&nigl?
There's someone from my class, but he comesatnindays
And he'd be near the top in terms of ability too?
Yeah

Do you like sports?

Yeah. | like playing it and watching it

Are you good at sports?

I'm very good

And where would you rank yourself in your classports?
At least in the top 5

And do you play sports outside of school?

| play football

You attend CTYI, can you tell me a bit about yability?

I’'m quite comfortable with it.

In school, if you know the answer to a questiayuld you always put

your hand up?
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S3

S3

S3

S3

S3

S3

S3

S3

S3

S3

S3

Most of the time

Do you do any study on your own?
Yeah

Do you like it?

Yeah

Which do you prefer, studying on your own or teacher teaching
you in school?

On my own

Why is that?

Cos you can concentrate more and there's ndt talking
And is it hard sometimes to concentrate in school
Sometimes, but mostly not

And what about at CTYI? Do you find it hard tonoentrate or do you
prefer working on your own here or in the classRer

In the class here
And why is that?
Don't really know

Is it because everyone in these classes areestéatf in the topic, and
they all want to be here, do you think?

Yeah, yeah

Have you ever heard the term “gifted”?

No

Well, if you have someone who's very bright ipaaticular area they
would be considered gifted. So would you considerryelf gifted, or

very bright, or bright, or not so bright?

Not sure. It might be bright or it might be gdt
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S4

S4

S4

S4

S4

S4

S4

S4

s4

Can you describe the classes that you have a&iteadCTY1?

They're very good. The last one | went too wag good and this one
seems to be good so far and I'll see what it'sifikbe next two weeks

Do you find yourself challenged in these classes?
Yeah, this is pretty hard. I'm learning a lohef things
And what sort of things are you learning?

Well this class is about chemistry, so I'm leggrall about the atom
and molecules

And what about the courses you've done in th€?paghat have you
learnt that you didn't know before?

When | did the sports-science course | learrietlabout the kinds of
foods you should eat and how injuries happen. Aedcburses | did in
athlone; there was one about journalism and thaeaicreative
writing one. That was all about how to write sterénd the different
types of stories that there are

And how would that be different to school?

You don't learn just one particular subjectdna®l. | think it's better
here, going to one specific class at a time becaoisean learn about
that and when you're finished go on to somethisg el

What's your attitude to attending courses here?

| like going, and they're very good

What achievements would you hope to get by corim@ course like
this?

| want to do very well in secondary school, yjomior and leaving
cert

Would that be the main thing you'd hope to gdtaifut?
Well, it depends what | want to do when | gelteol

So classes like these help you get a glimpsehat wou might like to
do?

Yeah
And what about socially? Is there any social agement you'd like to

get when you come here?
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S4

S4

S4

S4

S4

sS4

S4

S4

S4

s4

sS4

Well, it's nice to make new friends and meet peaple.

Is that easier, harder or the same?

It's easy to meet new people if you're doingstrae thing as them
because you can start talking about what you'regj@ind then
eventually become good friends

Can you tell me a little bit about your school?

It's usually very good. Some things are a sy e@here isn't much at
the moment that I'm finding very difficult.

So you're not too challenged?

No

So you'd be more challenged when you come tsekabkere?
Yeah

And what's your attitude towards attending scRool

I go and | like it, my friends are there. Werteaew things and it's
good, but sometimes it can be a bit boring. Itgdyoverall.

What's your favourite subject in school?
Geography
Do you do much geography in school?

We have in most years. This year it's been @iooet history and
maths and English

How many is in your class?

22

Where would you rank yourself in your class irogephy?
Near the top

And what about in maths?

Definitely at the top

And in Irish?
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S4

S4

s4

S4

S4

S4

s4

S4

S4

S4

S4

I go to an Irish school, so there's a lot ofpbedout I'm up there
English?

| think my English is very good too

Do you like sports?

| do

How would you rank yourself in sports?

Very high — sixth or fifth

Are sports important to you as well?

Yeah

You attend CTYI, can you tell me a bit about yability?

It's good, | like it. | like reading, and I'mlalbo understand it so it
makes books seem better. It's also very good irts@s you can learn
from the professionals, and if you're smart you fiaeh out all the

different statistics

In school if you know the answer to a questionyda put your hand
up?

Yeah

All the time?

Most questions, yeah

How do you feel about working on your own?

I can work on my own, but | prefer working wétpartner but it
doesn't matter really

How comfortable are you with working on your own?

It's good, but I think it's better with partners

Why?

For one thing you have a friend with you, whghood, and they can
help you out with the different things. Especiaflyou have a project
where you have to draw something and you're not geod at art but

you're very good at facts, they could maybe draicture of a dancer
and you could write a bit about a famous theatre .
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S4

S4

S4

S4

S5

S5

S5

S5

S5

S5

So it's good to have another opinion and haveesoma to bounce ideas
off?

Yeah. If you're on your own usually you can gthwhat you want,
but sometimes you can find better ideas if you ymd partner have
different ideas

Have you ever heard the term gifted?

Yep

What have you heard about it?

To me it means being very good at things. I'tnveoy good at some
things, but that's what they say it means. | ltkém happy being told
I'm very good at things

So would you consider yourself gifted?

At some things, yes, like maths and englishnbinvery gifted at art

Can you describe the classes that you havedsteat CTYI?
It's really really good and | particularly likee experiments
Do you find yourself challenged in the class?

Sometimes it is, but not most of the timejuts taking down the
notes

Do you find it hard or difficult, compared to smbi?
Around the same, but more fun
What's your attitude to coming to the classes?

My mam asked me if | wanted to come and | saed it was my
decision

And are you positive about coming?
Yeah

What achievements would you hope to get by comima class like
this?

It would probably be easier to do chemistrycimo®l

And what about socially?
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S5

S5

S5

S5

S5

S5

S5

S5

S5

S5

S5

Yeah, I've made new friends

Was that something that you hoped would happee, loe is it just a
by-product?

A bit of both. | kinda hoped I'd make new frienthat | wouldn't be
the oldest or the youngest in the class and wauhdake any new
friends

Can you tell me a little bit about your school?

Yeah, it's fine. Sometimes the lessons aretaibg because some of
the books are really out of date — my friends mw&duone of our
books

Are you satisfied with the challenge you getahcol?

Yeah

What's your attitude towards going to school?

| don't mind but | don't like getting up in t®rning

And would your attitude to coming here be similaris it different?

Sometimes it's a bit different because we hagetten any homework
here yet, and we do in school

What's your favourite subject in school?

Maths would be one of my favourites, and langaag

Do you do enough maths in school, or would yoefgarto do more?
We do loads, over an hour. I'm happy with that

How would you rank yourself in maths in your das school?

There's 30 in the class. I'd be about thirthéngdirls, not sure about the
boys

And what about English?
Yeah, I'm good at that
And how would you rank yourself in that?

About seventh maybe
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S5

S5

S5

S5

S5

S5

S5

S5

S5

S5

S5

What about in Irish?

Irish is one of my best subjects. I'd be abeabsd best in the class
Does anyone else from your school come to chgsbs?

My friend tried out but he didn't get throughddhere's my sister
How do you feel about your ability in general?

I'm in between, yeah, and I'm happy with it

Do you like sports?

| love sports

And how would you rank yourself in sports?

Well I do gymnastics and no-one else in my dilaes that

So you're good at sports?

Yeah

And would that be one of your favourite things?

| don't like P.E. in school, but | do it outsifeschool. We do football
and | don't like football

You attend CTYI, can you tell me a bit about yability?
I think it's a good thing, I'm pretty comforta&olvith it.

If there's a question asked in school, would gatiyour hand up all
the time?

Not all the time, | wouldn't know the answerth# time, but I'd give it
a shot

And if you know the answer do you always put yband up?
No

Why not?

| don't know. Sometimes | wouldn't be too surg o

And do other people put their hand up all theetim
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S5

S5

S5

S5

S5

S5

S5

S5

S6

S6

No
So what happens normally?

He'll ask the question and then one or two @eagl answer it. Then
he'll ask another question, but more people ansaeh time, probably

Are you comfortable working on your own?

Yeah

Do you do much of that?

We do projects once a year, one with a stuéacher and one with
our teacher. We do it on countries, and with tlielesnt teacher we
always have to work in groups, and that's goodthed our teacher
does it individually

Which do you prefer?

Probably groups, because everybody works togatiteyou get a
much bigger project done

So the groups are easier?

Not easier, you just get more done

Do you find working on your own easy or hard?
It's not hard, about medium probably

Have you ever heard the term “giftedness”?

No

Can you describe the classes that you have &iteatdCTY|?

| wanted to go because | wanted to make staf bip but we're not
going to because my teacher never tells the trdth says we'll blow
something up next week but it didn't happen. He aé8d we'd make
an atomic bomb, and that didn't happen!

Do you like coming to these classes?

Yeah

Why?
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Cos it's fun

What would you hope to achieve at the end of it?
| don't know, really

Can you tell me a little bit about your school?

| don't like it.

Why not?

There's a lot of boring stuff

What's boring?

Work. | have a test at the end of the year dnurdbably get
everything wrong in maths

Why would that be?

| don't really like maths. | don't really conttate on it cos | don't like
it

And how do you feel about attending school?

Happy and bored

So in the morning do you look forward to goingsthool?
Sometimes | do and sometimes | don't

When do you not look forward to it?

Mostly when it's a long day, when we have tsamething and it
takes til three when we're supposed to go homejatger past 2

When do you like going, apart from when it's arslday?
When it's normal

And what would you do those days that you like?
P.E. and art, mostly

What's your favourite subject in school?

Swimming

And when do you do swimming?
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Wednesdays, but we don't do that any more. \&axt!'ll be going
again.

Do you like P.E.?

Yeah

How often do you do PE?

Not very often, maybe like once a month
Would you like to do more PE?

Yes!

Do you like English?

No, it's kinda boring since | already know, Jikgery English word,
except some | don't understand and some | camibprece.

Where would you rank yourself in English in yalass?

My class is mixed in with the first class, soms®l class and first are
together, but I'm probably first, but everyone wbhbeé first because
everyone knows English

But would you be better at English than othergdean your class?
I'm better than this guy called gareth and sanrbecause they can't
pronounce them properly. Harrison can't pronoustate properly, he
says m'estate

What about in maths? Are you best in your cldssaths?

No

Are there loads better than you, or some béeltien tyou, or half better
than you?

Half

What about in Irish?

I'm not very good. | don't like it, it's boring

You attend CTYI, can you tell me a bit about yability?

| don’t really think about it much.
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Can you work on your own?

Sometimes. Sometimes | just don't think about it
What about working in groups?

| like doing that

Do you prefer it to working on your own?

No. | prefer to work with my friends. Althoudhete's only two girls
that are my friends, and one | hate cos she's hdsgy-boots

In school, if you're asked a question, do youymur hand up if you
know the answer?

Yeah, but if it's Irish | don't usually answer
Why not?

Because sometimes they're hard questions doattieven get, | don't
know what the question means
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Can you describe the classes that your chilcattasided at CTYI?

She just turned nine there in April and thikeas first course. | am not
really concerned with her academic achievemenygias this is only
her first course, and it runs until she's 16 anywaymore interested
in her finding a place where she fits in and wherework level is to
her interests

And what are her attitudes to attending the @a8s

It's extremely positive, she looks forward td-rom when she comes
out at half five, until next Wednesday she's sdilog forward to it

and really happy. When she comes out she's extyezhatty and
when we come down, we come down from Belfast, wheine driving
down she's watching her dvds in the back, but as as we park she's
really chatty, she's really happy to be here

What ambitions would she have had in attendicguase like this?

She was quite nervous at the start, becaustosisesee herself
differently in her own school environment at thenote. She knows
she's different from the other kids so she digdtly know what to
expect; she didn't know if she would fit in, ostie’d make friends or
what the people where going to be like. But she&nlpleasantly
surprised

Can you tell me a bit about your child’s expedes at school?

Of course they're all gifted, high-1Q childreswah here, but she's been
reading and writing since she was two so her auium, she's in
primary-5 now up in Belfast which is the same 4stass down here,
it's so below her ability level and they're noemsted in acceleration
or doing anything for her, enrichment classes gttang. So we're
actually moving schools in September, I'm puttieg into private
school

What's her attitude about attending school?

Negative this year. Previously she loved scHowekd learning until
she got to 8/9 years of age and then she had eesttat all and she
just didn't want to go, whereas beforehand she dvbaVve had a panic-
attack if we were late in the traffic.

What's her favourite subject in school?
In school she excels at English and alwaysrdiat 2 young age; very
verbal, and her reading and writing, she alwayskead at that. Her

interests are in chemistry and forensics, whiehvegll beyond the
curriculum
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In school, would she get enough opportunitiedddenglish at the
level that she is at?

No, none at all. The reason why | started ascodered the ctyi
programme is because of the lack of interest tiresthool were
showing in her. Her teachers realised that shegifeesl so she was
never involved in a reading group or anything. ®as just left to do
her own thing — Chloe you go and pick a book, Clylme go and do
something, Chloe you go and help somebody elsea.i$hhe kind of
attitude they had with her and it happens to thkm a

In school, would she be the best in her clagsnaglish?

Yes.

And what about in Maths?

She's extremely good, she's above level at Aafrsm Maths would be
her least confident subject. In saying that, simedmalgebra, she can
apply, she knows there's ten digits and therelg fonir things you can
do with them and she can apply her knowledge tatnegnumbers
and stuff in algebra which she hasn't learned sk When it comes
to multiplication and division, which a skill thedchers aren't teaching
her, she's getting a bit lost in it, it's not beexgplained to her

Would there be other students in the class tlmatldvbe better than her
at maths?

At the same level as her. But she sees it aakness, because she
excels at everything else

Does she like sports?

Not at all, not sporty at all, although shejgeat swimmer. But she
doesn't go in for sport

Your child attends CTYI, can you tell me a biaib her ability?
She’s very comfortable with it.

Does she like studying on her own, or does ské&pmworking in
groups?

She likes studying on her own
What's your perception of the term “gifted”?

I'm probably a wee bit different from your otlparents because I've
actually done my masters in gifted education. Sqoergeption of it
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was that she was born with an ability to see thingsdifferent way
than other people, to want to know the reasonsbolethings — you just
can't be told that something's there and thattslesway it is, you
need to know why it is, you need to touch it aneékih and see it.
She also feels that she's here for a reason,hbat special. Of course,
all children are special and you tell them thegpecial , but she sees
herself as doing something in the future for thedjof society. This is
how she sees herself

Can you describe the classes that your chilcattanded at CTYI?

This is his first time here, and Kevin will hghg on Friday

| think he's satisfied, | think he's happy. | dambw if he understands
fully everything. | think academically he's findiftgdifficult in so far
as it's a challenge, and that's good for him

What's his attitude towards attending the cle@ses
He loves to come here, he wants to come heregerely positive

What ambitions do you think he might have hadoming on a course
like this?

I don't know. I think he knew some people whoweere, he liked the
idea. When he goes to a library the first placgdes is the reference
section , so he likes learning. I've been in ca@léwy the past four
years, so he likes the notion of going to colleige Dad, so he's been
extremely positive about coming here and he justtsvto learn. He
picked chemistry, | don't know why — there's noghat home to
encourage him towards chemistry, he picked it amddems to like it.
How much is going over his head and how much hederstanding it

| don't know

Can you tell me a bit about your child’s expedes at school?

Some things he finds hard...no, there's a cafgghgngs he finds hard,
but I think that's because he's switching off; lpg| reading, he finds
that so easy . He says he finds maths hard, but Wagets a
worksheet he just flies through it and | don't khime's challenged
sufficiently in school

What's his attitude towards attending school?
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It's about average, somewhere in the middle.nMieegets up in the
morning he doesn't want to go to school, but thes dut the door and
when he comes back he tells you what he did thatldhink he's
fairly normal from that perspective, | didn't wdatgo to school

What would his favourite subject be?

Probably maths. | know he says he doesn’t {jkaui | think that's
because he's not challenged enough. He likes Maths

Does he get much opportunity to study maths host?

For him, probably not

In maths, how would you rank him in his class?

| don't know. He's in a very bright cohort afdgnts and I think the
school recognises that as well. There's about biiolass and they're
all fairly bright, but how bright as regards matins not sure

What about English, would he be good at that?

He's very good at that and he'd probably beobttee top three, if not
the top person in his class

And what about in languages?

Irish 1 don't know, because we don't get endagtlback from the
school, or from him. But he's interested in, sagn€h, because I've
been to France. | don't speak French but | cancqumoee the words |
see on the page and he's fascinated by that tyfengfand he will try
and puzzle things out . Not translating, he'lland puzzle out how to
say it, so he's fascinated by that type of thing.

Does he like sports?

Not particularly. If he were to do a sport fog bwn satisfaction |
would encourage him towards an individual spor kithletics. He
plays soccer, but he goes for the social aspattofl he'll stand and
let the ball go by him if he's chatting to somebody

Your child attends CTYI, can you tell me a bitaib his ability?

I think he's comfortable with his ability. Asdid, he says “I'm no
good at maths”, but partly | think that's becaus's hot challenged
sufficiently at school in maths. His overall akilitthink he's happy,
but | think he needs more than school can give him

Is he able to work on his own?

306



P2

P2

P2

P2

P3

P3

P3

Yep
Does he prefer working on his own or in groups,?

| think he would like to work on his own. Idepend on what he was
going to do. | mean, I've frequently said “Thexgsir homework off
you go and do it” and he'll come back to me when fieished cos I've
two smaller children that need to be looked aftast,he’ll go off and
do it, but whether he'd like to be in group is &eotquestion

What do you think about the notion of “gifted”?

| have no problem with that concept. Basicaliy & trainee teacher
and | see a bell curve and there's kids who dredgand there are kids
who aren't and there are kids who fall in the nedsth I've no problem
in seeing some kids as gifted and some kids astisgyst the way
they are

Would you define Kevin as gifted, in that context
I would, but I'd have to acknowledge bias. Brg &nother son who |
wouldn't, yet, classify as gifted. But yet he shaiveilar spark as

Kevin, but | wouldn't necessarily put him forwaat this programme
just yet

Can you describe the classes that your chilcatiasded at CTYI?

Up until this one, chemistry, she has been hamayshe hasn't been
happy in chemistry. She felt that chemistry, atlibginning, was too
difficult and they weren't getting a chance font{s to be explained. It
got a bit better as it went on, | don't think itex, although maybe
that's just me, but I think it's the class. The wayas taught this time
around | don't think was the best

What's her attitude to attending the classes™ere

Definitely positive, she looks forward to it

What does she hope to achieve at the start otiese?

I don't think she has ambitions coming on as®like this, she's only
nine. We go through the list and say this'll be dunhis'll be great fun

So is it more academic or is it social?
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I would want her to come because of academsonsa but to her it's a
social thing especially because there's boys irthss. But she's
enjoying it because after the class when she goeeIshe's talking
more and she'll get into things more than she whaide done before.
Like when she's having a break from this she'leretsack to talking
just about her schoolwork, it's definitely broad&nher, it's opening
her up definitely

Can you tell me a bit about your child’s expedes at school?

She breezes through school, she would find $tho@asy. There'll be
times at school where she won't try, and she'lbdrack because of
that, because she doesn't have to put an efforttint
What's her attitude towards attending school?

She likes going, she does. She's in a lovelyadchnd she has a lovely
teacher and there's lovely children in her clasg$psthat reason she
likes going
What's her favourite subject, do you think?

English
And is she the best in her class at English?

Yes
What about the other subjects, like Maths?

She's not too fond of maths, maths is one tiiagshe might have to
work on. Although her teacher in school says thatssin the top two
or three in the class, she scored 98 in her réeshin maths, which
will give you an idea. She's doing very well in imgtbut it's definitely
not her favourite subject
What about in Irish?

She likes Irish, she picks up languages quickly

Is she one of the best in the class in that?

| think so, yes

Does she like sports?

She likes sports, but she's not very sportydsken't realise that, but
she's not a bit sporty

But she participates?

308



P3

P3

P3

P3

P3

P3

P3

P3

Oh yes
Your child attends CTYI, can you tell me a bitaib her ability?

She's getting there. She's not a confiderd tjitl. Every year she gets
more confident, but she's not too confident now

Is it because things are coming a little too glyi¢o her?

No, it's more of a social thing. She just ngedsd her place and
slowly work into things

Can she work on her own?

That's no problem to her, she'll happily workhen own. She'll work
in a group as well, but she'll work on her own gedinto it and do
something by herself no problem

So she can work in groups?

She can work in groups, yeah, but | think gkeslbeing in charge of
the group

So which do you think she'd prefer: On her owmnogroups?

It's a tough one, like for instance she didiarszhool recently on
Brazil and everyone had to participate. She haditifesarticle, but
she took the rest of it home for a week and coragléte rest of it on
her own. She likes the social part, she likes buiitly her friends but it
has to be done a certain way, her way

What's your feelings of the term “gifted”?

Well | think every parent finds things that thehild is gifted at, |
mean every child is gifted. | found it great to bdwer assessed here
and have her classed as gifted because I've ditiidren and | could
see that Naoise is really bright and she's doingamel she's gifted so
these other kids are doing well, it's not theyengtfthey're not doing as
well. So to class her as gifted is great

So you would consider her to be gifted?

Yes
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Can you describe the classes that your chilcattanded at CTYI?
Very satisfied. She likes them

What is her attitude to coming to the classeg®er

Yeah, grand. Not a bother

Before she started, what would she hope to aetsgvcoming on a
course like this?

| think she was hoping for a chemistry lab, withite coats and
bubbling jars. That was, | think, her idea

Do you think her ambitions would be academicaxial?

Academic, | think. Socially, outside of hereg'sta busy bee, so |
would say it was more academic, to get a tasteeothemistry

Can you tell me a bit about your child’s expedes at school?
They are very good. She really likes school.

What's her attitude towards attending school?

Very positive

And is it the same as here, or would she be rkees to go to school
or here?

Oh I'd say she'd be more keen to go to schablike, if | told her
she'd have to go to something else on a Wednesd&y Ise
disappointed, but she would go to something else.li8es coming
here, but if something else came up she wouldmtnfishe missed it.
She loves school she wouldn't miss that

What's her favourite subject in school?

Maths, I'd say

In school, would she be the best in the classylare?

I'd say she'd be up in the top four or five

How is she in English?

Comprehension is very good, and writing andineadeah she'd be
very good.
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Would she be the best in the class?

There's a few of them that would be the top divsix in everything,
and she's one of them. Thinking back to what thehter has told me
there's nothing that she would have a problem with

Does she like sports?

She does badminton, gymnastics and swimming

Your child attends CTYI, can you tell me a bitaib her ability?

| think she is comfortable. I've never discudbed with her, to be
honest with you

Now we would ask the kids is we would ask therthéy always put
their hands up if they know the answer, and sonegithey say no
because they don't want to always be the only atrethhe answer

That hasn't ever come forward, and certainlyeheher never said that
to me

How is she at working on her own?

She's grand. She doesn't mind it, she jusiogetdth things

And what about working in groups?

Equally good, | would say

And which do you think she would prefer?

If her friends are in the group, I'd say shi&e that better. But she
works well on her own at home — she's the youngfefstur and there's
a bit of a gap, so she's kind of used to beingesrotvn in some ways.
But if her friend was in the group, she'd jump itftat

Would she be the leader in a group?

No, I don't think so

What's your opinion of the term “gifted”?

My opinion has changed over the years, becatesédd nieces and
nephews and my own kids come here down the yeaswhat might
have started out as gifted as a special talent toned, | now feel that
for some kids it can be a burden, | just know fratimer kids. | feel that

she might not benefit as well as other kids becaosally she's fairly
fulfilled, with sports and everything. But if | hadkid who might be
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very bright in school, but socially might be chalyed, | feel this
would help them. But my idea of being gifted haaraed, where as
when | started out | would have been in awe okidewhereas now |
realise that can be a cross to bear

And would you classify Alanna as gifted?

No, | wouldn't actually

And why would that be?

Because | think she's kind of an all roundevatything, and all my
other kids are probably the same.

So you would have a negative connotation of &giftin a context that
it can have problems associated with it, and thghtvbe one of the
reasons that you wouldn't classify Alana as gifted?

Maybe, | didn't think of it like that. | didrthink of her as gifted, in
fact | was surprised that she got through the assesst
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Can you describe the classes that your chilétiesded at CTYI?

I think he's thoroughly enjoyed it, but we sfieally waited until the
boys were 10 or 11 and didn't send them any eaelien though it
was suggested they might have been candidatesrearli

Why would that be?

Because we thought they would get more out ahd we wanted to
get them established in sports and other thingsddouts and a few
other things. And if it had been nearer, as watduse it's a little
more difficult when they're smaller

What is his attitude to coming to the classes?

They're positive — 'hurry up we're going todte'l Rushing in from
school and ditching all his school stuff, yeah pnoblem at all

What do you think he hoped to achieve by coming aourse like
this?

| don't know, to be honest. Part of it woulddogvn to his sibling, and
wanting the same thing. He's very varied interdst's, fascinated by a
lot of things and he likes to know, and that'$li¢. wants to do all sorts
of things — he wants to do debating, and lots béothings as well, it's
not just the sciences

Would what he's hoping to achieve be more samacademic, do you
think?

I think it would be more academic, because Itdbimk...he's a very
sociable child, and there wouldn't be any bothéi Wwim being
involved socially with any group you'd put himanbut | don't think
he came expecting to be a social outlet, | thinkdmae expecting it to
be a class. But he came back saying it's diffdrem school, that it
was more relaxed and you could interrupt or aslstjoes. It was
different, the setup was different. So | think laene for the academic
and expected it to be that way, and was very hagmn it was more
than that

Can you tell me a bit about your child’s expedes at school?

I'd say it's not bad, but then he's not fondi®teacher this year which
is the first time that's ever happened - both efitthave always got on
up until fifth class, so maybe it's just a thingtwiifth where they take
a jump and the teacher is tougher and the schooligher. | don't
know, | haven't thought about it to be honest widhi. He comes in, he
gets the stuff done, and then he goes out. Hesial «id so it's all
about getting it finished and moving on. But ifdpets project work

314



PS5

PS5

PS5

PS5

PS5

PS5

and things he can get stuck into and do resear@ndmeally add his
own bit to it he'll spend a long time at it.

What's his attitude towards attending school?

Not negative, but he would give out a littlethis year, but that has to
do with the year that's in it. Previously he's biee, and even at that
it's not much, and it's only started lately, anat'thprobably because
his brother's gone to secondary school and is@freaished, so he
has to get up in the morning and his brother doesn'

What is his favourite subject in school?

I don't think he has one. | think he just gatslsinto them all. He's
doing lItalian, which he likes, which is very diféant. | think it grasps
him because it's different and he's learning somettinat nobody else
is learning

How would he be ranked in his class in subjekts tnaths, English
and Irish?

I'd say he'd be in the top 3, but it's not shingtthey discuss. They do
know he's coming here and all of his teachers sasy\ery bright.
When they do the drumcondra test they tell you inglse top
percentage, but they wouldn't discuss it in refatmother children in
the class

Is there other children in the school who attbpde?

Yes, on a fairly regular basis, | think. Theogis girl in his class, and
there was also a chap in raymonds class when héevasand | know
there are people, | think two, of his class whoehewme

So he's in an academic class?

Yes, but it's a small school, so if one or tWthem go off to do things
like that you know fairly instantly and you can lpitiem out. It's a
single stream school and there was 27 in Raymadiads and 24 in
Conors, so it's very easy to know what's going @h people

Your child attends CTYI, can you tell me a biaib her ability?

I think he is happy with it. | think he's a chWtho doesn't always
know he has it, which isn't a bad thing most oftthee. He would say
to you 'do you think | could do that?' and I'd sago on and give it a
go and then he's delighted with himself when hesdibéie would ask
often 'do you think I'm clever enough for that'amn | strong enough
for that'? But I think he's happy enough when hesdbings, he
doesn't always have the confidence though.
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Is he comfortable with working on his own?

Yes, he gets stuck into things and is very coabte with it. Having
said that, if it's something he doesn't want t@dd he has absolutely
no interest in it, like anybody else he'll find tether things to do
instead of it, and eventually if you say to himtthe'll have to do it
anyway he will get it done then

Is he comfortable working in groups?
He's very good
Would he assume a leadership position in a group?

Invariably he would be the group leader, orsit@ut leader or
whatever.

Why do you think that is?

It's just his character, it's the type of chimathat he is. | don't know,
again I've never analysed it to that degree, lduld find that is how
he is. He's an imaginative kid, so he'd always $§iadhething to do, and
when he finds something to do others just eitherijpor follow

What's your feeling about the term “gifted”?

It's not one | like in particular, because hkhéveryone's gifted in their
own way. However, | don't know that there's realtypther word to
describe somebody whose overall talents are attaircdevel. |
suppose it describes it very well but there's alladbnegative part with
it.

From your understanding of it, would conor faita the gifted
category?

Yes, | probably would. But we came to ctyi tigbwandrew conway,
so we had both children assessed on an overalldedehad a
discussion, so | formed an opinion based on anrexpgpinion where
they said he was good at this, this and this, ageharal all-rounder.
So | suppose yes is the answer to that
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Can you describe the classes that your chilcattasided at CTYI?
He is very satisfied. It challenges him a lotenthan school. Initially
he took writing which would be one of his favoursigbjects and he
really enjoyed it. Then he took marine biology anicink he learnt a
lot.

What's his attitude to attending the classeshere

Initially he was a little apprehensive but frafter the first class it has
been very positive, he loves it

What does he hope to achieve at the start oliese@

He really wants to learn something new and i ig@re knowledge.
He loves facts and figures.

So is it more academic or is it social?

I think when she started it was academic asdrétdhink school was
too difficult. Now though she likes the social seehe has made
friends with other children in the same situatisrhan. | think that
was unexpected but added to the experience.

Can you tell me a bit about your child’s expedes at school?

He’s not very satisfied. He finds things adigtlasy. He’s not really a
complainer though, he just gets on with it. Allddr at parent teacher
meetings is how good he is in class but sometireesduld come
home a little frustrated that he didn’t do muchtioat day.

What's his attitude towards attending school?

It's quite positive. He wants to learn new tisiisg he likes school
because of this. However she can be a little sashvie thinks this
doesn’t happen

What's his favourite subject, do you think?

English

And is he the best in her class at English?

I would think so, yes

What about the other subjects, like Maths?
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He likes Maths as well but | think he sees g@sething you do in
school. He would never do a puzzle book at hont@ath he would
read lots of books, mostly novels though. The teat#ils me she is
one of the best at Maths as well.

What about in Irish?

He likes Irish, and he tries in this subject.

Is he one of the best in the class in that?

Probably not as there are a few native speakéng class. He doesn'’t
mind this though.

Does he like sports?

Yes, he loves them, he plays on a football teadhhe’s pretty good.

Your child attends CTYI, can you tell me a bitaib his ability?

| think he is comfortable with it.

Why do you think this?

Well we've always encouraged him with anythiedghlas been
interested in and | guess he realised early oohond that things came
to him a little quicker than other students. Weehtried to tell him

that this is actually a good thing.

Can he work on his own?

This has improved since he started at CTYI. \grkn projects there
has encouraged him.

So he can work in groups?
He can but he ends up doing all the work.
So which do you think he'd prefer: On his ownrogroups?

Previously I'd have said groups but lately lgging better on his
own. I’'m not too worried though as he is good slbgia

What's your feelings of the term “gifted”?
I’'m not altogether too comfortable with it. Irtk it has elitist

connotations. | can see how it applies to Beeth@rehEinstein but
maybe I’'m confusing it with genius.
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So you would consider him to be gifted?

If it means someone who is academically in ¢pe56 of the
population then yes as | think he falls into thategory and he is lucky
because of it. If it means someone who breezesighrechool and life
without any struggles academically because thegal&ight then no,
at least | hope not as that would be difficult fiam.
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I Can you describe the classes that you havedstteat CTYI?

S7 They're interesting, fun and interactive. Yan ceally participate and
discuss within them. You can make your pointavéhyour say without being
judged on it.

I What's your attitude towards attending theses$ypf classes before

you come?

S7 Looking forward to it. | like to think of it associal thing and the

classes are something | don’t mind doing, | gmjoing...

I So you have a positive attitude before attengling

S7 Yes

I And what would you hope to achieve academidajlyattending these

type of classes?

S7 There is no set goal but | would like to kntnattl've left the class

having learned or gained something that lusor repeat later on.

I What would you hope to achieve socially by atieg here?

S7 Just make friends and such, the same as isaaig/ situation really.

I Does the course have an impact on what youn&itiy of studying at

college?

S7 | think so, | had a few things in mind and geftihe chance to have an
in depth look at it before you do it is really heilpso | can see what
interests me.

I Can you tell me a little bit about your school?

S7 | love school

I Ok, and what's your attitude towards attendicigool? Is it positive?

S7 Yeah, | really enjoy it.

I And do you feel academically challenged ay s¢hoo

S7 Yes actually, I'm lucky enough to get on weleach subject and with

the teachers but because it's new stuff I'mletiining rather than sitting

staring blankly into space.

I And what's your favourite subject at school?
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S7 Probably business and languages.

I Do you get enough of those subjects in schoot2iM/you like to do
more of them?

S7 | like the balance as well because | tenckmadil the subjects.

I Is the opportunity to study something that younan't normally do at
school an incentive to come to CTYI?

S7 Yes. One of them.

I What about your ability in relation to other pé® at school? In

subjects that you're good at do you think yobe#er, worse or the same as

other people in that subject?

S7 I'd say probably better than a good few at theoause mainly the
subjects that | really like are influenced by thetfthat I'm good at
them. They would be my best subjects as well asavyurite subjects.

I And what about subjects that you're not so gaidd

S7 Probably somewhere between “better than” amdddime as”. There
aren't any subjects that I'm bad at, just n@jcasl as my best.

I Are you still better than your peers in the sat§ you're not so good

at?

S7 Overall I'd feel I'm better than most of them..

I But you would feel you're better at certain b anyway?
S7 Yeah

I And what about sports?

S7 I'm probably the same as most people.

I Do others from your school attend here?

S7 Yes

I Who decided whether you should come here this%e
S7 Me

I And when you the first time?

S7 My Mammy
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So that changed over the year?

S7 Yes

I You attend CTYI, can you tell me a bit about yability?

S7 I’'m very comfortable with it.

I What's your understanding of the term “gifted”?

S7 Something you have a talent for, not necegsacademia but just
something you have a flare for.

I Do you consider yourself gifted?

S7 In the way that | defined it, then yes.

I In school, if you know the answer do you putiyband up?

S7 Yes. | have no problem in showing that | knbe answer.

I Do you think that “gifted” is a positive or ndgee stereotype?

S7 | would think of it positively but in terms atademia and even CTY]
it can be negative because there are other wwayes gifted.
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I Can you describe the classes that you havedsteat CTYI?

S8 The classes here offer more detail. In sch@ainuch broader but here
taking an aspect in detail is challenging and esakfar more interesting.

I Before you come here, what is your attitudetteraling these type of

classes?
S8 Without the social aspect, it sounds like al@elet but with friends
which is what brought me here the social aspettas the academic side

more enjoyable.

I What would you hope to achieve by coming here?

S8 An idea of what I'd like to take up in college.

I What about socially?

S8 Make friends but also make sure that no fedout of anything.
I What do you like about the classes?

S8 Very interactive. It's very easy to participatel ask questions without
being labelled. It's easier to talk in situatioike that.

I Can you tell me a little bit about your school?
S8 It depends on the classes. School in genarddea bit tiring.
I What in general is your attitude towards attegdschool?

S8 I'd call it indifferent. By the end of the yats moving towards “just
let it end”.

I Do you feel academically challenged in school?

S8 It's not because the subject is difficultntare that subjects like
languages aren't taught well in schools.

I What's your favourite subject in school?
S8 Probably Maths or English.

I Do you get enough of those subjects in schodihoryou have enough
time to study them?
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S8 Well English and maths are both heavy-loadetherstudy side in
terms of quotes and formulas. They both requlct af study and a lot
of outside knowledge to get the full marks.

I Is the chance to study something you can't dschool an incentive for
attending this program?

S8 Definitely. It's refreshing as well as intenegt

I In subjects that you're good at how would yaukrgourself in relation
to your peers? Would you be better, the sanwe a®rse than
them?

S8 I'd rank myself as an 8 out of 10. My schodtisamed so | would be
in the top class for maths.

I And what about subjects you're not so good altatvgubjects would
they be?

S8 Irish and French. Languages outside of English.

I Are you in the top stream for those classes?

S8 Irish- I'm doing ordinary level and in Frencim Istruggling with
higher level.

I So how would you rank yourself then in relattonyour peers in those
subjects?

S8 Very low. Around 3 or 4 out of 10.

I And what about sports? Do you like sports?

S8 I'm not against competitive sports, | useda&y pugby for three years

but I'd rather

I
you rank

S8
I
S8

I
you rank

S8

take up sports like archery, moobby based.

What about sport in terms of your appearancehool? How would
yourself?

In the middle.
Anyone else from your school attend here?
Yes, around 5 or 6 people.

In maths would you consider yourself the beghim class? How would
yourself?

About 5, in the middle.
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You attend CTYI, can you tell me a bit about yability?

S8 | wouldn't call myself gifted, more stronglyuedted.

I What's your understanding of the term?

S8 To be born with just a natural talent. Quickibalerstand new things.

I What about your own ability? Are you comfortalaeh it?

S8 In a broad sense yes, but I'm not very ambitigkisn it comes to
studying for school. If | put in more effort I'd Ibetter at Irish and

French for example.

I Are you happy with your ability as it is or issomething that you

wouldn’t talk to many people about?
S8 | wouldn't say I'm frustrated with my abilitythink there's room to get
better.

I In school would you put your hand up if you kndwe answer to a

guestion?
S8 I'd do it but not repeatedly. If it's just ypuwtting your hand up over
and over then its likely to get you singled out.
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Can you describe the classes that you havedstteat CTYI?

S9 Yes, the first course | did was philosophy #rad blew my mind
compared to what I'd been doing in school. It gyesat.

I When you're here do you find yourself challenge€TY1?

S9 Most of the time yes, now that I'm a bit olddot of the physics
experiments we're doing I've done before forltbaving Cert

I What do you like about the classes here?

S9 The way its taught. Being taught by lectureng Wwave just done a
masters degree. They are younger than most stdreatbiers and teach
as though they were a college lecturer. It ghikgsway | learn.

I And what's your attitude towards attending thiypes of
programmes?

S9 Well | had to work to get in this time, my paisewouldn't pay for me.
I So you're motivated?

S9 Yeah I'm motivated.

I What would you hope to achieve by attending thye of programme?
S9 By doing a lot of courses that could be puaanv. or college

application it shows

that I'm good academicalig aingle minded towards a

certain part of academia.

I

S9

didn't think
the course.

S9
Class work

S9
to attend to

What would you hope to achieve socially?

When | first came | was very quiet but whatgeaped over time, that |
would happen, is that | became antotre confident thanks to

Can you tell me a little bit about your school?

| like it because of my friends there and tkieaecurricular activities.
itself can be a bit of a drag.

What about your attitude towards attending s€¢hoo

| have to attend school. I've set goal of 6ditg for myself so | have
achieve that.

Do you find yourself academically challengedsahool?
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S9 More so in the Leaving Cert than the Juniot 6etr no so much that
I’'m suddenly madly interested in class.

I What's your favourite subject in school?

S9 It's either maths or physics. The physics teaishvery sound and
relatively old so he is able to joke in class dodsn’t need to stick to
rigidly to the textbook since he knows it alerjoy doing maths, my
brain is very mathematical.

I Do you get enough of your favourite subjectsachool? Would you

like opportunities to study more of them?

S9 Because of the choice system | couldn't dthalkubjects | wanted to
for the Leaving Cert so | ended up doing cladsstudies instead of
technical graphics. | would have preferred taetdh graphics rather than

another English based subject.

I Is the chance to do something you can't do ilmsthn incentive for
attending CTYI?

S9 Definitely yes. School is ridiculously easy wdaes CTYI is
challenging.

I In subjects that you’re good at how would yotengour ability in

relation to your peers at school?
S9 I've a bit of a reputation for being the bast o the year at maths
subjects. | wouldn't be the most intelligent @iebut definitely in

the maths subjects.
I And what about the subjects you're not so gd@d a

S9 I'd be above average but definitely not the. hes in the first class but
nowhere near the top of that class.

I And what about sports?

S9 I've played rugby since i was 9 and my schaslduch a strong rugby
tradition so if you want to play you'll play.

I How would you rank yourself sports-wise?
S9 Well...a bit below average...
I When you came here initially, whose decision was

S9 | came through the younger program which myséadin a
newspaper. My first year in the senior cycle svaacommuter but when |
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found out about the residential program and hawhnfun it was after
that it was my own decision.

I Do others from your school attend here?

S9 A couple from the year below me.

I You attend CTYI, can you tell me a bit about yability?

S9 Yes, when I'm at home doing my own researciwben | come here if
I go to write something on the board | look to Behke instructor
approves. I'm still slightly unsure of the way thpught process
works. To be gifted means having an higher 1Q onesthing like that
but a better ability for learning as opposed teotbeople. | prefer to
think of it more like a talent, the way sport isaéent.

I Would you consider yourself academically gifted?

S9 Yes

I Are you comfortable with that term?

S9 Oh yeah, gifted is fine.

I Are you comfortable with your own ability in geral?

S9 Yes

I In school, are you comfortable putting your haipdwhen you know
the answer to a guestion?

S9 Yes

I And would you be comfortable continuously dothgt?

S9 Yeah, | would. All the classes are streamed/'am¢h all the top
classes so everyone is as ambitious as me teello w
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I Can you describe the classes that you havedsteat CTYI?

S10 They are great. We're doing a lot of scienékperiments and we've
gone to the library twice to do our own researclictvis a first for us.

I What is your attitude towards attending thessses?
S10 So positive. I've never not wanted to go ¢taas in any course I've
ever done particularly psychology.

I What do you like about the classes here?

S10 This year | like the dynamic within the claBisere're are strong
personalities but also people who wouldn't bg wertspoken but have
good things to say. The discussion in the dlassilliant.

Everybody gets to give an opinion.

I What would you hope to achieve academically tiping on to a
course like this?

S10 We're doing a report and I'd like to give adjone because | always
felt that once you do a project in CTYI you kneamuch more about it. In
general it gives you such a good opinion of tmd and an insight for what
you would like to do in college.

I And what about socially?

S10 New friends, everybody loves to make new fiseand I've made some
great new friends already.

I Can you tell me a little bit about your school?
S10 I'm pretty happy at school.
I What is your attitude towards attending school?

S10 I'm positive towards school. | do well in sohao study so it's a lot
easier for me. I'm a prefect now so | have tert@usiastic.

I Do you feel academically challenged in school?

S10 No, not particularly. The only subject in sghiofind | have to work at
is maths.

I What's your favourite subjects in school?

S10 My favourite subject is music but academicilyprobably
economics.
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I Is the chance to study something you wouldrit'tgetudy in school

one of your incentives for coming here?

S10 | have many reasons for coming to CTY| but Wauld definitely be
one of them. It's such a good opportunity to gédrtow subjects. | did
speech therapy a few years ago and decided fovhmael want to do in
college.

I In subjects that you're good at would you say flou are better, the

same as or worse than people in your class?
S10 In most subjects I'd say I'd be at the tofnefclass. | tend to score
highly in most subjects.

I Would you still be better than most people ewesubjects you're not

so good at?

S10 Maths would be the only subject | find chalieg. | generally get Bs
in maths. | would say that | work harder thawotsof people not
necessarily that I'm better. I'd say i'm avenagiging on better than
most people.

I You attend CTYI, can you tell me a bit about yability?

S10 | am comfortable with my ability because I tbat | can help other
people.

I What's your understanding of the term gifted?

S10 | think gifted means that you excel in someghit might be
academically, intellectually or artistically. € Tmeans that we're
gifted academically, so to speak. It means thabhawes a gift, not that

we're special or we need special treatment.

I Would you consider yourself academically gifted?

S10 | would, yeah.

I In school if a questions asked would you putnjoand up to volunteer
the answer?

S10 Yeah.

I Would you continuously do that if you were th@yoperson?

S10 | would to a certain extent but then | wowddlfthat | shouldn't have to
be the only person to answer.

I Do other people from your school attend here?
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S10 There has been a couple from my school buasiotany as | would've

liked. We had the poster up for a while but gfear I'll kinda be encouraging
it.

I Would you consider yourself to be the best inrydass overall?

S10 Em..one of the top, yeah.
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I Can you describe the classes that you havedsteat CTYI?

S11 The reading is quite tough because it's cellegel reading. And
because it's legal reading there are a Iatrofi$ you
mightn't have encountered before. You also havkink differently

than for schoolwork.

I What is your attitude to attending the prograntme@re you come?
S11 This year in particular | was so excited tmedack as | was a
nevermore last year. But I've always been realtyted about attending

because you make loads of friends from all therplace.

I What do you like about the classes from an atéclperspective?

S11 There are things you never get to experiamsehool such as human
rights law. There is more discussion, more timglkand a more
interactive atmosphere than in normal schools.

I What would you hope to achieve in general bgraiing this course?

S11 This course will have given me a good ideaiathat | want to do.
After doing these courses | know that law is stinmg | would
want to do.

I Is there anything you'd like to achieve socially

S11 I've made a lot of friends here already ahdkeé to be able to hang on
to them. It's good because you get to meet pdopiteall over the country
and America. It's a really good way to meet newpe.

I Can you tell me a little bit about your school?

S11 | do like school. It's a good school and irfifairly well. My teachers
are good. I've a lot of friends in school anchpjeof extra curricular activity.

I What's your attitude towards attending school?

S11 | work when | get to school. | mightn't hagenork as hard as other
people but | like to work to keep my grades up.

I Do you feel challenged at school?

S11 Sometimes. In some subjects that are sloveedplan just sitting there
but fast paced classes like maths are challgngichose
physics because | thought it'd be more challenthan other subjects.

I What would your favourite school subject be?
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S11 It would probably be English. | love to read &hink critically about
the books that we read. | love to write as well.

I In school do you think you get enough time ait tsubject? Would you
like more of it?

S11 We do get a lot of time at it but it wouldrbee to have more English.

I Is taking a subject that you can't study at stlome of your incentives

for coming?

S11 Well definitely one of them, yeah. We're nealcky here because we
get the chance to study those subjects like kggalies, philosophy and
journalism.

I In subjects that you're good at, with relatiorybur peers in school,
would you say you're better, worse or the santbes?

S11 I'd probably be worse than a lot of peoplkigh, | struggle with it. In
English I'd be top of the class a lot.

I What about sports?

S11 | play hockey and I'm ok at running but | vanil be the best at sports
at all. Probably the lower end of middle.

I Do others from your school attend here?

S11 Yeah, there are a few people but no one frgmgear. There was 2
girls from the year below me and 4 from the yaaove me.

I Would you think of yourself as being the besyour class in school?
S11 Well 1 wouldn’t like to think like that buidi'be fairly ok. | do get good
grades a lot.

I You attend CTYI, can you tell me a bit about yability?

S11 I’'m fairly comfortable with it. It can be a l@tvkward sometimes,

when people ask you “how do you know that?”

I In school if the class gets asked a questionladvgou put your hand up
if you knew the answer?

S11 Yes.
I 5 minutes later would you put your hand up again

S11 Yes.
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I What's your understanding of the term giftedj@meral, not even how
it relates to yourself?

S11 | would usually think of gifted as someone whtalented at music or
art or singing or something like that. Or the@reabsolute genius.

I Would you think of yourself as academically gdtthen?

S11 I'd say I'm lucky with everything. | do welitd wouldn't say I'm
gifted.

I Would you be uncomfortable with that term?

S11 | wouldn't be comfortable with describing nifyss gifted.
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S12 Yeah, they are very interesting. I've donenegeand English courses
before so | decided to try something different.

I What is your attitude towards attending the €lidse before you come

here?

S12 | look forward to the classes. You're treaead student rather than a

kid.

I What do you like about the classes?

S12 | like the way they're more lecture basedyThaelso more open to

discussion which is better than school.

I What would you hope to achieve by attending ¢htgpe of courses?

S12 With the science and English | was hopinglh me in school. With

this i was hoping to just get a taste for I& itot offered in our school up

to the Junior Cert so | figured I'd try it here.

I Can you tell me a little bit about your school?

S12 Yeah | enjoy school. | was in St. Michaelsfi@t year but then

moved to gonzaga which | really enjoy.

I What's your attitude towards attending schoajeneral?

S12 I'm just after finishing transition year whisfas ok. It wasn't well

organised but I've enjoyed the first 3 years aamyw like school though.

I Do you find yourself challenged academicallysaghool?

S12 In some classes. | find maths challengingjiEmgot so much. It's

more maths and sciences that | find challendiegjoy the challenge

though.

I What would your favourite subject be?

S12 English would be one of my favourites, geolgyags well.

I Do you think in school you get enough time totdose subjects or

would like to do more of those?

S12 Last year we only got to do modules of thdagses but from first to

third year there were enough of those classes.

Can you describe the classes that you havedstteat CTYI?
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I Is the opportunity to study something that yoaundn't normally do in

school is that one of your incentives for comivege?
S12 Yeah definitely this year and in previous gezs well, especially with
novel writing.

I've always had an interest in writing. | enjoykd zoology course in
my first year.

I In the school subjects that you're good at, Ehghnd geography, how
would you rank your ability in relation to youegrs?

S12 In English I'd say I'm probably better tham éiverage person, same
with geography. In maths I'd be a bit above ayerdhere are people
better than me in science. My weakness is prgtdabhbuages.

I What about sports?

S12 | played rugby up until last year but thetadi® was a joke so | joined
a gym instead and went running.

I You attend CTYI, can you tell me a bit about yability?

S12 I'm pretty good, not amazing, but probablydydtian the average
person at most things.

I Do other people from your school attend here?
S12 There is one from my year and one from foyetr.
I And would you consider yourself the best in yolass?

S12 In certain subjects. I'm near enough in Ehglisd geography. Maths,
I'd be near the top but languages | wouldn't be.

I Are you comfortable with your ability?

S12 Yeah, in most subjects. | went for grindsrishl last year but still
didn’t do to well in that subject for the junioert.

I If you're in school and the class is asked astjoe and you know the
answer. Would you put your hand up?

S12 Yeah, | would.

I What's your understanding of the term giftedwiit it being in

reference to yourself?
S12 I'd link it mainly towards intelligence andademic achievement. It's
an overall ability.
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I Would you consider yourself academically gifted?

S12 I'd like to think so. I've got my strengthslany weaknesses.

I Are you comfortable with the term gifted?

S12 Definitely, all my friends know I'm here. $nit like I'd be ashamed to

say what I'm
doing here. I like it.
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I Can you describe the classes that your chilcattasided at CTYI?

P7 Yes. She directed a play for one of the draasses without any
previous experience of doing that. She has doa®a for 3
years now but | was still surprised she undertbekchallenge of

directing the play.

I Before she attended what would have been hiéudgttowards
attending a programme like this?

P7 She was very enthusiastic to attend. Even @féeoriginal assessment
she wasn't deflated she was eager to try reattalrihe questions in her
own time. She was motivated to try and qualifgiaghis year. It was very
positive and after she looked at the websitense sure she wanted to attend.

I What would you hope she might achieve from atiieg a program like

this?
P7 Spending a lot of time with other people her agd becoming
independent and self motivated. Something likewhll allow her to show

her creative side.

I Can you tell me a bit about your child’s expedes at school?

P7 Yeah, she likes school. She has friends in $¢hadd sometimes think
that the very formal approach is a bit constreti8he is very
outspoken without being disruptive. She is  verthasiastic.

I What's her attitude towards attending school?

P7 It's very good. She was very enthusiastic aecchbse which school
and subjects she preferred so she has always kegfocused on that.

It's a positive attitude to school.

I Do you feel that she is challenged academiaalgchool?

P7 Yes and no. In maths when she finishes ahet afther students she
tends to daydream which causes a loss in fodhéwhe class.
She felt that if she'd have been challenged nmottee class it would have

made her work harder.

I What's her favourite subjects in school?

P7 Maths and science. She also enjoys writingnigligh.

I In school does she get enough time to studyetisobjects?

P7 For the Junior Cert it wasn't a problem bubuld be concerned for
the Leaving Cert. She wants to carry on doingspisybut because of
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budget cuts the physics class will be affectdskre aren't
enough subjects choices within the Irish education system.

I How would you rank her in subjects that she'sdjat in relation to her
peers at school?

P7 She wouldn't be the best at maths. She triedange to a more
challenging class but didn't do well enoughhi@ €xam. She gets Bs in maths
whereas science she always gets As.

I What about sports?

P7 She's not very athletic but she is part ofc@eoteam. It's mostly for
the social aspect with her friends. She engoyisnming. She is
not a driven athlete but is quite happy outdoors.

I Your child attends CTYI, can you tell me a biaib her ability?

P7 With her, she will tackle problems or face atradjes head on. She
won't feel defeated because something is difficult.
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I Can you describe the classes that your childattasded at CTYI?
P8 Yes, | think they were very good and challeggin

I What was his attitude towards attending thistgp programme before
he attended?

P8 | think he forgot what CTYI was like. He iniliawould have preferred
to hang out with his friends at home. Once he adiand started
sharing his scientific interests he enjoyed it.

I What would you like him to achieve by attendagrogram like this?

P8 With Sam we wanted him to realise where hedstodife. In his own

school he was a big fish in a small pond bud¢ehto hide his ability by

lowering his standards. | felt coming here washdw him the higher
standards other people set for themselves.

I Can you tell me a bit about your child’s expedes at school?

P8 He likes it but he gets bored.

I Do you feel he gets academically challengec:hos|?

P8 No, | don't. Sam takes everything in his stldestill he gets awards
every year for his work without putting in too afiuof an effort.

I What is his attitude towards attending school?

P8 Sam won't cause a row with anybody, he godsthw flow. Stephen
had contempt for the school, the teachers angupés. He felt that he was
there to learn and if they weren't teaching hiopprly then they should be
fired.

I What is Sam’s favourite subject at school?

P8 He seems to be equally good in maths and Endlis surprised me
with how well he did in the science subjects.

I Is the chance to study something you wouldn'indechool an

incentive for him to come here? Or for you todsbim here?
P8 We send him to have him realise that he calW\gowanted him to
realise that he was just as smart as StepherPaasof it was ego boost.

I Is he better than his peers in school at mdsjests?
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P8 He would be, yeah. | worry he seems to be haddshoulders above
his friends. Another reason for sending him heas so he wouldn't judge
himself by their standards.

I What about sports?

P8 Stephen and | both detest sports and the euhat surrounds sports.
Stephen is clumsy whereas Sam is very dextdyouis not
interested in team sports.

I Your child attends CTYI, can you tell me a bitaib his ability?

P8 Sam will be interesting, him dealing with sdhetl be totally
different to him dealing with university.

I In general what is your understanding of theteifted?

P8 | feel uncomfortable about it. | would nevey samy family or friends
that my two sons are gifted. | am very proudheinh but wouldn’t boast
about their ability.

I Would you feel that they're academically giftedwould you put them
below what you consider academically gifted t8 be

P8 Stephen always just came first in everythingesawas obviously very
gifted from an early age. Sam nearly hides d ttegree, he proves it by
effortlessly succeeding in exams. Sam hidesdad@mic gifts under his
personality, he seems very well balanced.

I Your child attends CTYI, can you tell me a bitaib his ability?
P8 Stephen is comfortable since going to univwerSiam will be

interesting, him dealing with school will bedty different to
him dealing with university.
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I Can you describe the classes that your chilcattanded at CTYI?

P9 She's in secure, safe environment where stsedee can be herself.
She has the freedom to express herself in angivayvants.

I What is her attitude towards attending the dadsefore she goes?

P9 This was her fourth session and after every glea says “I'm not

going anymore” because she enjoyed it so mucldisim think it could
be improved upon. Last year she was adamant abe'tgoing back because
a lot of her friends had finished but she chargggdecision and varies a
little bit.

I What would you like her to achieve by attendihgse courses?

P9 | don't have any high expectations in thatees@But initially when

she went to do it it improved her social ski$e didn't have great social
skills due to the fact that she felt she didnint

I What about academically?

P9 If she likes a subject and wants to do wall tlien she will do well at
it.

I Can you tell me a bit about your child’s expedes at school?
P9 She loved transition year, and secondary sckoeh she went in first.
Transition year and CTYI helped her a lot in therise as it gave her a

broader perspective.

I What is her attitude towards attending school?

P9 She was fantastic in transition year. She lg@tsd in school but she is
adamant that she will not have a problem whergsles back in fifth year as
she will have an objective. She always putsquneson herself.

I Does she find herself challenged academicallcimool?

P9 | don't think so really. She did in the begmnin first year when it
was all new and very interesting. Ashling is viargused.

I What's her favourite subjects?

P9 She loves history and English. She loves vgrigind poetry. She
would write stuff herself and had done sincewhs very young.
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I Is the opportunity for her to study something slan't do in school an
incentive for her to attend here or it mostlyestfactors.

P9 | think it's the whole package really. The sabmatter would have to
appeal to her but it wouldn't just the subjeetter. As the years have gone
on it has more to do with the whole experienci. of

I In subjects that she's good at would you thivdt she is much better
than her class mates?

P9 | wouldn't say she's much better academicailyrbterms of aptitude
tests she's fantastic. She's very naturallyligeat, not just what
you learn in books.

I Is she good at sports?

P9 She would have been in the past but not so maeemtly. She would
have played gaelic and hockey. She did tae kveoloidyears.

I Is she naturally talented at that?

P9 She wouldn't have been naturally talented paiticularly the tae
kwon do. She struggled at the higher levels beeahe was
physically designed for it. She was better atedirartial arts after.

I Do other people from her school attend?

P9 One of her friends went one of the years butstitaShe would have
friends now that she has met through CTY!.

I Your child attends CTYI, can you tell me a dioait her ability?

P9 | would have been very no nonsense abouté&wgiuldn't have been
given any preferential treatment. | knew she alager from an early
age though.

I What's your own understanding of the term gifted

P9 | would always have considered gifted to bhila grodigy. | don't
consider her to be gifted. | don't treat her different and hope that she
wouldn't expect to be treated any different.

I Would you consider her to be academically giftieein?

P9 She's naturally intelligent but she needs piydperself in order to do
well.
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I Can you describe the classes that your chilcattanded at CTYI?

P10 The most important thing after the first ysamot the subjects on offer
but who else is going to the programme. He fe#t fl@ar he was maybe
too old to attend as the people he often looketbwpere gone
but it wasn't the case as he had a fantastic year.

I What achievements would you like him to reafizen attending this

type of programme?

P10 Motivation and confidence. Adolescents areilagpkor stimulation in
all different ways. He always has always had afdtiends but what
he needs here is motivation.

I Can you tell me a bit about your child’s expedes at school?

P10 He loved school up until this year. This y&as his transition year
and has been difficult. He overloaded himselktable-wise and in terms of
activities so his attitude became more cynical.

I What about his attitude towards attending school

P10 Superb up until this year. He absolutely losehbol. He loves a
challenge but ultimately most things aren't¢ballenging for him.
I Is he academically challenged at school?

P10 He's very unforgiving of poor teaching. Hesgatgry with the
teachers and in particular his maths teacher.

I What is his favourite subject in school?

P10 English, History and he loves French. He wialde been good at
maths up until this year but he's keen to sat dlit.

I Is the opportunity to study something he caa'trdschool an incentive
for attending?

P10 Yes. It's the idea of focusing in on sometlaing devouring it in one
chunk. Here it's intense and he can get intaittkdy and immerse
himself in it.

I In subjects in school that he is good at wowddk better than his
peers or worse?

P10 In English he is probably top of the class lamdeckons that he is
number one in the year. He'd be way ahead ofleaop-rench and

344



History. He did very well in his history proje¢tis maths is not above
average. It's about average at the moment.

I What about sports?

P10 He played hockey, he goes out running. He gotwe gym. This year
he was not part of school activities partly begalie took on things
outside of it. Sport and being fit is importamthim.

I How good is he at sports?

P10 He was a nifty hockey player when he keptupaHe's no good at
rugby but still put on the jersey and go out play.

I Your child attends CTYI, can you tell me a Wuoat his ability?

P10 | think he's very lucky in the sense that pesty bright and has social
graces. He's pretty balanced and has a goodhinsig things. He likes
people and people like him so | think he's ok.

I What's your general understanding of the terited?

P10 | think it's a very loaded term and | dorkelit.

I What's your perception of what gifted is? Doderan exist?

P10 | think talented youth is not a bad formulaefe are things that make
me shy away from the term gifted because youbeagifted in different

ways. | think that there is a burden put on tHeds because it's like
you're so gifted the world had to make speciabaunodation for you.
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I Can you describe the classes that your chilcattanded at CTYI?
P11 The standard and pace of the class is faehidine subjects
themselves are more interesting. The standanisqieers was
so high it definitely challenged him.

I What would his attitude be towards attendingsés before he attends

them?

P11 Each year it was his decision to do it. Hete@mo do the tests and
after the first year he wanted to do the tesirafgaget a scholarship which
he got. He always looked forward to it espegiafter doing the

CTY!I for primary schools.

I What achievement would you hope he'd realismfattending these
classes?

P11 | hoped he'd realise that study was somethatgcould be enjoyed,
not just endured.

Wanting to study rather than just to pass exdins.various courses
he did would also give him a flavour of collegmdemia.

I Can you tell me a bit about your child’s expedes at school?

P11 He liked school this year as he moved toradgchool. It's like CTYI
asin its challenging and the kids are highlyiwaded in
general. The teachers are young and interesdi@glidn't find his original

school challenging or interesting.

I What is his attitude towards attending schoajemeral?

P11 Fourth year was a disaster as it wasn't aingilhg. The transition year
was terrible as he had nothing to do. He wished $kipped straight to
fifth year. He just got so lazy. He found firstthird year very easy.

I What's his best or favourite subject in school?

P11 He's good at them all. He loves Irish ancery good at it. English too.
Maths he felt he wasn't too good but he's dainght. He finds geography
very easy. | think he likes all his subjects.

I Relative to his peers would he have been muttebtan them in all
his subjects?

P11 Yes. He would have been the best in the alasgerything.

I Did anyone else from that school attend?
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P11 No, a boy from third year attended when heiwésst year.

I Your child attends CTYI, can you tell me a Wuoat his ability?

P11 | suppose that first time he was assessetiarsdores were so high it
shocked me a little. For the junior cert | reatighat my way of studying
wasn't the only effective way for him. He coulerally just glance at it
and know it instantly.

I What's you're understanding of the term giftedeneral?

P11 It's kind of an embarrassing term in a waychildren are gifted in so
many ways so its not a term I'm terribly comfblégawith. CTYI is a nicer
term. | suppose it means highly capable acaddiyica

I Would you consider him gifted even though it®anm you're not
comfortable with?

P11 | knew from when he was two that he was higifted. | felt the

concept made me nervous because it comes witheong. | knew he was
going to be bored in school.
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I Can you describe the classes that your chilcattanded at CTYI?

P12 She never said she found it difficult butlthesl of challenge is above
what she'd normally be used to.

I What is her attitude towards attending the fiirsie?

P12 | think she was a bit apprehensive the fins¢ ut from day one she
was delighted and looked forward to the secorelemen more.

I What would you like her to achieve by attending?
P12 | think the courses she did are the onesatbald appeal to her after
she leaves

school.

I And what about socially?

P12 She was always very sociable. She had loafuieéls that she made
here and keeps in contact with them.

I Can you tell me a bit about your child’s expedes at school?
P12 She loves school.
I How challenged academically is she in school?

P12 She didn't push herself to hard while stilhdavell. She was very
comfortable.

I What's her attitude towards school in general?
P12 Very good. She likes to do well and to please.
I What's her favourite subjects?

P12 She loves sciences. And languages. She didlreend Spanish for the
Junior Cert and loved it.

I In subjects she's good at where would she belation to her peers in

school? At the top of the class?
P12 She'd be at the top in most subjects. Shkdisime's not great at maths
herself.

I Are there others from the school attending here?

P12 No
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I Is the opportunity to study something you woularormally get in

school one of the main incentives or is it mareia?
P12 | felt that it would push her a little bit nrecsutside her comfort zone
and open her mind to be with kids who are highbtivated as apposed to

her own friends.

I Your child attends CTYI, can you tell me a dioait her ability?

P12 Well, I would have expected that she wouldogethe course here. I'm
glad she did as | feel it has opened her eyesabab she can do. |
find she is well balanced and | don't have tohell to get out of her

books and socialise.

I What's your understanding of the term giftedj@meral? Are you

comfortable with it?
P12 | do hear the term a lot and | feel sorrytl@ ones who don't have the
social skills to go along with the academic skilt has kind of a negative

stereotype attached to it.

I Would you consider Aisling to be academicallftepl?

P12 No, I don't really. I think she's bright bwtduldn't ever say to
someone that she was gifted. I'd say that shéovigist and could do whatever
she wants.

I So how comfortable are you with that term?

P12 I'm not. It's not really a term that | woulkku
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Parent Plain Language Statement

This study is part of a thesis to be completedheyltish Centre for Talented Youth (CTYI) Directorr olm
O'Reilly as part of a taught doctorate programmeeauride tutelage of Dr Gerry McNamara from the Stlodo
Education at Dublin City University. All participanin the study will be parents and students attendourses at
CTYI. The study will focus on high ability studerand what perceived effects that attending Satuadaly
summer courses run by CTYI have on their acadentcsanial development. The study will look at reestor
students attending the CTYI classes and any achiemsnthey may have realised as a result of atteedaom
the perspectives of the students and their par€hesstudy will also compare levels of academicsEattion with
CTYI classes compared to school and also in compalififering attitudes that students may have iarating
CTYI compared to school. The research will invateenpletion of a questionnaire and a possible tapedview
following the return of the questionnaire. Partétipn in this study will lead to greater undersiagdf the needs

of high ability children and will allow CTYI to makKeetter provisions for these children.

While parents will be evaluating CTY! in one aspaut! the research is being conducted by the DireftGT Y|
a potential bias may occur. This research is desigo analyse the current provisions availablegb hbility
children and currently CTYI is the largest availablglet in this country. The researcher would hityz all
participants are honest in their responses antethts hope to portray an accurate assessmeme pfovisions
for gifted children in this country. The supervidor this thesis Dr Gerry McNamara is a leadingezkjn
programme evaluation and is the cofounder and boeardber of the Irish Evaluation Network. Pleasesmured
that your participation/non participation in thesearch will in no way affect your relationshipm@&TY1 or
DCU.

All information provided to the researcher will treated in confidence and no names will be useddrpublished
research. The information gathered will be storethée offices of CTYI at Dublin City University analy the
researcher will have access to this informationy participants may withdraw from the study at atage and

there will be no penalty for withdrawing from theoject before all stages have been completed.

If participants have concerns about this studywisth to contact an independent person,

please contact:

The Secretary, Dublin City University Research Ethics Committee, c/o Office of the Vice-
President for Research, Dublin City University, Dubl in 9. Tel 01-7008000
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Parent Informed Consent Form

Dear parent

You currently have a child attending programme$wite Irish Centre for Talented Youth (CTYI) on
Saturday mornings or summer programmes. CTY| inuite to participate in a research study being
carried out to identify the perceived effects of\Cprogrammes on participants and their parentss Th
research is being carried out by Colm O’Reilly, Bieector of CTYI as part of a taught doctorate
programme under the supervision of Dr Gerry McNan@drthe School of Education at Dublin City
University.

The research study will involve completion of a sfignnaire and then a small sample of students will
be selected to participate in further audio tapeerviews. The questionnaire should take about 10
minutes to complete and the follow up interviewadis are called upon should take a further 15
minutes. Please take time to read and answernigtigns below. If you have any concerns or
guestions in relation to the research please co@islon O’Reilly at (01)-7005634 or 086-8610733.

Participant — please complete the following (Cir8les or No for each question)

Have you read or had read to you the Plain Languatgement Yes/No

Do you understand the information provided? /Mes
Have you had an opportunity to ask questions asdudis this study? Yes/No
Have you received satisfactory answers to all yquestions? Yes/No

Are you aware that if selected your follow up intew will be audiotaped? Yes/No

All information provided to the researcher will treated in confidence and no names will be used in
the published research. The information gatherdidoeistored in the offices of CTYI at Dublin City
University and only the researcher will have acteghis information. Any participants may withdraw
from the study at any stage and there will be naaftg for withdrawing from the project before all
stages have been completed.

| have read and understood the information in fbrsn. My questions and concerns have been
answered by the researchers, and | have a copysoédnsent form. Therefore, | consent to take par
in this research project

Participants Signature:

Name in Block Capitals:

Witness:

Date:
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Student Plain Language Statement

This study is part of a project to be completedhgylrish Centre for Talented Youth (CTYI) Director
Mr Colm O’Reilly as part of a taught doctorate piamme under the supervision of Dr Gerry
McNamara from the School of Education at Dubliny@iniversity. All participants in the study will

be parents and students attending courses at hélstudy will focus on high ability students like
yourself and what perceived effects that atten@atyrday and summer courses run by CTYI have on
your academic and social development. The stutljyomk at what reasons you may have for
attending the CTYI classes and what achievementsnay have realised as a result of attendance. The
study will also compare your level of academicsatition with CTYI classes compared to school and
also in comparing differing attitudes that you nieye in attending CTYI compared to school. The
research will involve completion of a questionnairel a possible taped interview following the retur
of the questionnaire. Participation in this studl l@ad to greater understanding of the needsgti h

ability children and will allow CTYI to make bettprovisions for high ability children.

All information provided to the researcher will tseated in confidence and no names will be used in
the published research. The information gatherdico@istored in the offices of CTYI at Dublin City
University and only the researcher will have acteghis information. Any participants may withdraw
from the study at any stage and there will be naaftg for withdrawing from the project before all

stages have been completed.

If participants have concerns about this studywisth to contact an independent person,

please contact:

The Secretary, Dublin City University Research Ethics Committee, c/o Office of the Vice-
President for Research, Dublin City University, Dubl in 9. Tel 01-7008000
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Student Informed Consent Form
Dear student

You are currently attending programmes with ThehliCentre for Talented Youth (CTYI). CTYI

would like to invite you to participate in a resgfastudy being carried out to identify the percdive
effects of CTYI programmes on participants andrtharents. This research is being carried out by
Colm O’'Reilly, the Director of CTYI as part of aught doctorate programme under the supervision of
Dr Gerry McNamara of the School of Education at Du@ity University.

The research study will involve completion of a sfignnaire and then a small sample of students will
be selected to participate in further audio tapeerviews. The questionnaire should take about 10
minutes to complete and the follow up interviewadis are called upon should take a further 15
minutes. Please take time to read and answennigtigns below. If you have any concerns or
guestions in relation to the research please cb@@m O’Reilly at (01)-7005634 or 086-8610733.

Participant — please complete the following (Cir¥les or No for each question)
Have you read or had read to you the Plain Langu@ggement for Students? Yes/No

Do you understand the information provided? /Mes
Have you had an opportunity to ask questions asdugis this study? Yes/No
Have you received satisfactory answers to all yquestions? Yes/No

Are you aware that if selected your follow up intew will be audiotaped? Yes/No

All information provided to the researcher will tseated in confidence and no names will be used in
the published research. The information gatherdico@istored in the offices of CTYI at Dublin City
University and only the researcher will have acteghis information. Any participants may withdraw
from the study at any stage and there will be naaftg for withdrawing from the project before all
stages have been completed.

| have read and understood the information in fbrsn. My questions and concerns have been
answered by the researchers, and | have a copysoédnsent form. Therefore, | consent to take par
in this research project

Participants Signature:

Name in Block Capitals:

Witness:

Date:
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