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ACHIEVEMENT-RELATED BEHAVIOUR IN GIFTED CHILDREN:
a case study approach

by Helen Kenny.

ABSTRACT

This thesis explores achievement-related behaviour in
a group of twenty-two gifted children laiving in Dublain.
The literature relating to giftedness and motivation 1is
reviewed. The methodology 1s described. The children's
home and school backgrounds are described i1n terms of
factors believed to influence motivation and achievement.
Counclusions are drawn about the effectiveness of the home
and school as environments for facilitating achievement.
The homes, on the whole. are found to provide the type of
background generally associated with the development of
gifts anéd talents. Gifted children are found to have
problems 1in Dublin schools. These problems concern the
content and difficulty level of work assigned, the pace of
progress, teacher feedback, working condaitions and
discipl nary regimes. Reference 1s made to the effect of
perceived demand/ acceptance by parents and teachers on
che child's motivation. Chaildren's self-concepts,
thinking styles,attitudes to school and learning, peer
relationships and actual achievement levels are descrabed.
Inappropriate classroom behaviours are seen to be linked
to a particular cognitive style 1involving the right

cerebral hemisphere, indicating that the convergent
thinking tasks so often prescribed for these children may
be alien to their preferred way of thinking. Peer
problems are also evident in the data. Many of these
resulted from differences 1i1n 1laifestyle, levels of

experisnce and reasoning ability as well as a desire to
excel and shcw leadership. The conclusions are summarised
and recommendalions made for improving the school as a
learning envaironment for gifted children. There 1s a
danger that in 1ooking for generalizable patterns of
behaviour 1n such a small sample, one may depersonalise
the child and fail to take account of the unique
background of experience and a unique set of perceptions
wharch s/he selectively brings to bear on any situation. To
give a Dbetter insight into each <child's achievement-
related behaviour profiles have been drawn up for each
child showing the factors which at the time of the study
seemed to Dbe most relevant to each child's achievement
behaviour and highlaighting areas of concern where
appropr.ate.




I. INTRODUCTION

THE IRISH EXPERIENCE

The Irish Department of Education 1ssues no guidelines
for the identification of gifted children, nor does 1t make
any special educational provision for them.

In 1983, following representations by the Irash
Association for Gifted Children, the then Minister for
Education appointed a Senior Inspector to liase with the
Association on matters concerning the gifted. This
inspector was given no budget and no special powers and was
not available for comsultation by individual parents. The
following year (1984), a government "Programme for Action 1in
Education. 84-87" was published, setting out educational

priorities. Item 2.35 of that document reads as follows:

"A submission has been received in relation to
the particular problems of gifted children. The
implications of catering specifically for the needs
of this group will be considered during the period
of the programme".

A Progress Report for 1985 showed that wvery 1little

progress had been made (March, 1986):

"The Department continued 1ts liaison with
parties interested in this matter and 1s considering
a proposition, as yet 1n 1ts early stages, under
which regionally-based special courses in
mathematics might be organised for gifted children
1n primary schools".




The Progress Report for 1986 showed little change. No
mention was made of the aforementioned special courses in
mathematics:

"The Department continued 1ts contacts with
interested parties in 1986. In certain cases
arrangements were made for accelerated promotion of
individual children, although, having regard to the
need for the development of individual children, it
may be that in the majority of cases, an extension
of the range of challenging experiences, while
retaining the "gifted" children within age peer

groups may be the best strategy. Reference 1is made
to the needs of this group at in-service courses for
teachers".

The words "it may be " seem to imply that the Department is
not sure of its ground, that there is no evidence on which
to base any decision 1n relation to the placement of gifted
children, so that the traditional system, placement by age,
has become, by default, the" best strategy".

As can be seen from the foregoing, the Department has
taken no 1initiative on the matter, but simply reacted to
submissions from interested outside parties, foremost among
which 1s the Irish Association for Gifted Children. Thais
Association 1s a voluntary group working to assist parents,
educators and the social services in the care of gifted and
talented children in Ireland.

Through her work as a Council member and later as
Chairperson of the Association the present researcher became
aware of the presence of very many gifted under-achieving
children. Because there was no school psychological service
at primary level, and because of excessive demands on the
Health Board Services, gifted children requiring
psychological services for educational guidance and

placement purposes only were, with few exceptions, being put
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on the end of very long waiting lists. Children with severe
medical and emotional problems were given priority. Many
children were 1n fact first recognised as gifted as a result
of having been referred for assessment for behavioural
problems and not as a result of high educational
achievement. It seemed that becoming disruptive,
emotionally distressed or refusing school altogether was the
only way these children could get the system to acknowledge
their abilaty. When teachers finally received a report
stating that the child was gifted, frequently changes were
initiated with a view to modifying the child's behaviour,
not his/her academic performance. The symptoms were treated
while the cause remained untouched. Often this was because
the teachers lacked training in dealing with gifted children
and hesitated to do anything which would make the child
stand out as different or special, even when the child was
unquestionably different and recognised as such by his/her

peers.
THE BRITISH EXPERIENCE

One would expect that countries which have for a
considerable time recognised that gifted children exist and
have specific needs could provide models of progress £from
which Ireland could learn. However, evidence from Braitish
and American studies shows an alarming degree of
educational underprovision and of underachievement among
gifted children as the following reports show. A survey
undertaken by Braitish school inspectors in 1978 in over a

thousand praimary classrooms containing seven, nine and




eleven year olds showed that, in subjects other than art,
crafts and music, the higher the child's ability, the less
likely s/he was to be doing work that was sufficiently
challenging (H.M.S5.0.,1978). The results of a survey of
10% of second-level schools in England and Wales also found
that gifted children were no@ reaching their potential.
Concern was expressed that teacher opinion was the main
means of 1dentification employed rather than more formal
measures (H.M.S5.0,1979).

Painter (1980) studied the attainments and other
characteristics of seventy-three gifted and sixty-four
average bright (I.Q. Stanford-Binet 130 or under) primary
school children. She found that for many of the comparisons
made, levels of attainment relative to their ability were
lower for the gifted group than for the other group, She
also found a high level of frustration and a more variation

in levels of attainment among the gifted group.

THE AMERICAN EXPERIENCE

A Nation at Risk: The Report of the National Commission
for Excellence 1in Education (1983) caused consternation
among United States educators. It was found that over half
of the gifted students failed to match tested ability waith
comparable achievement at school. Among the recommendations

made was:

e, gifted students may need a curriculum
enriched and accelerated beyond even the needs of
the other students of high ability..." (p24).




{
On the subject of excellénce, the Report states:

"At the level of the individual learner, 1t
means performing at the boundary of 1individual
ability 21n ways that test and push back personal
limits". (pl2).

Goodlad (1984) in "A Place Called School", a report on
research involving 1350 teachers and 17,163 students from
kindergarten to Grade 12 i1in American schools reveals:

"Only rarely did we find evidence to suggest
instruction likely to go beyond the mere possession of
information to a level of understanding”.

He speaks of boredom as a disease of epidemic proportions,
although he did £find that <children 1n accelerated or
enriched classes did spend more time on relatively high

level cognitive processes. (Cited by Feldhusen & Hoover,

1984) .

GIFTEDNESS AND TUUNDERACHTFVEMENT

Gifted and underachieving children risk a high 1ncidence
of social &nd =2motional difficultaes, (Pringle, 1970; Janos
& Robinscn, 198%), poor self-image and lack of self-
confidence, which 1s often manifested by agressiveness 1in
boys and withdrawal in girls (Whitmore, 1980). The higher
the TI.Q. the greater the risk (Hollingworth,1942; Janos &
Robinson, 1985). Boredom and frustration at school are
prime contributors to emotional disturbance
(Tannenbaumw, 1986, Maltby,1984) although too low parental
expectations and 1inconsistent child-rearing practises are

also factors (Praingle, 1970).




THE PRESENT RESEARCH

Faced with such an accumulation of depressing evidence,
the present researcher decided to undertake this study. It
was almost a reconnaisance mission. Working on the theory
that diagnosis must precede prescription, 1t attempts to
shed some 1light on the process of achievement-related
behaviour as experienced by a small sample of gifted

children i1n primary schools.

The Purposes of the Study

A. By a review of the literature, to ascertain which
factors are commonly associated with achievement-
related behaviour.

B. To describe the life-space of a group of gifted
children 1n terms of factors believed to 1influence
achievement.

C. To discover those factors which appear to be relevent
for each 1individual child and to describe how they
operate and interact to promote or inhibit
achievement-related behaviour.

D. To make recommendations on the educational provision

required for gifted children.
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LITERATURE REVIEW

The literature on giftedness can be categorised under many
headaings. Those which follow have been chosen because they
encompass the major factors which have been associated waith
the concept of giftedness, These are: high abilaity,
generally understood as a high level of 1intelligence and
perceived as a sine qua non of giftedness; creativity which
seems to characterize the products of those who have reached
the pinnacle of achievement i1n their respective fields; and
motivation or task committment, which appears to be the
process which translates potential into achievement

The nature of intelligence has been the subject of much
debate. It has been described in terms of the types of
knowledge 1involved, the ways 1in which the knowledge 1is
represented, the processes which can be applied to 1t and
the developmental sequences in which the various levels of
information-processing ability appear. There is
digsagreement among experts on whether there 1s one
underlying ability (general intelligence), which underpans
or controls all intelligent behaviour, or whether there are
many different types of abilitaes, perhaps having a
hierarchial structure, or indeed whether there are different
types of intelligences, corresponding to different kinds of
knowisdge e.g. spatial, numerical, logical-mathematical.
The search for artificial intelligence has led to a quest
for aqreater specificity in describing aspects of the human
information processing system.

The products of many high-achieving people are




characterised by their orlglhallty or creativity. The
review of creativity research deals with this aspect of high
achievement. Creativaity 1s described in terms of problem-
solving and of working at the cutting edge of one's field.
The various stages of the creative process are outlined and
the type of socio-cultural context associated with its
development 1s descraibed. Thq role of knowledge, especially
highly accessible prototypical knowledge, and of domain-
specific instruction 1s discussed. The choice of cognitaive
style and the application of appropriate cognitive
strategies are examined. Evidence 1s presented relating to
the feasibilaity and usefulness of attempting to test
creativity. The impact of personal, motivational and
environmental factors on real-life creativity 1s described.
The section concludes with a discussion of the usefulness of
creativity viewed as a construct separate from intelligence.

Motivation 1s a necessary link between ability and
achievement. It 1s aintrinsically linked with the self-
coacept, the way 1in which the 1individual conceptualises
experience. It 1s the product of person-environment
interaction. The section on motivation which follows deals
with the cognitive aspects of motivation, in particular with
the reasons which one attraibutes to success/failure
experiences. As every would-be non-smoker has discovered,
changing what we know will not, by 1tself, always alter
behaviour. There 1s also an emotional aspect to be
considered. The literature suggests that the cognitive and

emotional aspects influence each other, but some experts




believe that 1t 1iIs the anticipation of the affective
consequences of behaviour which appears to be the "spring of
action™. Parents, teachers and peers, because they are
significant actors in the child®"s field of experience, can

influence the child*s knowledge and emotions and thus

his/her motivation and achievement. The section on
motivation discusses their role. Other elements of the
child®"s experience, which the [literature shows to be
important for achievement behaviour, for example the

challenge potential of the environment, the degree of
independence accorded the child and the type of Tfeedback

available to him/her, are also examined.



1 THE CONCEPT OF GIFTEDNESS

WHO ARE THE GIFTED ?

To find the answer to this question, let us first look
at some commonly used and officially approved definitions.
Eric Ogilvie (1973) working in England with the Schools
Council produced the following definition:

"The term gifted is used to iIndicate any
child who is outstanding in either a general
or specific ability in a relatively broad or
narrow field of endeavour™

He goes on to suggest that recognized tests (e.g.-
intelligence tests) could be used to define giftedness, or
that, in their absence, subjective judgements on manifest
originality and 1imagination could be used as criteria.
There 1s a certain instinctive appeal about this definition
which attempts to be all things to all men, but it is too
poorly focused to add much to the concept of giftedness.

Her Majesty"s Inspectors of Schools (H.M.1.)(1977)
produced the following:

"Gifted children are those who are generally
recognized by their school as being of superior
all-round intellectual ability, confirmed where
possible by a reliable individual 1intelligence
test giving an 1Q of 130 or more™.

Both of these British definitions agree on the notion of
giftedness as exceptional ability (Ogilvie: ‘Toutstanding’;
HMI : “superior'™).

However, while Ogilvie refers to general or specific

ability H.M.I. require "all-round” intellectual ability.

Both approve of the use of intelligence test scores as
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criteria of giftedness.

Albert & Runco (1986) point out that general
intellectual ability and specific academic aptitude are
usually and significantly positively correlated, and that
accurate measurement of one of these areas should give a
useful prediction of potential performance in the other.

The official American definition is moreinformative
than either of theBritish ones, sinceit specifies the
performance areas In question. In 1972 the U.S.
Commissioner of Education, Marland, reporting to Congress,
used the following definition which was Hlater enshrined in
U.S. Public Law 91-930 Section 806. This definition is
accepted and used widely throughout the U.S. for the purpose
of selecting children who are in need of special curricular
provision. It reads as follows:

"Gifted and talented children are those
identified by professionally qualified persons,
who by virtue of outstanding abilities are
capable of high performance. These are children
who require differentiated educational programs
and/or services beyond those normally provided by
the regular school program in order to realise
their contribution to self and society.

Children capable of high performance include

those with demonstrated achievement and/or
potential ability in any of the following areas:

1. General intellectual ability

2. Specific academic aptitude

3. Creative or productive thinking
4. Leadership ability

5. Visual or performing arts™.

Another definition is found in Renzulli®s (1978) "Three-

Ring Conception of Giftedness™:
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"Gifted behaviour consists of behaviours

that reflect an interaction among three basic

clusters of human traits - these clusters being

above average general and/or specific abilities,

high levels of task commitment and high levels of

creativity.  Individuals capable of developing

gifted behaviour are those possessing or capable

of developing this composite set of traits and

applying them to any potentially valuable area of

human performance. Persons who manifest or are
capable of developing an interaction among these
three clusters require a wide variety of
educational opportunities and services that are

not ordinarily provided through regular

instructional programs™.
Renzulli has further developed his conception of giftedness
to take iInto account the fact that the three basic clusters
are embedded in a background of personality and environment
(Renzul11,1986). His graphic representation of the Three-
Ring Concept of Giftedness gives examples of general and
specific areas to which gifted behaviour can be applied.

It should be noted that neither of these American
definitions refers to a particular 1Q cut-off point, below
which one cannot be considered gifted. This reflects the
modern thinking that giftedness is a multi-faceted
phenomenon, which encompasses much more than simply the
school learning which 1Q tests predict quite well. The
implication here 1is that identification through provision
should be the objective rather than identification followed
by provision. This is to say that a child can more easily
be identified as gifted in a challenging environment where
the learning experiences require high intelligence, evoke
creative response, and stimulate motivation thereby enabling
the child to manifest gifted behaviour and where the teacher

is a careful observer and monitor of progress. Both Marland

12



and Renzulli distinguish between potential and manifest
giftedness. High ability does not necessarily translate

into high achievement.

The definitions produced by H.M.I., Ogilvie and Marland
fail to make a 1link between ability and achievement.
Renzulli's definition goes some way towards bridging the gap
by aintroducing the notion of task commitment as well as by
acknowledging the part played by personal and environmental
factors.

- This accords with Feldhusen's view: "Giftedness 1s a
combinatlon of general ability, special talents, self-concept
éng motivation that pre-disposes the gifted individual to
learn, to achieve and to straive for excellence"
(Feldhusen, 1986) .

In general 1t seems that giftedness encompasses a
complex 1interaction between intellectual abilities (high
level general intellectual ability and /Jor specific
ébl}itles/talents and possibly creativity), a high self-
concept, a high 1level of motivation and an environment

favourable to the pursuit of excellence.
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IT (21) GIFTEDNESS: THE LINK WITH INTELLIGENCE

Intelligence has beén described as "that combination of
abilities required for survival and advancement within a
particular culture" (Anastasi,b1982).

At the beginning of the century Alfred Binet in France
devised tests designed to measure 1ntelligence. The
questions 1increase 1in difficulty until the child fails to
give correct answers. The level at which this happens
indicates the child's mental age 1.e. 1f most ten year olds
could reach that level, the mental age 1s ten. This 1s
then divided by the child's chronological age and multiplied
b¥ 100 to yield an aintelligence quotient I.Q.

Louis Terman of Stanford Unaiversity translated these
tests 1into English and they became known as the Stanford-
Binet tests. Terman subsequently used the Stanford Test to
1dentify a sample of high-scoring Californian children whom
he considered to be future genius material. His pioneering
study "Genetic Studies of Genius" appeared in 1925. The
progress of these children was followed through into later
life and results did indeed seem to point to the predictive
power of IQ tests 1in i1dentifying as children those who
would achieve highly as adults. Twenty five years after the
initial study 71% of the sample occupied high-status
professional and managerial positions compared with 13.8% of
the Californian population generally (Terman & Oden 1959).
These children did however come from educationally and

economscally favourable backgrounds.
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In 1926 Cox published "The early mental traits of 300
genuises". This was a retrospective study of 300 people
whose achievements were widely recognised e.g. John Stuart
Mill, Galton, and whose IQ's were estimated from
biographical data.

Both Terman and Cox agreed that "the genius who
achieves highest eminence 1s the one whom intelligence tests
would have 1dentified as gifted in childhood". Thus began
the search for childhood indicators and determinants of
potential for exceptional achievement in adulthood.

The psychometric tradition which equated giftedness
with abilaity to score at very high levels on standardized
intelligence tests has persisted to this day. Many states
in the U.S. use a cut-off point of IQ 130, which depending
on which test 1s used will place a child's performance in
the top 2 - 3% of a randomly selected population. Freeman
used an IQ score of 141+ (S. Binet) to identify her gifted
sample. The most commonly used tests are the Stanford
Binet and the Weschler Intelligence Scale for children
(Revised) although a wide range of other tests has also been
recommended by the U.S. Department of Education. Typical
intelligence tests measure largely verbal abilaties. They
aiso cover abilities to deal with numerical and other
abstract symbols to a lesser degree. These are the
abilaities which predominate in school learning. There are
of course many important psychological functions which
established intelligence tests do not presume to measure

e.g. motor, musical or artistic abilities (Anastasi, 1982).
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Conceptions of 1intelligence have altered over time.
Spearman (1923) invented a technique called factor analysais,
and by measuring correlations between intelligence tests
extracted what he called a 'g' or general factor which was
common to all the tests. He described this general factor
in terms of three operations which he called apprehension of
experience (encoding of stimuli), eduction of relations
(rnferring relations between various aspects of stimuli) and
eduction of correlates (applying relations from one set of
stimula to another) (Sternberg & Davidson, 1985) These three
processes have counterparts in modern information processing
tpeorles of i1ntelligence e.g. Sternberg (1986). Spearman
also believed that there were specific factors which were
also required for specific tasks.

While there have been many competing as well as
complementary theories on the structure of intelligence, the
contents of the 1ntelli§ent mind, the cognitive processes
performed by 1intelligent people and the development of
}nte]llgent thinking abilities, some of which will be
discussed later, the 1laink between giftedness and general
intellectual ability (especially general intelligence)
éontlnues to be made.

Eysenck {1985) argues that: "modern research ... has
demoanstrated conclusively that there 1s a general factor of
inteiligence which runs through all cognitive tasks and

problems".

Humphreys (1985) states that: "The fundamental basis

£

for 1intellectual giftedness 1s a high 1level of general

le6




intelligence". Together with Parson and Park (through their
study of data generated by Project Talent) he discovered
that an 1mportant determinant of access to high quality
second-level education was i1ntelligence. He concluded that:
"Being 1n a position to make a gifted contribution to
society depends very largely on education and education
depends very largely on intelligence".

Thurstone (1938) was not convinced of the existence of
Spearman's 'g'and, by applying factor analysis to a battery
of tests, concluded that there were seven primary abilities
- verbal comprehension, word fluency, spatial relations,
perceptual speed, facility with numbers, associative memory

and inductaion.

More recently Gardner (1983) has proposed a
"theory of multiple intelligences". He suggests that
there are seven separate domains i1n which talent develops:
e.g. linguistic, logical-mathematical. Although separate,
they interact and build upon one another from the beginning.
For this reason he suggests that the IQ test 1sﬁ too
undifferentiated a measure to tell us much about dbmaln
specific talent. Eysenck (1985) tries to reconcile the 1idea
of giftedness as 'g' and giftedness as domain - specafic
abilaty:-

“"General intelligence 1s much the most important
variable for the gifted child, though, 1in addition,
giftedness 1n the various special abilities 1s very
important in determining the direction of its
development 1in terms of the <child's 1interests and
achievements".

Guilfcrd (1977) put forward a more complex theory

which wviewed 1intelligence as "a systematic collection of
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abilities or functiohs for processing information in

different ways". He envisaged intelligence as having three
aspects which he represented by a cube. The three faces
were: operations, contents and products. Each operation

could be applied to a content area to produce a product.
Operations consisted of cognition, memory, convergent and
divergent production and evaluation. Content consisted of:

visual, auditory, symbolic, semantic and behaviour contents
while Products consisted of: units, classes, relations,

systems, transformations and implications.

Although Dbasically a structural model, Guilford's
theory has much 1in common with more recent information
processing models because 1t draws attention to various
intellectual processes and also to the centrality of
contents 1.e. knowledge.

Praget (1972) described cognition i1n developmental
terms. He describes the <c¢hild's progress through four
qualitat.vely different periods duraing which the child
develops mental structures which interact with the sense
data. The mind contains these structures as ordering
principles which can be applied to experience.

"The inter-active role of the structural elements of
knowledge signals their constructive function in
ordering and synthesising what 1s given through the
senses. The assumption 1s .... that reality ais
constructed to become the phenomena we experience".
(Fabricuis, 1983).

Gifted children are often described as having a greater
capacity to create structure and organize data (Powell &

Hadon, 1984).
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Piaget's four periods are:

the sensori-motor period (birth to 2 yrs approx.)

the preoperational period (2 - 6 yrs approx.)

the period of concrete operations (6 - 12 yrs

approximately).

and the period of formal operations (c 12 - )

Every child was believed to pass through the stages in
the same order. Those who did so at an accelerated rate
cculd be deemed precocious, but since 1t was assumed that
everyone, or almost everyone, would eventually reach the
fourth stage, Piaget's theory dad little to account for
gifted adult performance.

The abilaity which characterizes the fourth stage

1

O]

the ability to perceive relations among relations 1i.e.
second order relations.

Commons, Richards and Kuhn (1982) suggest the existence
of periods beyond the fourth. They proposed a period of
"systematic operations", which involved abilaity to deal with
fourth oxrder operations, and a period of "metasystemic
operations"”, that 1s operations for comparing and
contrasting systems with one another. Sternberg and
Davidson (1982) found that the ability to recognize third
order relations continued through adolescence.

The quest for artificial intelligence, particularly for
"expert systems" which could imitate the performance of an
expert 1n domain-specific fields (e.g. medical diagnosis)
led psychologists to become more specific about how humans
process i1nformation and how they represent knowledge. The

fact that early computers could only retrieve knowledge by
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exhaustive serial searching while humans achieved the same
result apparently by intuitive jumps led to questions about
skilled performance and automatic retraieval.

Rabinowitz and Glazer (1985) attacked the subject of
giftedness and 1intelligence by asking questions about
cognitive structure and highly competent performance. They
showed that possession of a well-organized knowledge base
which 1s readily accessible, 1s an i1mportant determinant of
skilled performance.

Keating and Bobbaitt (1978) found that children of
above-average ability search memory faster than do those of
average ability.

MacKinnon (1978) found that his large samples of
creative successful people had access to a large data Dbase
of domain-specific knowledge.

One possible cause may be a shift from conscious
controlled processing which 1s sequential and subject to
capacity Ilimitations to automatic processing which 1s
parallel, <faster and not subject to capacity limitations.
The 1mportance of automatic processing for the performance
of complex tasks 1s also referred to by Sternberg (1985).

Rabinowitz and Glazer (1985) suggest that automatic
processing, giving a dgreater accessibility of knowledge may
result from the automatic spread of activation along
associative pathways i1n a knowledge structure. They view
this superior rapid accessibility to organized and cohesive
knowledge structures as an important aspect of cognitive
skill cnd gifted performance. They go on to consider how

this abilaty works to favour problem-solving by
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qualitatively altering the ways in which experts as distinct
from novices represent and attack problem situations.

Novices start work on a physics problem with a data-
driven approach to representing the problem which they then
tend to solve using a means-end strategy. Experts Dbase
their representations on higher level prainciples which they
apply to the data (Newell & Saimon,1972). This ability of
expects to base their problem representations on higher
level principles can be attributed to the existence and
accessibility of structures of prototypical knowledge or
problem schemata that unify superficially disparate problems
(Rabinowitz & Glazer, 1985).

Sternberg (1981) proposed a componential theory of
intellectual giftedness. He holds that there are three
kinds of basic elementary information processes:

(a) metacomponents, which are higher-order control
processes that are used i1in executive planning and decision
making i1n problem solving.

(b) performance components which are lower-order
processes used 1n executing a problem solving strategy and

{c) knowledge-acquisition components which are lower-
order processes used in acquiring retraining and
transferring new information.

He suggests that the knowledge acquisition components
provide the data-base and the performance components
implement the problem-solvaing strategy. Feedback from both
to the metacomponents enables the individual to monator the

effectiveness of the strategy and learn from mistakes.
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He concludes that:

"Intellectually gifted children are ones who
are particularly effective ain their componential
functioning and in their abilaity to use the
intercommunication among components to correct and
improve task performance «...Truly outstanding
individuals in history seem to be those who are
particularly well able to attain insights Dby using
selective encoding, selectaive combination and
selective comparison in original ways".

These three abilities are very similar to Spearman's "g".

Davidson and Sternberg (1984) reported that gifted

primary school children were superior to non-gifted ones in
their use of insight 1.e. they applied the three knowledge-
acquisition components described above spontaneously and in
an appropriate manner when solving mathematical problems.

To conclude, highly 1intelligent behaviour would appear
to 1nvolve superior performance in a variety of cognitive
skills- accuracy 1in perceiving stimuli, ability to perceive
relationships between stimuli, ability to deal with second,
third or even higher order relations, ability to build
complex structures of prototypical knowledge and to search
memory quickly and automatically, possession of problem-
finding and problem-solving abilities as well as of
metacognitive skills to exercise higher-order control over

all the other processes, monitor feedback from them and

learn by experience.
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IT (111) GIFTEDNESS: THE LINK WITH CREATIVITY

While 1intelligence as measured by IQ tests 1s a
good predictor of academic achievement, (Humphreys,1985), it
1s not always seen to be a good predictor of achievement in
areas unrelated to school-type learning. Various studies
of people who were high achievers i1n their professions
showed that intelligence alone could not account for their
success (Facaoaru, 1985). It became apparent that some
other factor or factors were at work. Creatavity 1is
frequently 1implicated in giftedness although the concept is
the subject of much argument. Tannebaum (1986) goes so far
as to state that "Because 1t denotes a rare and valued human
accomplishment, creativity should be conceptalized as
interchangeable with giftedness, for, after all,
girftedness 1s reflected in the ability to be an innovator of
what 1s new and treasurable, not just a curator of what is
0ld and treasured.". Albert & Runco (1986) believe that
creativity 1in an 1ndividual becomes manifest 1n active
problem solving and problem finding as well as in feelings
of high responsibility and sensitivity to some pertinent
aspects of one's career. Getzels (1962) Dbelieved that
orientation towards problems 1s essential to creativity and
that finding and formulating a problem 1s an important
aspect of creative performance. He further suggested that
creative success depends on the quality of problem the
person "finds" (cited in Freeman, 1985).

The creative process, according to Wallas (1926)

occurs in four stages:
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Preparation, incubation, 1llumination and verification.

The fairst stage-involves "finding" the problem and
acquiring the domain-specific knowledge necessary for its
solutaion. The second stage 1s often one of apparent
inactivity. During this time existing knowledge is
analysed and elements are recombined often without conscious
intervention by the individual. In the third stage a new

mental structure, a conceptualization of o0ld knowledge

emerges. The last stage 1s one of reality verification -
seeing whether the new 1dea works - and often of
communication.

At the outset an orientation towards problems is
necessary. MacKinnon (1960) found that original and creative
persons were "open to experience". Ogi1lvie(1973), Powell
and Hadon, (1984) and Freeman .(1979) all referred to
curiosity as a distinguishing feature of gifted children.
Hollingworth (1942) remarked on the quality of questions
asked by highly gifted children. Paying attention is also
essential to the problem-finding process. Freeman found
that her high IQ group claimed to be able to pay attention
to more than one thing at a time almost twice as often as
the moderate I(Q group claimed to do so. Lazar Stanov(1983)
puts forward evideuce to show that attention and
intelligence are related concepts at an empirical level and
can be described in similar terms - coping with a large
%mount of information.

A curious 1intelligent child who 1s paying attention
will often pick out ambiguities and inconsistencies in adult

statements. (Plowden Report,D.E.S.,1967).
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A prerequisite for active problem-finding orientation
is the knowledge or bgllef that our view of the world ais
not "given", not "gospeitmbut 1§4§oméhow open to negotiation
and re-interpretation. D.K. Simonton (1977), writing about
the socio-cultural context of creative development points to
three central processes: ‘

1. Access to numerous role models .

2. early exposure to cultural diversity which results
in an awareness of diverse perspectives (in this
connection excessive formal education can act as
an inhibitor.

3. Adaptation to the political environment by
generating a set of philosophical beliefs
(philosophical commitment).

Cox (1926) found that her eminent subjects had access to
inspiring role models

The creative process has been descraibed as

“tolerance for ambiguity" or what MacKinnon (1960) called a

capacity to reconcile opposing values. Vaughan (1982)
writes: "The creative process can only be maintained by
holding opposites 1n a state of dynamic tension'. The

attempt to balance or reconcile these opposites requires an
act of synthesais. Barron (1958) argues that creative
lédlviduals "seek complexity and disorder from which they
can create new simplicities and new orders" 1.e. they
a&tlvely seek out situations which lend themselves to new
conceptualizations. The gifted are often described as

showing a preference for thinking and generating ideas and

as valuing aintellectual actaivity.
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Powell and Hadon (1984) state that the highly gifted
"have the greatest capacity to create structure and organize
data and have the greatest need to know". This
independence from the need for externally imposed structure
was also remarked on by Price (1980). Helson's ( 1971 )
findings 1indicated that creative women i1n her sample were
"strongly motivated to create their own forms and to express
and validate theair own 1deas, but did not enjoy routine
duties or working within a highly structured framework".
Freeman (1979) reported that the high IQ children in her
sample seemed less dependent on the teacher's teaching

strategies and could evaluate his performance objectively.

The Role of Knowledge

Once an 1ndividual has detected an ambiguity, a
contradictaion, an 1inconsistency or a gap in existing
knowledge which constitutes a problem requiring a new
conceptualization, the next step 1s to formulate the
probliem. Thas requires "access to structures of
prototypical knowledge or problem schemata that unify

typically disparate problems" (Rabinowitz and Glaser, 1985)

MacKinnon noted that his samples of successful creative
inventors, artists, mathematicians and others had access to
a large data-base of ainformation on their subject.
Feldhusen (1986) states "Our general faith in that gifted
and talented youth should receive tutelage of some kind and

should become knowledgeable 2n some discipline or area of
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study as a prelude to creative achievement". Bloom's (1985)
study shows that mastery of domain-specific knowledge and
instruction by mastery-oriented teachers were indeed the
precursors of achievement in the highly-accomplished sample
of 120 men and women who had reached the highest levels in
their chosen careers. Freeman found that 35% of her high
IQ children were reported by parents to have extraordinary
memory compared to 13% of the moderate IQ group. Wallach
(19@5) concludes that creativity understood as excellence of
accomplishment 1s a by-product of field-specific instruction
rather than a teachable skill in i1ts own raight. He states
that "To become creative 1s to master a given domain, to the
p01nF where one's contributions are viewed as advancing that
discipline". He sees creataivity i1n terms of "excellence of
Qork in a particular field and expansion at the field's
cuftlng adge".

The question remains - what type of cognitive processes
are involved 1n creative activity?

Arriving at new conceptualizations and creating new
strqctures involves dealing with large volumes of complex
énd often seemingly contradictory ainformation. It would
appear that this 1is often done at an wunconscious level.
Helson's creative mathematicians (as described by
themselves) seemed to employ less fully conscious cognitave
érpcesses ("must exert effort to express mathematical traain
of thought 1in words"; "solution to a problem often comes
from an unexpected dairection") Sternberg and Davadson
(1985) found that gifted children (identified through

conventional tests) were superior to the non-gifted in, for
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example, spontaneously applying the approprlaten insight
proéesses of selective encoding, selective combination and
seiéétlve comparison when solving mathematical problems.
As ﬁab1now1tz and Glaser (1985) have pointed out “"one
important aspect of the development of competent performance
1s the shift from reliance on conscious controlled
processing to derive an answer, to the automatic and fast
access of an answer". There are advantages 1in using
aptéﬁatlc processing for dealing with complex i1deas because
1t 1s a fast, parallel and fairly effortless process not
ll@lFed by processing capacity constraints (Rabinowitz &
Glézér,1985).

Thais type of simultaneous holistic processing 1s a
qu?plon of the right hemisphere of the brain, whereas the
left hemisphere in right-handed people 1is specialized for
sequential, analytic-type processing. Ornstein (1972)
suégests that our highest creative achievements are the
pro@ucts of the two modes, the rational and the aintuitive
wﬂich he relates to the left and right hemispheres of the
brain respectaively. Okabayaski and Torrance (1984) found
that gifted achievers and gifted underachievers had
difterent preferred styles of processing information, the
gchievers being characterized by an integrated style, while
tggx underachizvers had high scores on the right hemisphere
og\ Torrance's Style of Learning and and Thinking Tests
V(S:O.L.A.T.).

Stellern, et al. (1984) report that integrated

hemisphere scores correlated negatively and sagnificantly
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with ratings on a problem behavioural checklaist, and
moreover as integrated scores increased, problem behaviours
decreased, Dbut that as right hemisphere scores increased so
did scores on non-adaptive classroom behaviour. They
suggest (a) that the school i1s a left-minded environment
that 1s unrewarding for right-minded pupils or (b) that
right handed pupils who prefer the right cognitive mode may
have difficulty organizing time and temporal concepts with a
tendency to react "now" to what 1s happening, which ais
misunderstood as acting out or distractability.

Sahn and Devi (1984) found differential processing for
reading 1in primary school children, the good readers having
performed well on both simultaneous and successive tasks,
but having a better developed simultaneous processing
strategy (even when intelligence was the same for the two
groups) . Shade (1983) found that, for teenagers, school
achievement 1s related to the acquisition of a particular
cognitive style, although she notes that at elementary
school level, the lack of significant correlation between
preferred strategies and achievement seems to be
attr%putable to developmental factors. It 1s, of course,
possible that gifted children become differentiated thinkers
éarller than normal, so perhaps the teenage pattern may
apply to gifted elementary school children. Integration of
information from both hemispheres results in our highest

creative achievements, according to Ornstein (1972).

This kind of integration requires metacomponents as

Qescribed by Sternberg and Davidson (1986). These are the
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"higher order control processes used in executive planning
and decision making 1in problem solving". They monitor
feedback from the knowledge acquisition and processing
strategy components and i1ncorporate new insights from thais

feedback into future performance.

Most researchers agree that the gifted learmer 1is
capable of using higher level thinking skills than the non-
gifted and that s/he 1s capable of a higher degree of
abstraction. In programmes devoted to the education of the
gifted, frequent reference 1s made to Bloom's Taxonomy of

Thainking Skills. These skills are: Knowledge, Comprehension,

Application, Analysais, Synthesis and Evaluation
(Bloom, 1956). The higher level skills are usually suggested
as being more appropriate to the gifted student. The

synthesis level 1involves creative thinking (recombining
elements to make new wholes, discovering new structures and
proposing alternative solutions). The highest level -
evaluative thinking - involves making personal decisions,

based on reasoned argument and supported by valid evidence.

It has been suggested that the type of thinking
required for creative activaity 1is "divergent thinking". In
Guildfora's Structure of the Intellect Model, two of the
operations he named were "convergent production" and
"divergent production". Convergent production is commonly
associated with puzzle-type problems - which have only one
acceptable answer. The function of the student 1s to

converge on the one right answer.

30




However, 1t appears that in the real world, as distinct
from experimental or school-type satuations the fully
effective 1ndividual must grapple with problems in all thear
novelty and complexity, be able to deal with troubles as
well as puzzles and adapt the environment, as well as adapt
to the environment in appropriate ways - and that it 1s thais

very superior adaptability that constitutes giftedness.

It was assumed that in order to deal with the trouble-
type problem which frequently was not well-specified, and
for which more than one solution might be acceptable, one
first required an ability to think divergently 1.e. to cast
the net of memory wider, and to generate multiple possible
1deas.

Tests of this ability were devised by Guilford,
Torrance, and Getzels and Jackson among others. Typical
test 1tems 1ncluded naming as many uses one could think of
for a brick or describing all possible occupations one can
i&aglne for which a person's clothing would have a bell on
1t. Other 1tems tested word fluency (e.g. list all words
starting with a given letter) and 1ideas for product
improvement. Some tests were scored for fluency (absolute
number of responses) flexibilaity (number of distinct
categories represented by the answers) originality
(comparative rarity among total groups' responses, and
elaboration. Wallach and Kogan (1965) reduced these
criteria to two - absolute number of responses and
uniqueness (answer given only by a single child 1in the

group.
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Divergent thinking tests failed on the whole to deliver
on their early promise as 1ndices of creativity. This was
because they correlated about as strongly with tests of

intelligence as they did with each other (Wallach, 1985).

However, one element of these tests - 1ideational
fluency - dad appear to test something apart from
intelligence (Kogan, 1983). An example of an i1deational

fluency test 1s Getzel's and Jackson's which requires the
subject to give alternative uses for everyday objects.
Wallach and Wing (1969) "found i1deational fluency measures
to relate to out of school accomplishments during the
high-school years, whereas ability test scores showed no
such relationships". Wallach (1985) concludes that 1if
ideational fluency plays a role in giftedness, which is
analogous to but different from general intelligence 1t
appears to be a small one - and that even the evidence for

this 13 mixed at best.

Torrance (1969) found that divergent thinking tests are
of wvalue 1n predicting criteria of creativity in the high
1ntell;gence range (Nicholls 1983), although Nicholls
suggests that i1t 1s fairly safe to predict that intelligence
tests will be similarly useful with groups high in divergent
thinkang.

The weight of opinion seems to come down on the side of
abandoning the use of divergent thinking test as predictors
of later «creativity. Gruber (1982) quoted in Feldhausen

(1986) states:
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"There 1s hardly a shred of evidence that scores on

(creativaty test) correlate with real creative

performance in any line of human endeavour".
Nicholls (1983) agrees and suggests that researchers should
concentrate more on real-life creativaity.

Since logic would seem to dictate that the ability to
genergte many 1deas, as well as some novel or even unique
ones must have a place 1in creative actlélty, why has
divergent thinking turned out to be such a poor 1i1f not
useless predictor of creative performance?

There may be several explanations. A person may be
able to generate multiple ideas, but may never be motivated
to do so. Quite simply the tasks he encounters may not
require a creative response. They may lack challenge.
Albert and Runco (1986) say that "whether or not a person
beqémes creative, depends heavily on the career he embarks
on. plfferent flel&s offer different opportunities and have
théir own built-in 1injunctions for their members to be
creative".

ward (1969) found that unique ideas tended to come
later in a string of 1deas, suggesting that, for some
people, creative responses only come after a more exhaustive
seérch of memory. The speed with which one <can search
memory and the amount of time one 1s prepared to devote to
the task are factors which would affect the performance of

these individuals.

Perseverance and concentration have often-been listed

as characteristics of the creative personalaity. One must
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also consider the need for adaptive value. Production of
1deas whaich are grotesque, unbelievable, bizarre and
unprecedented may result in high scores in an 21deational
fluency test, but may have no practical or worthwhile
application. Simply producing a range of possible solutions
to a problem 1s only part of the creative process. One
must then narrow the focus and zone 11n on the most
appropriate solution or solutions for the task ain hand.
This 1nvolves convergent thinking. It would appear that
intellaigence 1s possible without creataivity but that to be
creat.ive one must also be 1intelligent.

From the foregoing 1t will be seen that, with the
possible exception of 1deational fluency, the cognitive
processes involved 1n creativaity are exactly the same as
those ¥nvolved in any other 1intellectual activaty -
attentaion, perception, memory, analysis and synthesis.
Knowledge, 1ts volume, structure, and accessibility, plays a
cruéla; role as well as the cognitive and metacognitive
skills necessary to process 1t. Some evidence points to
the desirability of a cognitive style which capitalises on
the analytical strength of the left hemisphere and on the
hOllSFlC fast, automatic and seemingly unlimited processing
capacity of the right hemisphere as well as the abilaty.- to
integrate information from both. But all intelligent
actlvity calls for either right or left brain thinking. The
knéck of knowing which 1s more appropriate for the task 1in
ha;d qq@ the ability to integrate information for both would
seem to Dbe 1dentical to Stermberg's metacomponents (higher

oxder control processes).
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There 1s nothing in all this to suggest the need for
a separate construct called "creativity". In the last
analysis creativity may simply be +the highest form of
application of the aintellect and not an abilaity ain the
conventional sense at all (Gardner, 1983). As indicated,
this does not imply that highly 1intelligent persons are

necessarily creative.

Personality, Environment and Creativity

Envaironment and personality play a vital role ain
whether or not the very intelligent person chooses or 1is
driven to Dbecome creative. Role models are 1important.
Exposure to a wide range of diverse 1deas 1s also a factor.
The environment must provide challenge - ambiguitaies,
tensions, problems, contradictions - which requires creative
response. It must also provide field-specific, mastery-
oriented instruction.

Personality factors which are prerequisites for
engaging in creative activity are curiosity, and
intellectual orientation, a preference for complexity and a
confrontational approach. Willingness to 1look beyond
socially-given explanations 1s also a necessary pre-
condition for creative activity. Generating i1deas which
may not be reconcilable with societal norms may open up an
"appalling vista" (in Lord Denning's terms) down which it
takes great courage to look, much less travel.

Getzels and Jackson (1962) 1in a study of high IQ and

creative youth showed that the creative child i1s not afraid
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of censure. Helson's creative mathematicians were described
by observers as more often rebellious and non-conforming
than the control subjects (Helson,1971). Non conformity
involves a willingness to give expression to one's impulses
and break the rules (Crutchfield, 1955). Torrance observes
that one of the characteristics of the successful and
creative person 1s the ability to conform or not to conform

1n terms of a given situation (Torrance, 1961).

This resistance to social pressure and criticism was
also remarked on by Barron (1969). MacKinnon's (1983)
creative architects described themselves as 1independent,
inventive and 1ndividualistac. Their behaviour was usually
dictated by their own values and goals than by the opinions

or advice of others.

What leads to this ability to resist social pressure?
Childhood socialization may play a part. McCurdy (1983)
found a pattern of separation from peers among the twenty of
Cox's sample of eminent men who had the highest estimated IQ
scores 1in childhood. In this way they were removed from
the 1nfluence of peer pressure which can stifle the desire
to step outside the circle of socially approved actaivaty.
They also tended to have a special position in the family.
Thus they may have been regarded by parents as exempt from
the rules governing ordinary mortals. Helson noted that a
number of creative women mathematicians 1in her sample

i

appeared to have been adopted as the "son" of an

intellectual father.
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Other creative people working at the "cutting edge" 1in
thear fields may have been relieved of the early burden of
peer pressure, simply because, as Bloom's (1985) subjects
show, so much of their time was taken up by intense mastery
oriented actavity in their area of interest that there was
no time or opportunity to become involved in the normal

social activities of their age group.

They may be more able to break conventional moulds
because they never had the opportunity to learn the social
rules in the first place. Many gifted people because of
their advanced abilities, their intensive 1instruction and,
later on, their chosen careers, move i1n circles where

intellectual raisk-taking i1s not just normal but expected.

Nevertheless as Willings & Bruce's (1984) research shows each

creative person requires and essentially personal
environment stimulus and conditions of working in order to
be able to function creatively and each one must identify
for himself the optimum 1diosyncratic conditions necessary.
This may be one reason why scores obtained in test-like

conditions fail to predict real life creataivaty.

All of this might seem to imply that highly intelligent

and creative people are impulsive, rebellious, non-
conforming - even odd. They are i1ndeed different as many
studies have shown. (Freeman found that 35% of her high IQ

group was described by parents as feeling "decidedly

dirfferent" compared with 9% of her moderate IQ group).
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While they may give freer expression to their impulses,
this has nothing to do with a happy-go-lucky, slapdash
approach to work. On the contrary they are described as
concentrating, persisting and hardworking.

Barron (1958) found that creative adults during their
schooldays had pursued their subject of 1interest with
passion often in an out of school context and that they also

displayed persistence.

Freeman's (1979) high IQ group were described by
their parents as able to concentrate for many hours - almost
three times as often as the moderate IQ group. The high
achievers in Bloom's group of exceptionally talented
1nd%v1duals differed from their siblings (even those whom
the parents considered to have more natural ability) by
their willingness to work and their desire to excel.
(Sosniak, 1985). In the follow up to Terman's longitudinal
study, what discriminated between the more successful
sgbjects and the least successful was self-confidence,

perseverance and integration towards goals.

Self confidence would appear to be a prerequisite for
any kind of achievement. Mac Kinnon (1983) describes has
creative architects in the following way:

"They are convinced of their own worth and the
validity of thear effort; i1ndeed they report a sense
of destiny".

To conclude, creativity often manifests 1tself ain the
production of new and original i1deas, products and artforms

or 1in the finding and solution of problems. It can also
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be seen as work at the "cutting edge" i1n a field where one

has attained mastery. It thrives in an environment which
provides role-models, respects diversity and is open to new
ideas. Its origins lie 1n the personalaty of the
indaividual. Curiosaity, openness to experience, tolerance
for ambiguity, belief in the worth of ones self and ones
efforts are the motivational springs from which creataivity
flows. The spring rests on a solid bed-rock of highly
organized knowledge laid down by hard dedicated work. It
may appear to bubble up spontaneously 1n the face of
censure, ridicule or even rejection. But 1ts flow 1is
carefully brought under control by higher order thinking
skills and 1ts direction oriented to suit the purposes of it

originator.

In a sense 1ts waters are the distilled contents of the

intelligent mind, the "uisce beatha" of mature reflection.
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IT (1v). PERSONALITY, MOTIVATION AND ACHIEVEMENT

The child does not come into the world totally
unequipped for the task of adapting to a highly complex and
changing world. There 1s much evidence pointing to the fact
that 1intelligence 1s, at least partly, inherited £from
parents. Studaies of genius and of gifted children
consistently show that highly intelligent children generally
have parents 1in occupations requiring high 1intelligence
compared to parents of controls who have, on average, lower
occupaFlonal status. (Terman, 1925; Freeman, 1979). (0)d
course a better job usually results in a higher standard of
living with 1improved nutrition and better health-care.
These factors also seem to be related to I.Q. Both Terman
and Freeman found that on average children of I.Q. 140+: had

bette; health than normal.

A further consequence of high-status occupation is the
ability to make superior educational provision for the
children and the children's more frequent exposure to high-
status models. Parents whose jobs were directly or
indirectly attraibutable to their intelligence and to theair
ceducation would be expected to place more value on education
and to point their children towards academic pursuits. The
éuperlor educational status of the mother has frequently
been noted in studies of the gifted. Since the mother is
more likely to be the one who guides the child on a day-to-
day Dbasis 1t seems natural that her intellectual interests

and the value she places on educational pursuits should be
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reflected in her children. Social 1learning theorists
(e.g.Bandura, 1967) propose imitation and modelling as major
factors in the child's development of new behaviours. They
believe that a <child can learn new behaviours simply by
observation of a model. The child, i1t 1s said, can learn not
alone the new behaviour, but the emotional responses
associated with 1t and the consequences that normally
foliow. Reinforcement works not so much on a simple
stimulus-response Dbasis as believed by Skinner, Dbut 1is
mediated by the child's cognitions e.g. the child who 1is
rew?Fded with a sweet by an o0ld man whom he has just helped
across the road will weigh the consequences of taking the
sweet against the possibilaity of his mother's wrath 1f she
finds out that he has taken sweets from a stranger.
Modelling works not as a simple copy-cat operation but 1is
a;go mediated by cognition. The child works cognitively on
the displayed behaviour, internalising 1t and subsequently
reprocducing 1t 1n a form appropriate to the new cognitive

structure.

This ability to form structure has been remarked on by
Piaget, who evolved a theory to account for the way in which
meﬁtal structures developed. He observed how nis children
attended to novel elements in their environment and how they
woﬁ}d often vary actions around a known action-pattern or
schema deliberately in order to see what would happen. The
¢hild, 1t appeared was an active experimenter. At first the

child attempted to absorb reality, fitting it in as best he

could to the mental representations he already possessed.
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One way by which this was accomplished was through play
where the realaity element could be suspended or modified at
will. When conflict or discrepancy arose between the
perceived realaity and the child's mental representations,
these representations could be modified i1n such a way as to
accommodate the discrepancy, thus leading to a state of
eqilaibrium 1.e. children organise their beliefs in coherent,
harmonious and equilibrated systems and these are sustained

by their adaptive value to the whole system.

This notion of conflict or challenge to the organism
aqd 1ts resolution resulting i1n a the restoration of a type
of balance occurs frequently i1n the 1literature. It would
appear that 3just as the physical body appears primed to
keep 1tself 1n a state of homeostasis, the mind 1s primed to
éreserve a consistency and stability 1in 1ts i1nner workings
éven though a degree of variation around the norm may be
tolerated, as a means of verifying the validity of the
ﬂormal state of the organism and of making adaptations
forced by changes in the environment. A thing can be partly
defined by what 1t 1s not, and the child's response to
challenge serves to confirm his wvision of reality by
comparison with the alternative or to adapt i1t to . take

gccount of the alternative.

Development 1s change, and psychologists have attempted
to specify Just what 1t 1s that motivates a person to
change. Drave theorists believe that man 1s driven by basic

needs e.g. the need for food, the need to dominate, to
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master the environment etc. They propose that all change in
the organism 1s a response to these basic drives. Among the
needs which have been proposed are: the need to achaieve, the
need for affection, the need for power,
(Mc Clelland et al, 1953) and the need to actualize the self
(Maslow, 1970).

Jerome Kagan (1979) writes of four primary motives -
r?§olut10n of uncertainty, mastery, hostility and sexuality.
He lists the sources of uncertainty as discrepancy,
inconsistency and unpredictabilaity, all leading to the
motive to resolve 1t. The person experiences a challenge to
his beliefs about the nature of reality. He points to a
qeed to distinguish between self-generated uncertainty and
tpe externally imposed variety, as the former occurs only
when the person believes that he has the resources and
strategies to cope with 1t and the latter can result ain
learned helplessness and anxiety. He equates the motive to
resolve uncertainty with the motive to know. Terman and
Oden(1959) refered to the desire to know as one of the
trglts which distinguished the gifted children in _thear
study from the average ones. Powell and Haden (1984) propose
that the more highly gifted the child, the greater his need
to know. The ability to tolerate ambiguity and uncertainty
pas frequently been mentioned as a feature of the creative
personality. What 1s 1t in the environment that arouses the
motive to know? Kagan(1979) writes "The motives that are
preoccupying are usually those linked to goals that one 1is

uncertain of attaining". These foci of doubt change as the

chi1ld matures. This points to the necessity of knowing where
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the child 1s at, cognitively speaking,in order to assess
what will constitute a challenge for her/him. Thus some form
of assessment and record-keeping, however 1nformal 1is
desirable i1f the child 1s not to be bored. It must be
remembered however that tests designed for a given class
level or age-group may be useless for assessing the gifted
child, since s/he may always score highly, but the upper
limit of the test may be too low to reflect his/her true
knowledge or ability. Harter (1979) suggests that the
situation of optimal challenge 1s one where tasks are
challenging, but not excessively difficult. She found that
children enjoyed success on these items more than success on
dlfflcult 1tems, especially 1f the solution-time for the
latter was perceived to be excessive. )

The second motive - mastery- 1s more related to
performance than to knowledge. It 1s activated when the
person generates a discrepancy between his actual level of
accomplishment and the level to which he aspires. It has

three basic foundations-

* The desire to match behaviour to a standard.
* The desire to predict the environment.
* The wish to define the self. (Kagan, 1969).

The gifted child could be expected to suffer as a
result of a discrepancy between the knowledge s/he has of
his own abilities and the standard at which s/he 1s forced
to work at school. Freeman noted that gifted children
frequently had difficulty in being believed. The Schools

Council Report (1973) pointed out that the most difficult
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school-book available was too easy for the very able child.
According to Piaget, cognitive development results in
the building up of mental representations of the external
world and of action-schemata related to ait. He saw
intellectual schemas and affective schemas as complimentary
aspects of the same total reality, and as following a
paralell developmental- course, both being interdependent,
since emotions express the values and interests of actions,
reqgulating their energetic aspects while intelligence
prov1des the structure. Affective schemas derive from basic
physiological rhythms and drives and by internalization and
gdaptatlon to the requirements of the situation become
dlﬁferentlated, leading finally to moral feelings- the
unfolding of the will. Ernest Boesch (1984) argues that the
félatlonshlp betweén the debelopﬁént of cognitive - and
affective schemas 1s not paralell, but one of mutual
influence. He believes that while the child 1s developing a
gognltlve structure 1n relation to some object, he is also
developing an awareness of subject-object interactions
lgad;ng to a realization of his action potential in relation
to the object and the feelings by which such action may be

regulated and the goals he may aspire to 1in relation to that

object. As this action potential and associated feelings

become internalized, 1t 1s possible to imagine means, goals,
limits and alternatives and thus to excercise the will, 1.e.
plan 1ntenp10nally. Social rules or norms may, he believes,
guide the child as to the appropriateness of his responses.

The affective schemas are related to economy of action but
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also to mastery and harmony and lead to the achievement of
optimal action potential and thereby self-identity.

Weiner (1984) concludes that emotions appear to be the
immediate motaivators of action. White (1959) proposed a
concept which he called "effectance motivation"” He
suggested that the child has an aintrainsic need to deal
effectively with the enviromnment. This need manifests
1tself 1in behaviours such as curiousity, play and mastery
attempts, and when such behaviours result in a display of
competence, 1nherent pleasure and feelinga of efficacy
resulted which 1n turn stimulated more mastery-motivated
behaviour. Harter (1979) believes that with sufficient
positive reinforcement for independent mastery attempts in
early childhood, the child gradually internalises two
critical systems- a self-reward system which allows_  the
child to praise or reinforce her/himself for mastery
attempts and successes and a system of standards or mastery
goals of Fhe socializing agents who have punished or
rewarded her/him. She considers that for the child whose
social environment co-operates with her/his natural desaire
&owards mastery, intrinsic motivation becomes a major
determinant of behaviour. The child's motivation history
also has {mpllcatlons for her/his sense of control and

competence .

Related to the mastery motive are the motive to achieve

and the emotions of pride and shame. Atkinson (1964), quoted
in " Human Achievement" (Weiner, 1980), equates the need to
achieve with the capacity to experience pride in

accomplishment and the motive to avoid failure with the
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capacity to feel shame. These emotions come into play in a
situation where the person's performance 1s judged against a
standard of excellence. Isenberg (1980) noted that the
object of pride or shame must be perceived by the subject to
have value and its possession to be relevant to her/his self
worth, Stipek (1983) concludes that shame 1s a learned
emotion, experienced when children believe they have failed
to reach the standards significant others have set for them
or when they believe they are being negatively evaluated by
others. Since significant others change during childhood,
the child must adapt to new standards e.g. those of parents,
teacher, peers etc. as he moves from the mere pleasure in

performance of infancy to the more evaluative environment of

school. There 1s a shift from personal to normative
standards of evaluation. Later there is a shift to group
norms and competition appears. She suggests that since

middle elementary school children have not fully
internalized socially derived standards of evaluation, they
require tangible evidence of adult approval. Since pride or
shame can only arise when a child believes that an outcome
1s dependent on his own qualities or behaviour, when he
bel:eves he has control over 1ts outcome and when he is 1in a
position to evaluate his behaviour and see a relationship
between the outcome and his self-worth, 1t follows that
there 1s a close tie between these emotions and cognitions,
and'/that a child's capacity Lo experience them should
increase with the child's developing ability to ainterpret

situations and see other's points of view.

47




Heckhausen (1982) views the affective consequences of
success/failure as the actual motivators of self-evaluation.
He assumes that emotions result . from specific cognitave
structures and contents. Weiner (1984) agrees: "Thoughts
give rise to feelings and feelings guide behaviour".
Heckhausen states that
"Achievement motivation pre-supposes that the 1individual
intends by his or her own actions to produce an outcome that
will be evaluated against some standard of excellence"

He goes on to explain how the child attributes causes to the
resulting outcome and how these causal attributions
regarding success/failure generate different affective
consequences for the child, e.g. emotions of pride or shame.
It 1s this self-evaluation and the emotions generated
thereby which reinforce behaviour and act as the springs of
action. Thus achievement motivation can be seen as a self-

reinforcing system.

SELF-CONCEPT

However much creativaity or information processing
ability a child may have, without the motivation to achieve,
his/her potential will never be reallzéd. Motivation can be
1pterpal or external, but in long term real-life situations
only the internal variety can be expected to result in the
pasg committment and persistence that i1s so apparent in
Ep?se ﬁho display exceptional achievement in later careers.

Iptgrnél motivation arises within the personality structure
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of the individual and 1s inextricably bound up with the
self-concept- "that dynamic process of conceptualizing
experience and the ways in which this influences
behaviour" (Burns, 1979). According to Shavelon's
definition, self concept 1s a individual's "perception of
self, formed through experience with the environment,
interactions with saignificant others and attributions to
his/her own behaviour" (Marsh et al, 1984). He proposes
that self-concept 1s both descriptive and evaluative. Cox
(1926) noted that youthful geniuses who became eminent men
were distinctly above average in strength of character,
confldenée in their superior ability and above all in their

dgslre to excel.

The notion of self-concept 1s central to any theory of

behaviovr and 1intellectual performance 1s a form of

behaviour. Rathne & Dahme (1985) speak of "the
expectation of mastery" - the child's belief that s/he can
succeed as a crucial element in achievement. If the object

of achievement Dbehaviour 1s to demonstrate competence,
Qttemptlng the impossible would be counter-productave.

The impact of self-concept on motivation and
performance was noted by Jones and Grienecks (1970) who
found that self-concept of ability was a more accurate
bledlctor of achievement than either I.Q. or aptitude.
Brookover et al (1964) i1n a study of 1000 twelve year old
boys found significant positive correlation between self-
concept and academic performance. Among- Canadian elementary

school pupils, Yeger & Miezitis (1984) reported that +those
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in a low self-concept group showed significantly more social
wirthdrawal, academic difficultaies and inappropriate
attention than did theair high self-concept counterparts.
Chapman (1984), 1n a study of 800 nine year old New Zealand
children found that scores on a Student's Perception of
Ability Scale used to estimate academic self-concept appear
to be relatively independent of intelligence and more
related to success levels at school. Burns (1979) points
out that only 16% of the variance i1n academic performance
can be explained i1n terms of self-concept level and that the
most significant association between attainment and self
esteem occur at the negative or lower end of the scale. It
would seem that the child who 1s sure of his/her ability to
succeed 1s more likely to make the required effort and if
able, succeed, while ,the child who feels he/she 1s incapable
of succeeding at the task will more likely direct his/her
attention to self-evaluative, self-deprecatory, as opposed
to task-relevant thoughts and either make an 1ineffectual
effort or no effort at all and thus whether able or not,
W}ll 1nevitably fail. The effect of self-concept on
achievement and vice versa seems to be reciprocal. Success
in school enhances and maintains self-esteem while self-
esteem influences performance through expectations,
standards, recognition of personal strengths, higher
motivation and level of persistence (Burns, 1979).

Of course the question arises: from where does the
child derive his self-concept of ability ain the first
instance? Significant others in the <c¢hild's environment

provide a frame of reference and criteria with which to
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evaluate performance. The child's perceptions of what others
expect of her/him, of what they believe about her/his
abilities and personal characteristics and of how they
behave towards her/him all provide information on which
self-evaluation may be based. The child's behaviour, in
turn will i1nfluence the expectations, beliefs and behaviour
of significant others in her/his laife. Any cyclical process
of this kind may become a vicious circle or even a

descending spairal.

The child also wuses feedback from success/failure
experiences 1n self-evaluation 1in ways which vary with
her/his level of cognitive development. Pre-schoolers focus
on the outcome and show joy when success 1s the result.
From about three and a half years, the outcome 1s seen as
self-produced and a source of personal pride which 1is
reinforced by signs of adult approval. At this stage the
child 1s oriented towards learning i1f praise precedes
criticism (Linhart, 1982). The way 1n which a child
understands the concept of ability and the situations in
which these concepts are used to evaluate performance and
assess probab:lity of success 1s important. Young children
use a global concept of abilaity where effort and ability are
combined in a unitary concept of competence (Nicholls, 1984).
They evaluate their competence by improved performance on
the same task or by success on tasks where success was
uncertain. For them, the subjective experience of gaining
insi1ght or mastery through effort 1s the experience of

ability. Later they learn to see ability and effort as




separate causes. Later still, children come to understand
ability as capacity and thus a stable cause which cannot be
modified and which limits the effectiveness of effort. By
this time they can use consensus information (performance of
others on the same task) in estimating task difficulty and
understand the compensatory relationship between effort and
abilaty, 1. e. that, given equal outcomes, having to expend
more effort implies less ability (Heckhausen,1982). At this
stage the child with a very high self-concept of ability
realises that applying more effort 1s a viable strategy,
whereas the child with very low self-concept of abilaity may
feel 1t to be just a waste of time. Marsh (1984) found
among Australian 5th grade students,that those who attribute
academic success to ability and effort and who do not
attribute failure to lack of effort, had (a) better academic
self-concepts and (b) better academic achievement.. Other
causal attributions for success/failure can affect self-

evaluation, motivation and achievement.

Locus of Control

Locus refers to the notion that causes can be
internal to the person e.g. dependent on her/his ability,
effort, commonsense, or external e.g. dependant on luck
chance, fate, other persons etc. or can even be attributed
to unknown causes. A person with 1internal 1locus of
causation can experience positive or negative self-esteem
depending on the outcome. A person who attraibutes

success/failure to extrinsic causes cannot take a personal
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pride 1i1n a successful outcome and, where the outcome 1is
negative 1s more likely to experience anger and resentment
(especially i1f these causes are seen as controlling), than
s/he 1s to experience iow self-esteem.

Perception of respomnsibility for the cause of the
outcome can also affect one's self-evaluations and affective
responses. Failure ascribed to lack of effort ( for which
one 1s seen to be responsible) produces more guilt than
failure due to causes for which one i1s not responsible e.q.
task difficulty or 1ll-health.

Intentionality can also be a factor in self-evaluation.
Fallqre where the result appears intentional 1s regarded as
more blameworthy than failure which was not intentional e.g.
plgh effort, but poor strategy. (Nicholls, 1984).

Causal attributions can affect a child's estimation of
task difficulty and her/his probability of success which in
turn affect the level of aspiration and the selection af
fu@ure ‘goals. Success which 1s attributed to internal,
stable and controllable causes will lead to the expectation

of future success on similar tasks.

Factors which influence motivation and achievement include:

1. Accepting or rejecting behaviour.

Accepting or rejecting behaviour may be affected by the
parent or teacher's own self-concept. (Walsh,1956). Burns
(1975) found that there was a relationship between positive
§elf agtltudes and positive attitudes towards others.

Accepting or rejecting behaviour by adults can take many
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forms. Many studies have shown that teachers' verbal
comments, gestures, facial expressions etc. are loaded with
positive and negative evaluations. Parents of gifted
children according to Freeman (1979), frequently complain
that their children are more subject to radicule and to
having their efforts deflated with sarcasm than other
children in the class. This may arise where the teacher is
unsure of his own competence. The Plowden Report (DES, 1967)
noted that gifted mathematitians may detect ambiguity or
imprecision 1in the teacher's language. It takes 1laittle
imagination to see how a teacher could feel threatened by
such behaviour and tend to "put the child in his place" in
order to defend his own position in the class. Vernon et al
(1977) noted that 1s was "very common for gifted children to
play QOwn their 1Q;ellectual superiority 1in order to win
great?r acceptance from peers or unsympathetic teachers and
Qqnseqqgntly there 1s a danger that they may cease to -value
or ~géyelop their abilities or interests". Alternatively
they @éy try to undermine the teacher's authoraity with other
children (Bridges, 1973).

"Vernon et al (1977) quote a study which showed that
greater intellectual growth took place in democratic and
acceptant homes than 1in rejectant or autocratic homes.
Ryans(1961) found that among elementary school children a
p051t1ye relationship existed between observed productive
behav19ur e.g. alertness and confidence on the part of the
pupil and behaviocur on the teacher's part which reflected

warmth , empathy, understanding and friendliness.
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It 1s not only from adilts that the child must
seek acceptance. Torrance (1961) has observed that the
gifted child, by reason of his gifts, may find himself in a
minority of one 1in a normal classroom. He may experience
rejection by the other children who do not wunderstand his
gifts. Peer- rejected children in the 8-11 year old range
1.e. those who have few friends and are actively disliked by
others, have significantly deviant scores on social
withdrawal, hyperactivity, delinquency and aggression and

hostile 1isolation (French & Wass, 1985).

Using parental reports, Freeman's study shows that
gifted children have fewer friends than their controls and
that ghose they have tend to be older. The target children
in this study (labglled by theair pérents as gifted) -were
described by their parents as feeling different from other
children 17 times more frequently than controls and as
having significantly fewer and older friends. 7% had no
f;lends at all. They showed a high tendency to over-reaction
and twice as many of them as the controls were described as

peer mal-adaptaive.

In a study of children's perceptions of teachers'
behaviour, 1t was found that on group comparison measures
hypelactfve boys (1n elementary schools) perceived
glgnlﬁlcantly less acceptance and greater demand than daid

Fhelr qbn—hyperactlve peers. (Peter et al, 1983)
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2. Labellaing.

Labelling provides a definition of who others think we
are. It is more effective when the source 1s seen as being
competent, knowledgable, socially superior, and legltimately
in command of the situation ( Reay, 1980). A gifted child
who 1s 1labelled as gifted may find himself 1n a no-win
81tuat;on being unable to behave in a "gifted" manner in all
areas of life all the time (Freeman,b1979). S/he may come to
regard her/himself as a failure in spite of her/his gifts
and may develop intense anxiety and hostility towards those
who 1ﬁpose the 1label. Freeman's group which had been
labelled gifted showed more health and behaviour problems of
the kind generally associated with anxiety than did their
controls. They were also under greater pressure from thear
parents to achieve. The highly 'gifted child who 1is
cont;ngally praised for his 1intellectual work and for
nothing else may fail to value other aspects of his/her
personality and éome to believe that acceptance by parents
and t%échers depends on his/her ability to be smart all the
time. This places an unacceptable burden on the child and
may lead to emotional distancing from others and from

his/her own emotional life (Powell & Hadon, 1984).

3. Assigning roles.

PN

This 1s 1mportant because a socially defined role has a
corresponding accepted behaviour pattern and accepted
standards of performance. By assigning the role, the

am

51gn;ilcant other 1s 1indicating a belief in the child's
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ability and competence and th? child may 1nternalize thas
belief and tend to act accordlngli. Various studies (e.g.
Primary Education an Englahd, 1978) have drawn attention to
the plight of the gifted child who i1s unrecognised as such
and 1s expected to proceed in a lock-step manner and stay on
the same page as everybody else. S/he could be expected to
suffer from cognitive d1ssonance (conflict among her/his
beliefs about who s/he really i1s and what s/he 1s capable
of) (Festinger,1957). Where this dissonance involves a core
belief of the child (belief i1n her/his gifts) the strain may
be 1intolerable and the child will take steps to reduce the
dissonance. S/he may reason that since the teacher appears
competenF and powerful, then her/his own gifts may not be as
great as s/he had previously thought and s/he may revise his
aspirations downwards. S/he may simply conform to the low
standards and do exactly enough work to satisfy the
immediate target. S/he may try to rationalize the situation
by the use of various strategies. S/he may decide that the
teacher 1s stupid and not worthy of respect (Bridges,1969).
S/he may seek older friends or adults who will appreciate
her/his gifts. S/he may show off to evoke favourable
recognition of her/his abilities. Stability of self-concept
1nv91ves achieving maximum consensus about one's identity
and abil.ty among significant others. It 1s the c¢hild who
1s caught between differing teacher and parent evaluations
who 1s most at rask, e.g. the child who 1s given responsible
jobs at home and whose opinions are sought and valued by
prarents but finds that s/he 1s a nobody at school who 1is

never given a position of responsibility or trust.
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4. Feedback

Feedback 1s important because 1t provides information,
definitions, expectations and evaluations. Where feedback
takes the form of assessment, 1t should be seen as a means
of fostering improved individual performance, of encouraging
self-challenge, of facilitating the exploration of areas of
weakness and the strengthening of areas of competence 1f 1t
1is to be instrumental 1in aiding the self-concept
(Burns, 1979) . David Reay (1980) found that there is a high
consensus between the views held by third and fourth year
junior school children, their teachers and their peers about
each cyiid's position 1n the academic hierarchy of the
class. He concluded that i1t i1s important, i1f the <child's
self-worth 1s not to be damaged, that attainment levels are
seen to be fluid, always open to change and constantly
encouraged to change and improve. Feedback should be
realaistic and informational. If 1t 1s purely evaluational
1t holds out no hope to the loser and gives no basis for
improvement to the winner. A child must know to what
factors his failure or success 1s attributable. Feedback
should aléo specify the amount and direction of effort
requlreq. Bloom (1985) found that clear evidence of
achievement and progress over more than a decade of
increasingly more difficult types of learning was necessary
to maintain 1long-term committment leading to exceptional

achievement in a particular talent field.
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5. Providing a stimulating environment.

A child's development, both intellectual and
social depends on the degree of physical, intellectual and
social interaction available to him. The opportunities for
this ainteraction 1s determined by the parent's perceptions
of education and of life in general. Many early studies
linked achievement and ability with social <class, Cullen
(1969) found that 1t was not the financial position of the
family that matters so.much as the value they place on
education. Raven (1977) discovered that high-achieving
pupils held what are traditionally considered middle-class
values and had high personal aspirations. Family belief in
the 1importance of education leads to superior educational
provision for the children, even 1f other material goods
have to be sacrificed. A study by Douglas (1960) on the
home 1lives of 5000 children showed that the most important
influences on the children's achievement were their parent's
own life-styles, their interest in and aspirations for their
children and their attitudes towards education. Margaret
Clark (1976) found thét what went on i1n the homes was more
important than social class. Children exposed to books at
an early age and living in homes where parents obviously
enjoyed reading became early readers regardless of the
socio-ecconomic class of the family. Most studies from
Terman onwards have established that the parents of gifted
children are generally better educated and hold better-paid
jobs tpan those of non-gifted children. Freeman (1979), for

instance, found that the parents of her gifted sample were
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better educated, better paid, better read , more culturally
and 1ntellectually involved and had higher expectations for
their <children than the parents of children with lower
I.Q.s. Freeman remarked on the abundance of books, musical
instruments etc. 1in the homes of her gifted sample. The
parents were remarkable for the quantity and breadth of
their reading and the number of interests they pursued.

Exposure to 1inspiraing models has been shown to be a
feature of the <childhood of youthful geniuses. The
perception of the father as a respected person worthy of
emulation was noted by Terman (1925). Most studies of
gifted children show a prepondrance of first-born and only
children. Albert (1983) suggests that 1t 1s not so much the
actual chronological order of birth that 1s important as the
fact that great achievers occupied, 1in childhood, a special
place 1n the family- for example following on the death of
an older -sibling or parent. The child in this position
could be gxpected to assume a responsible role at an early
age, be exposed to greater interaction with adults and
influential models and have more opportunities to shine
available to\hlm.

Roblnéon and Robainson (1982) in an analysis of the
reasons some students succeed 1in the Early Entrance Program
of Washaington Unaiversity state:

"Although a well-educated family wusually
provides an intellectual context that is
conducive to academic success, it 1s the combined
purposiveness, respect and support offered by the
parents which appears to be crucial".

This kind of purposiveness shows itself in positive

educational attitudes. Freeman found that the parents of




the high 1I.Q. children expected them to stay 1in formal
education until age 21 seven times more frequently than the
parents of the moderate 1I.Q. children. It 1s also
demonstrated in a strong orientation towards intellectual
and cultural activities (Bloom, 1985) and a belief that art,
music and dance are important for a <child's overall
development (Freeman,1979; Cornell, 1983). It can also be
seen 1n higher measures of family cohesiveness and lower
measures of family conflict (Cornell, 1983).

This type of harmony has been shown by Robinson and
Robinson to be an important factor in achievement. (Robinson
& Robinson, 1982).

In practice, a family sense of purpose results in :
a) shaéed interest in the child's activities,

b) t@e greater_ availabilaity of books and musical
1nstrupeﬁts etc.,

c) early tuition. (Freeman's gifted sample were taught
from birth by their parents and were often taught to count
and read before school),

d) sFructured learning activities leading with i1ncreasing
age @o field-specific instruction in the child's particular
talent area (3;oom,1985),

e) extra music, art and dance lessons,often out of school,
as well as special educational traips (Cornell,b 1983).

B%oom found that as children, his gifted subjects came
from child-oriented homes. Parents invested a great deal of
time, money and talent in the development of the child's
particular gift. The child's achievement-related activities

were given priority and family schedules often organ:sed
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around them. These children were not "spoiled". They were
constantly reminded to work hard and were under some
pressure to achieve. Their parents also showed a sense of
purpose. They were models of the work ethic. Work always
came before play, even though they led very interesting,
actaive laives. These children were getting clear unambiguous
messages about which goals are valuable, models of the work-
committment necessary to reach them and the emotional,

financial and other support necessary for success.

6. Goals and Standards

The standards and goals set for a child depend largely
on the wvalues and beliefs held by their teachers and
parents. There 1s always a danger that parent's will set
unrealistically high standards for their children 1in the
hope of producing high achievers who will reflect glory on
them§elves. Where parents believe that their child's poor
performance 1s a direct indictment of their own abilities,
the <child 1s i1n danger of developing anxiety and hostility
towards 11fe in general and towards the parent in
particular. Pringle (1970) found that underachieving gifted
children were frequently the victaims of unrealistic
expecirations set by their parents.

At school the child may have a different problem.
Several studies have shown that teachers are not
particularly talented at picking out gafted children. The
standard of work set by the teacher may be such that the

glﬁFed child gets top marks every time. This may give the
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teacher great satisfaction, since obviously his labours have
not been in vain. The child may in fact have known the
lesson Dbefore he ever came to class. Hollaingworth (1942)
concluded that extremely braight children waste nearly all
their time at school. Freeman (1979) describes how expert
they become at devising ways to f£fill in the time. But the
damage does not stop there. The child who gets top marks
every time without having to expend any effort may never
make the connection between success and effort and when
confronted with a really challenging situation may have
failed to learn the appropriate coping stratagaies. The
Schools Council Report (1973) drew attention to the fact
that the most difficult school-book available to the
children was of a lower level than that required to match
the child's abilataes. Other studies drew attention to the
lock-step way 1n which a child was expected to progress.
Primary Education 1in England (1978) 1s the report of a
survey of over 1000 elementary schools. The report states
that the most able children i1n the class were the least
likely to be doing work that was sufficiently challenging.

People typically differ in their need to achieve 1i.e.

their desire to match behaviour to a standard. The other
si1de of this coin 1s the fear of failure. Everyone 1s
assumed to have both in varying degrees. Recent research

has suggesned that for women the fear of success 1i1s also a
factor in whether they will approach or avoid a task. Cox
(1926) q%scovered that the desire to excel was the most

nogable trait among her youthful geniuses.
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Mc Clelland(1961) believes that children can and should be
taught achievement motivation. He specifies that what

parents must provide 1is:

"reasonably high standards of excellence imposed at a
at a time when the sons can attain them, a willingness
to attain them without interference, and real
emotional pleasure in his achievements short of over-
protection and indulgence" (Quoted in Freeman, 1979).

In order to set realistic goals, it 1s important
that the teacher have suitable methods of evaluation and
record-keeping, so that s/he may be able to assess the
child's ability and progress at any given time. A child who
wants to achieve will be attracted to a task of moderate
difficulty (Atkinson & Raynor,1978), 1.e. one which 1is
difficult enough to have some incentive value, but not so
difficult that s/he believes s/he has no response to make to
it. Tasks that are too easy have no incentive value. The
type of work a teacher sets for a child is an -indication to
the child of what 1s expected of him by way of ability and
performance. If the work 1s repetitive, requiring little or
no higher order thinking skills, the gifted child may see it
as an affront to her/his self-esteem. S/he may refuse to
co-operate bécause to do so would be to acknowledge that
s/he was stupid enough to do the same silly 1little
mechanical sums and answer the same stupid unimaginative
questions again and again and, even worse, sS/he may know
that co-operation and success i1n the task may simply result

in more of the same. KXagan (1979) remarks that "the motives

that are pre-occupying are usually those linked to goals
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that one 1is uncertain of attaining". However, people high
in need to achieve have been known to persevere at seemingly
meaningless, repetitive tasks, but only where it is
necessary 1in order to keep open the opportunity to follow
the path to a long-term goal or career. Terman and Freeman
found the parents of children of hlgh I.Q0. generally have a
long-term aspirations for them e.g. third-level education.
Perhaps having a goal fixed in the realistic future helps
the children to persevere, even when school 1s boring.
Tasks set at an unrealistically high level will be avoided
by the child who 1s geared to success, becausé s/he knows
that the likely outcome will be failure. It 1s not just the
level of difficulty of the task 1itself which 1s of
importance to the child. The resulting success or failure
experience has an impact on the child's level of aspiration.
The highly motivated and achieving child who experiences
constant success will revise her/his aspirations upwards.
The wise teacher will manipulate the goals so as to provide
a series of realistic moving sub-goals which require the
child to compete against her/his previous best. It 1s not
nécessaky that high achievers should always be successful.
Peter Screen (1982) suggests that able pupils i1in science
should occassionaliy be exposed to failure, so as to develop
some sense of what they cannot do.

The fear of failure, 1f strong enough will prevent a
child from attempting any task at all. If forced to move,
s/he wi1ll choose one where the subjective probability of
success 1s high, or alternatively one which is so difficult
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that no blame can attach to failure. The best way of
handling thais saituation 1s to remove stress from the child,
to encourage unevaluated practise (the motive to avoid
failure 1s aroused by the possibility of evaluation against
a standard of excellence), and, by skillfully manipulating
goals, to provide frequent success experiences, thus giving
the child a sense of her/his own ability and power to master
the task. It 1s essential for such a child to know that 1t
1s alright to take risks and to make mistakes and that s/he
will not be condemned as well as the work 1f a1t turns out
badly.

The goals a teacher or parent puts before a child can

have far reaching and sometimes unexpected consequences.

Michael €Scriven (1967) poaints out that "putting pressure on
a (person) to formulate his goals, to keep to them and to
express them 1n testable terms may enormously alter his

product i1n ways which are certainly not desirable".

7. Goal Structures

Pifferent goal structures can induce different causal
attribution patterns for success/failure. Maehr (1984)
distinguishes belween four goal categories: task-involved,
ego-involved, social-solidarity and extrinsic rewards.

Task-involvement leads to 1long-term achievement or
continuing motivation (Nicholls, 1984) because 1n this
condit:ion the child's attention 1s focussed on the

requirements of the task with a view to mastery or to
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improving his/her own performance. The concern 1s not with
meeting external standards but with with meeting the
standards the child has internalized . Effort 1s seen as the

deciding factor in causing the outcome.

Ego-involved goal structures on the other hand are those
where emphasis 1s on ability (seen as a stable factor) and
not on effort. Under these conditions for the child who 1is
unsure of his/her abilaity, the perceived purpose of the
activity changes from one of gaining mastery to one of
preserving self-esteem by avoiding demonstrating low
competence. Failure-threatened children will not attempt to
learn 1f the anticipated result 1s demonstrating low ability
1.e. showing evidence of lacking a fundamental personal
trait, or capacaity, which 1s not easily modifiable. Non-
participatition, because 1t gives no information about
competence, Dbecomes a strategy for preserving self-esteem.
(Covington, 1984). If forced to participate, the child will
eirther choose a very easy task where success 1s assured or a
very difficult one where no blame can attach to failure, and
effort may even be praised.
(Effort 1s used 1in the evaluation of others, while ability
has greater affective consequences 1in self-evaluation.
Heckhausen (198z).). These are self-defeating strategies
from an achievement point of view.

Ccmpetition makes ability the salient factor in self-
evaluation (Stipek, 1982). Carole Ames (1984) found that
chiidren 1n tne competitive goal situation spent more time

wondering "Was I smart?" while the child in the aindividual
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goal structure who was instructed to improve on his previous
performance, and given time to improve performance, was
thinking "How do I do this task?" and was showing a mastery
orientation by engaging 1in self-instructions and self-
monitoring. Competitive goals are not always harmful
however. Many of Bloom's gifted samples had ,as students,
long records of participation 1in competitions. The
difference here was that these children were already high
achievers who had a reasonable chance of winning and who had
probably already competed against the same people and could
predict the standard reasonably accurately. They used the
results, not merely for self-evaluation, but also for
information - 1nformation on progress- comparing their
performance with past performance, and also as a 1learning
situation and as a chance to pracglsg hard and hone thear
skills. Since their ego was never really in doubt, they
became task involved.

The ~5001al-solldar1ty goal situation does not

induce the same debilitating conditions as the ego-involved

situation. Here the task 1s to demonstrate good.intentions
and to remain faithful to the group. A poorly-achieving
child can share the euphoria of group success. However,

should the group fail, blame may be laid on the weakest
link.

Extrainsic rewards can undermine iuntrainsic motivation by
changlﬂg the meaning of the action. Lepper (1979)
demonstrated that giving children rewards for engaging in

tasxs 1n which they had earlier shown intrinsic ainterest,
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reduced subsequent interest in the task, when compared with
controls who had received no rewards. The effect was to
turn play into work. Money prizes and other extrinsac
rewards, not inherent in the,task 1tself can also undermine
a child's sense of control 1.e. give him a feeling of being
manipulated. ("I'm only doing 1t for the money"). These
extrinsic goals can only be maintained in the presence of
extrinsic rewards. Stress on tests, teacher evaluation and
implied rewards/punishment may also affect the meaning of
the task. The child may only continue to perform to please
the teacher, get grades or avoid punaishment, and not for
intrainsically motivated 1interest 1ﬁ the mastery task

(Maehr, 1984).

8 Teaching Provision

Of course the motaivation to achieve, combined with high
ability and realistic goals will not result in achievement
without the skills, strategies and concepts needed to tackle
the tasks. This, 1n a nutshell 1s where old-fashioned
teaching comes in. A child must think about something. He
must be creative about something. Hollingsworth (1942 )
showed that highly gifted children were remarkably advanced
in the quality of questions they asked. Dunn & Powell (1982)
suggested that preference for generating ideas was a
characteristic of the mentally gifted. Most researchers
agree that the gifted are capable of using higher levels of
thinkirg skills than the non-gifted and that they are
capéylelof a greater degree of abstraction. The content of

the curriculum must allow for exposure to great ideas,
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controversial issues, significant inventions, problems that
affect mankind, etc. It 1s often remarked that the gifted
child 1s concerned for the future of the world and the
people 1in 1t. Concern can only result in anxiety when there
1s no response available to cope with at. While the
grfted are said to be capable of independent thought, they
also need to be taught the skills necessary to achieve 1t,
1.e. they need to learn how to learn. Belle Wallace (1985)
in a report on developing a programme for the gifted found
that although the high TI.Q. children could cope with
complexity, argue 1in depth and anticipate consequences,

they still peeded to be taught skills and concepts.
9. Time

In the case of a gifted child who may be using higher
thinking skills, setting arbitrary time limits for his work
may require that s/he resort to lower levels in order to
%roduce a finished product in time. A recent study by Lyon
and Gettinger (1985) found large differences 1n the rate at
which three tasks representing the knowledge, comprehension,
and application domains of learning from Bloom's Taxonomy
(Bloom, 1956) were mastered. They found that as students
gd?ance up the hierarchy of Bloom's Taxonomy they regquire
mére time to attain mastery of school learning tasks.

11me spent on engagement and success 1n academic

ijearning has been found to be strongly related to pupil

achievement in reading and mathematics. (Oideas, 24, p39).

£ .
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10. Independence Training

The perception of success/failure as self-caused
has been shown to be an important factor in achievement-
related behaviour. The achievement motive pre-supposes that
one 1ntends to reach a goal or achieve an outcome which
will be evaluated against some standard of excellence.
Choaice and freedom have generally been found to be
particularly significant in determining "continuing
motivation" by fostering task goals (Maehr,1984). De Charms
(1984) speaks of the "origin experience" and contrasts 1t
with the "pawn experience"

"In a nutshell, originating one's actions implies
choice; choice 1s experienced as freedom; choilce 1mposes
responsibility for choice-related actions and enhances the
fegllng that the behaviour i1s 'maine'".

The pawn experience 1s one of being constrained, of
being wused or pushed around and thus one 1s relieved of
personal responsibility for the action. De Charms advocated
personal causation training, 1in which the teacher (who
should believe him/herself to be an originator) allows
carefully conceived choices, 1initially simple and short-
ranged, not too few or too many, within the child's abilaity
range and preferably of moderate difficulty. The classroom
atmosphere should be such that the pupil feels free to
influence the activaity and personal choice 1n determining
activities and in pursuit of goals should be encouraged.

Trudwind (1982) found that child-centered independence
training aimed at fostering the child's i1ndependence,
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freedom and autonomy 1n decision-making (even at a certain
amount of risk to the child involved) was significantly
related to the child's fear of failure. Granting
independence late increases fear-of-failure scores, whereas
granting independence early seems to compensate for low
stimulus potential of the home environment. Trudwind also
reports significant effects for independence granted by the
teacher (1.e. teacher behaviour which fostered self-guided
learning, granted students 1individual responsibilaity by
extra-curricular actaivities and allowed students to plan
activities and carry them out and thereby 1increase their
competence), was obtained for success orientation
(positive), overall effort avoidance (negative),test anxiety
(negative) and manifest anxiety (negative). Parent-centered
independence training (training which was designed to
relieve the parents of routine chores, rather than to give
the child freedom in decision-making) was more likely to
lead to effort avoidance and dislike of school, possibly
because of the control element 1involved. Trudwind also
quotes studies which show that mothers of failure-oriented
boys were more likely to control the homework situation,
gave less respect to children's decisions and were more
likely to 1nte;vehe directly 1f asked for help. They also
criticized thear children more often and praised them less
often than mothers of success-oriented children.

Bloom's sample of gifted mathematitians remembered
their most successful teachers as those who helped them to
grasp the larger patterns and underlying processes in the

subject and who allowed them to find and use alternatave
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procedures for solving problems. Insistence by a teacher on
a set procedure often caused friction. Stanley (1986) 1in
describing his very successful programme for highly able
mathematicians at John Hopkins University, describes how all
correspondence 1s conducted directly with the children -
even those as young as nine or ten years. The objective 1is
to get the children to take charge of their academic
planning early and to use parents and teachers as a means of

implementing their own decisions.
Conclusion

Studies of child development show that many motives
appear to be innate. The desire to know, and to predict and
paster the environment seem to be universal. The need to
aeflne the self and to preserve one's self-esteem seem to be
equally ubigitous. Related to all of these 1s the motive to
achieve. This involves matching behaviour to a standard and
evaluating the self on the outcome. Self-evaluation 1is
based on the child's cognitive representation of achievement
situations, their value or meaning for her/him and beliefs
about her/his action potential 1n regard to them. In thas
context, significant others provide information about which
goals are valuable and the standards by which performance
may be evaluated. They also influence the conditions under
which such goals may be pursued. The child may eventually
internalise these goals and standards and use the results of
associated achievement-related behaviour to evaluate her/his

own competence and worth. In doing so s/he will attribute
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reasons to success/failure outcomes. These attributions may
relate to effort, ability, powerful others, unknown causes,
etc. . The child who attributes success to stable,
controllable and 1nterﬁal causes will expect success on
similar tasks 1in the future. Tﬁ; child who attributes
failure to some internal but not readily controllable cause
e.g. a lack of ability, w1llA expect future failure.
Different goal conditions, by selectively emphasising
different causal attributes (e.g. competition makes ability
a salient cause), generate different affective consequences.
Attribution of success to effort may result in pride +an
accomplishment, while belief that failure 1s caused by a
fundamental and not easily modifiable factor such as lack of
ability may result in shame and hopelessness. It 1s the
anticipation of the affective consequences of goal oriented
behaviour which many believe to be the immediate goad to
action.

The child can be oriented towards achievement behaviour
by being given the physical equipment, the 1intellectual
challenge, the body of knowledge and the cognitive skills,
which are necessary. As well as ali of these, parents,
teachers and significant others ain the child's 1life can
prov:de the example, the knowled?e about goals and
standards, the emotional support, the experience of success
and the 1ntellectual freedom which enable the child to
develop the hlgh ievel of self-esteem and competence which
leads to the expectation of mastery and which appears to be

a pre-reguisite for high achievement.
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IT (v)-. SUMMARY OF LITERATURE REVIEW

1

Th}s literature review has been concerned with the
phenomenon of giftedness and the factors which determine
achievement. There 1s no one agreed definition of
giftedness, but those i1n common use emphasise the potential
to perform at a high 1level in a worthwhile field of
achievement, based on the possession of outstanding abilaty
or abilities. The child's abilities appear to derive from
heredity and the formative environment in proportions which
cannot be exactly determined.

Intelligence seems to be the main ability involved 1in
achlevemgnt behaviour, although there i1s as yet no agreement
on 1ts precise nature. Is there one underlying abilaity
which accounts for 1intelligent behaviour or are there
multiple 1intelligences corresponding to different areas of
performance? Experts differ. Modern information processing
theories emphasise the possession of such cognitive
abilities as accuracy in perceiving stimula, ability to
perceive relationships between stimula, fast memory -
searching capability, the abilaty to build complex
structures of prototypical knowledge and the wuse higher
order control processes in decision-making and problem-
solvaing, Superior 1information processing ability has been
associated with the +type of holaistaic automatic and
insightful processing believed to be the province of the

right side of the braain.




Creativity, characterizes the products and process of
those who have reached the pinnicale of achievement in
worthwhile fields of endeavour. It appears to involve the
selective application of a highly organised body of
knowledge, -1in innovative ways to the finding and solution of
real-life -problems. Creative activity frequently requires
1diosyncratic working conditions, long time spans and
particular personality characteristics, such as curiosity
and perseverance, often linked to particular types of
childhood experience. It can be regarded as the application
of aintelligence to push out the boundaries of knowledge. It
1s not easily predicted from performance on "creativity
tests" 1in childhood.

While abilities, or the lack of them limit the scope of
possible achievement, 1t 1s motivation which determines
whether ability will be translated into achievement. Many
motives appear to be innate e.g. the motives to know, to
gain mastery and to achieve. The goals which the child
selects to satisfy these motives are socially and
environmentally determined. Significant others in the
child's 1life control, to a large -extent, the formataive
envaironment, aindicate which goals are valuable, decaide the
standards by which performance will be evaluated. They may
also provide the necessary aintellectual freedom and
emotional support as well as the investment of time money
and interest which may be required. The child's perception
of her/his interactions with the challenges, 1incentives and
opportunities provided by the immediate environment will

determine which goals will be chosen and with what vigour
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they will be pursued. Of particular importance 1s the
child's understanding of her/his action potential i1n regard
to environmental carcumstances and events and her/his
interpretation of how these affect her/his self-evaluation.
The cognitive and affective results of achievement-related
activity will influence level of ability and self-concept of
competence and thus help determine the selection of future
goals. )

The child 1s a complex adaptive system. A schematic
representation of the relationship between personality,
environment, society and achievement would contain many
feedback loops. We cannot hope to unravel such a complex
system in the case of any individual child. Even 1f we were
to succeed, thg pnravelled threads would not add up to the
complete system, since the action takes place at the points
of 1nteraction between the strands. Systemic thinking ais
requaired. We may look closely at the strands, but we must
always keep the pattern in mind,1.e. we must "stick with the
knitting". ) For this reason any study of the many-faceted
phenomena of giftedness and achievement, must tackle the
issues from mény angles, but must never lose sight of the
unifying princaiple, the individual gifted child, whose
unigue perception and motivation can alone transform

potential into achievement.
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ITT.

III.

DESIGN.

(1) OBJECTIVES

The objectives of the study were:

8]

By a review of the literature, to ascertain which
factors are most commonly associated with achievement-

relate behaviour.

To describe the 1liafe-space of a group of gifted

children 1n terms of the factors believed to influence

gchlevement.

To discover those factors which appear to be relevant
for each individual child and to describe how they
operate and 1interact in the life of each child to

promote or inhibit achievement related behaviour.
To plghlight areas of concern to indaividual children.

To reveal general trends, where appropriate.

To make recommendations on the educational provision

required for gifted children.
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ITT (11) OPERATIONAL DEFINITIONS

For the purpose of this study, the term "gifted" 1s applied
to children who score at or above the 97th percentile
(Brlt}sh norms) on the Raven's Standard Progressive Matrices
(S.P.M.) test and/or Qho score an I.Q. of 130 or above on
the @ISC—R intelligence tests. The latter tests are ain
common use as 1identifiers of gifted children and have a long
track-record in the prediction of academic achievement.

The Raven's test 1is non-verbal and 1s designed to provide a

reliable estimate of a person's capacaity at the time, for

observation and clear thinking when allowed to work steadily
at his/her own pace.

Information on these tests can be found in Appendix B.

Reasons for including the Raven's Progressive Matrices test

in this study were:

a) It 1s generally regarded as one of the best measures
of "g" (Anastasi,b 1982).

b) It 1s a measure of productive rather than reproductive
thainking, and therefore could be expected not to
discriminate against children from deprived
educational backgrounds. (Freeman,1979 ).

c) Dr Joan Freeman, dJdirector of the Gulbenkian Research
Project concluded, as a result of her research, in
which she wused the Raven's and the Stanford-Binet
tests, that non-verbal tests, such as the Raven's were
the fairest and best measures of innate intellectual

ability (Freeman,1983).
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Other craiteria which could have been used were:
creativity tests, and evidence of high achievement.

The possibilaity of using creativity tests was considered.

It was decided not to test for creativity because, following

a review of the literature:

a) it was not altogether clear that creativity was an
entity, separate from intelligence;

b) the value of creativity tests for predicting real-lafe
creataivity seemed questionable;

c) the laiterature shows that creative production often
requires long time-spans and 1idiosyncratic working
conditions whaich are incompatible with test
situations, and

d) the researcher was not gqualified to 3judge the
creativity of any products which might be made

available for evaluation.

High achievement 1s also an indicator of giftedness.
High achievement was not a criterion for inclusion ain this
study, because 1f 1t had been, the effect would have been to
exclude the ‘"potentially gifted", those children who
possessed very high ability, but who, because of lack of a
challenging environment or other factors, had low motavation
and were under-achieving relative to their potential. This
stvdy was designed to encompass both the *"potentially
gifted" and the "achieving gifted”.
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Achievement-related behaviour

The term "achievement motivated behaviour" relates to
attempts, by one's own efforts to achieve success, avoid
failure, or, in certain circumstances, to avoid success, 1in
circumstances where a standard of excellence applies, and
where the outcome results 1n self-evaluation.
"Achievement-related behaviour" 1s understood as all

behaviour which 1influences or 1is influenced by  such

attempts. It can be manifested 1n many ways, 1includaing the
following:

1. Levels of personal aspiration,

2 Levels of personal investment of time, energy, money,

and interest in reaching towards goals,

3. Affectave responses towards success/failure
experaiences.
4. Degree of 1independence of one's achievement efforts

from external re-inforcement.
5. Number of areas of activity which one judges in terms
of one's abilaity to reach a standard of excellence.

6. Level of actual achievement.
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IIT (111) THE SAMPLE

Finding children for a study of this nature presents
difficulties. One 1s, after all, 1looking for children of
outstanding potential and achievement and these are, by
definition, comparatively rare. Given the financial and
personal 1limitations of this study (one researcher;no
external funding), the 1logical course was to 1limit +the
search process by going to the most obvious source of
potential subjects- the Irish Association for Gifted
Children. This 1s an association which aims to assist
parents, educators, and the social services in the care of
grfted and talented children ain Ireland. Thus the farst
group of children considered for inclusion in the study were
children whose parents' names appegrgd on the mailing 1last
of the Association on a recent date, whose schools and homes
were situated in Dublin City, north of the River Liffey,. and
within five miles of the researcher's home. Only children in
the senidor section of Primary Schools were considered,
because classroom organisation and teaching methods vary
substantially between junior and senior classes. All
children from these families who met the above conditions,
and for whom parental permission was obtained, were tested
with the Raven's Standard Progressive Matrices, regardless
of whether they were believed to be gifted or not. Since
there was the possibility that children from families who
had contacted an association which offers help, might be
problem children, a further group was sought. All the

children 1n the school classes of the original group were
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tested 1n school at the same time.

The group which was finally selected was composed of
children who met the following criteria:

a) Attend 2nd-6th class in a Primary school.

b) Live and attend school in Dublin Caity, north of the
River Liffey, and within five miles of the researcher's
home.

c) Score at or above the 97th percentile on the Raven's
Standard Progressive Matrices test, and/or obtain a full
scale I.Q. score of 130 on the W.I.S.C.-R. (see Appendix B).
The SAMPLE 1ncluded twenty-two children from thirteen
dlffeLenf classes 1in eleven different schools. Ten of these
were from the group recruited through the Association for
Gifted Ch;idren, and twelve from the school classes of the
children who had orlglnally been considered for 1inclusion.
Five classes .had one gifted child each; one had three; the
other seven had two each. It might seem odd that eight out
of thirteen of these classes had more than one gifted child.
This was not.wa random happening. In one school the
Przncipal had deliberately put the pair in the same room, so
they could challenge each other. Parents had also made
informed decisions about choice of school - fifteen gave
educatsonal - reasons for the choice, such as firmer
dJéClpllne, more facilities, Dbetter work ethic, small

classes

lkm

nd, for at least two far-seeing parents, access to
a Dbetter secondary school. Only four gave convenience as
the "sole reason for their choice. Nine children were

attgn@igg schools other than the local one; five were 1in




their second school. One mother summed 1t up when she
remarked "I can't understand a mother who would not push the
pram a few miles further up the road, if she though her

children would get a better education".
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III (1v) APPROACH TO THE STUDY

1. The approach adopted was ecological and holastic.
Emphasis was on the actual personal |, social and
envivonmental factors in a child's life, gathered as far as
possible 1n the real-life situations of home and school, and
on tpe' interactions between them. It 1s of course
impossible to specify all the conditions which contribute to
a person's motivation and achievement, or to disentangle all
the relationships between them. Those which have been

chosen are those which the literature review shows to be

relgvant.
2. The approach was clinical and individual. Each child
was studied primarily as an individual. The focus was on

1n@1v1dually relevant factors, the child's interaction with
thé@ and the qualitative difference this made. to
achievement-related behaviour.

h The choice of subjects did not reflect any bias or pre-
conceptions on the part of the researcher, as all children
who were available and who met the pre-determined craiteria
were included. However,while 1t was not capriciously
qﬁosen, the sample did not presume to be a representatave
sample of the gifted population of the area. The purpose
was not to provide results which would be generalizable to
the pépulatlon as a whole, but rather, through the study of
individual cases, .to highlight areas of concern and
relevance to inrdividual children, to reveal generai trends,
and to uncover i1ssues which might benefit from a large-scale

study at a later date.
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3. The approach was phenomenclogical. The child's
interpretation of the factors which influence his/her 1life
space and contribute to his/her achievement-related
behaviour was regarded as significant, since the same
objectively observed factors may result 1in a different
behaviour pattern, depending on how they are perceived by

tpe chaild.
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Iv. METHODOLODY .
IV (1) PROCEDURE AND INSTRUMENTS USED

An approach was made to the Irish Association for
Gifted Children with a view to finding families which might
have children of high ability who would take part in the
study. The Association was provided with a letter
explaining what was 1nvolved. No mention was made of
"gifted", as this might have detered some parents who were
unwilling to label their child in this way. It was also
explained that for the purposes of the study, the child need
not be a high achiever at school. All those on the mailing
list of the Association on a recent date and who 1lived 1in
the North Dublin City area were contacted. The response was
very positive with almost all families expressing interest
and very few refusals, almost all of these on grounds such
as 1llness in the family or impending change of address.
The children chosen for 1initial consideration from these
families were:

a) those 1n 2nd-6th class in primary school, who

b) 1lived and attended school in Dublin City, north of the
River Liffey, and within five miles of the researcher's
home.

All <children in each family who met these criteria were
tested, whether the parents thought them gifted or not. The
reason for this was that families often have more than one
gifted member and it was also possibie that a family with
one child who was achiev1ng exceptionally well might

overlook an equally bright underachiever,
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The Principals of the schools which these children attended

were then approached for permission to carry out part of the
study in the school. The terms "high abilaity" or
"inteliigent" were used to describe the children who were
the gubject of interest, since 1t was expected that
Principals, particularly in the more deprived areas, were
likely to believe that there could be no gifted children in
such a school and , furthermore, 1t was felt that if a child
were chosen as "gifted", while obviously under achieving,
the face validity of the study, from the teacher's point of
view could be undermined, leading to less than full co-
operatzon, or alternatively undue pressure might be put on
the child to reach a level of attainment consistent with the
"gifted"status. The Prancipal of the school and later the
class teacher were told that the purpose of the study was to
study motavation in children. They were not told in advance
tﬁét any parents had been approached already. This would

have been unfair to the parents involved, since they had not

]

pecifie

e

that the children involved, or indeed any of their
children, were gifted. Besides this, the assignment of a
new and emotive label to a child might have affected the
teachexr's behaviour towards him/her and interfered waith data

collection.

The Teachers of the classes 1involved (i1.e. those which

contalqed a child from the group initially considered for

inclus.on) were asked :

a) To fi11l 1in a form nominating children in various

categories:
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1. Children born 1in the month in which the originally
chosen child was born. (This was to provide a plausible
category to ensure that the already chosen child would be

included).

2. The four most intelligent children ain the class (This
was to discover whether the selected child was recognised as
highly intelligent by the teacher. Where the child did not
show up here, her/his Raven's score was compared with those
who did since there was a possibility that there might be
more than four highly intelligent children in the class).

3. The youngest child in the class. {Terman, 1925, found
thai the youngest was the most likely to be gifted).

4. Any child whom the teacher suspected to be very
intelligent, even 1f not performing well at school. (This
was to discover whether the teacher could spot the
dﬁderach1ev1ng gifted child).

5. Any child showing outstanding abil:ity or talent in any
dlrect;on. (This was to find out whether there were children
who could be classed as gifted, but whose abilities did not
show wup as school-type achievement, and also to find out
whether the teacher was aware of the child's abilities in
areas not strictly relevant to the school curriculum).

b) To undergo an interview before they knew which children
had been selected. The interview was designed to gain
information on the teacher's curriculum objectives, the type
of coganitive and other skills being taught, the teacher's
standards for school and work behaviour, the rewards and

punishments which operated in the classroom, the structures
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for working and evaluation, the degree of choice available
to the <child to set her/his own goals and to progress to
more advanced work, the teacher's qualifications and special
interests, and the information available to the teacher on

the child's performance.

¢) To fill i1n a form relating to the schooling, health,
interests, attendance and behaviour of the i1individual
children after they had been selected. No teacher was
approached wuntil the child had been 1in his/her care for
sufficient time for the teacher to get to know the child
rea§onably well.

All children 1in the classes to which the originally chosen
children belonged were asked:

a) To fi1ll i1n a Peer Nomination Form.

This was designed to find out whether the selected children
were regarded by their peers as showing leadership, general
knowledge, bravery or reliabilaity in caring for pets, and
whether they were selected by their classmates as desirable
companions for work or play. The children were also asked
what they would like to be when they grew up.

b) To complete the Raven's Progressive Matrices, a test
of productive thinking (see Operational Definitions and
Appendix B).

The <child i1n each class who scored highest on the Raven's
test (excluding the original children who had been
recruited through the Association) were next considered for
inclusion ain the sample. Where such a child met all the

criteria for 1inclusion, the parents were approached 1in

90




person by the researcher who éxplalned the purpose of the
study and asked permission for the child to take part. The
word "gifted" was not wused, since pre-testing of the
parenFs' interview had shown that the terms "bright" or
"high ability" were less emotive and more 1in line with how
parents felt comfortable describing their children to
outsiders.

The Selected Children were those who had fulfilled the

original criteria plus one more:

Obtain a score at the 97th percentile on the Raven's
Progress Matrices scale, or have achieved a full-scale I.Q.
of at least 130 on the W.I.S.C-R carried out under proper

conditions.

In one class, after a second child had been selected, 1t was

discovered that a third child who had been absent on the day
of ghg tgét, was considered to be exceptional by Principal,
class teacher and the class i1in general. This child was
tested at home and did prove to be exceptional. He 1s
included 1n the study.

Those chl}dren from the original sample who did not score at
the criterion level on the Raven's test were retained in the
sample peﬁdlng further investigation 1if there was any other
evidence to suggest that they were gifted,e.g. anecdotal
evidence 1indicating early precocity or parent's strong
belief 1n the child's superior ability. These children are
desgylbed below.

1) . One such child was believed by one parent to be

gifted, but the other parent was not sure. The child was
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extremely impulsive. He finished the Raven's test in about
five minutes, and while his choices were not altogether
stupid, results indicated that he chose items without
completing the search process. A psychologist had found him
impossible to test but thought he 'might be gifted'. This
chi1ld 1s not reported on, as he did not meet the criteraia.
2) This child did not reach the 97th percentile on the
test. He was absent on the day the class was tested and had
to be tested on his return. Unfortunately the test had to
take place 1n the only available place- the princapal's
office. He talked to himself throughout the test, anxiously
wondering 'why am I here', and muttering 'I think I've seen
this Dbefore’'. It transpired that the child had taken the
test under optimum conditions several months before and had
scored very highly on 1t. Obviously_ this child had been in
ﬁpe Principal's office under less congenial circumstances!
This child was reported on in the study.

3) This child had a tested W.I.5.C.-R I.Q. of 126. She was
a high achiever, and according to her teacher ('hlghly
motivated'. Her performance on the Raven's test fell far
short of th‘crlterlon, although she stood out from the
class 1n her posture and demeanour during the test, and the
length of tlme she took to complete 1t. She was second last

flnlghed. She 1s not reported on in the study.

45 This ch:ld's mother was totally convinced that she was
?;ftgd. Iler performance on the Raven's fell far short of
what was requlied. She had been assessed as a four-year-
0ld, bd% the test was a fiasco. The researcher remembered

thgt ﬁhe chaxldren at the table i1n class where this child sat
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seemed unusually fadgety. She was tested again in her home
when all the other measures had been completed and reached
the criterion with ease. She has therefore been reported
on.

The Selected children, as well as completing the Raven's

Progressive Matrices and the Peer Nomination Form, were

asked:
a) To undergo two separate interviews.
The first of these was highly structured. The Piers-Harris

self—report questionnaire was used as the basis of the
interview. This 1s an 80 i1tem questionnaire which requires
either a Yes or No answer to each aitem. The child 1is
required to respond to items such 'I am happy' according to
whether 1t 1s true 'most of the time'. The instrument 1is
designed to yield an over-all self-concept score and
separate scores on a cluster of traits such as 'popularity'.
The 1tems were presented in the exact order recommended.
The difference was that the child was invited to expand on
t?e reasons for his/her choice. Several children reguired
reassurance that 1f they told the truth, 1t would not be
regarded as boasting. In general children's reactions to the
individual 1tems and to the instrument as a whole revealed
information that simply completing a questionnaire could not
have done. Since this method required a longer time to
administer, a Dbreak was organised the moment the child's
interest agpeared to wane. Some of the children, because of
their better than average powers of concentration, did not
require a break and would quite happily have talked for

hours.
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The second interview which took place several weeks after
the first, was semi-structured and was designed to obtain
information on children's 1nterests, activities and reading
habits, the 1level of the child's personal investment in
these, the place they occupied in the child's life and the
degree of freedom allowed to her/him in pursuing her/his
interests. The child was also asked to describe her/his
thinking style. Information was also elicited on personal
aspirations and attitudes towards achievement situations,
such as, task choice and unexpected failure. Equipment
available 1n the home e.g. wvideo or computer which could be
used to facilitate achievement was noted. Children were
also given the opportunity to discuss their views on school,
teachers and education in general. They were also invited
to comment on what they thought the greatest problems in the
world today might Dbe. Children were also given the
opportunity to discuss their views on school, teachers and

education 11 general.

bs In conjunction with the second interview the children
were invited to keep a diary for a week, writing down what
they did for the week and 'anything else they liked'. They
were told that this was to give the interviewer some i1dea of
how different children spent their time. Children were told
to keep a diary 'only 1f they wanted' since it was envisaged
that some would regard a diary as private, and the
interviewer made a point at all times not to appear
tntrusaive. The diary was used to cross-chec the

information given in the second interview and to assess the
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type of time-pressure (1f any) on the child in reconciling
home and school activities which might affect the child's
ability to perform well at school.

c) The child was asked to -keep a careful record of all the
written English marked by the teacher for at 1least two
weeks. The time was carefully chosen so that holidays,
school concerts and other such events would not interfere.
The child was told that this was to give the researcher an
1dea of the kind of work which was being done at school.
Teachers were not told in advance about this ,1n case 1t
altered their work-pattern. In fact the information was
compared with the teacher's curriculum objectives as stated
in the teacher interview (see below) to see whether for this
child, at least, the work set, required the type of thinking
skills which were app;oprlate or thqse which corresponded
with the teacher's objectives. A further check was made to
discover what type of feedback which the ch1ld was getting
frem the teacher in written Englaish, since feedback has been
shown to affect achievement. The chosen weeks were then
compared with other weeks to ensure that they yielded a
reasonably representative sample of the teacher's style of
assigning wock and giving feedback. It should be noted that
no attempt was made to assess the effectiveness or otherwise
of the teaching generally, and other children may not
necessarily have been getting the same work assigned or the
same feedback.

a) Each child was asked to complete the SOLAT
questionnaire. (see APPENDIX B). This instrument, known

also as ' Your Style of Learning anrd Thinking' 1s designed
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to show hemispheric preference and yields scores for Raght-
brained, Left-brained or Whole-brained thinking. Hemispheric
preference has been shown to affect school achievement and
behaviour.

All procedures involvaing the selected children, with the
exception of those undergone by the whole class, took place
at home, as 1t was decided that the less attention drawn to
the child at school, the better. Children were asked not to
tell the rest of the class that they had been invited to
take part, and teachers were asked not to draw attention to
the child. Apart from one teacher and one student, these

instructions seem to have been followed.

The Parents

The parents undgrwent a seml—st{uctured interview. They
were given in advance the headings under which information
wouvld Dbe sought and 1t was impressed on them that 1t was
their personal experiences and opinions which were of most
interest to the interviewer. No time limit was put on the
interview, and parents were invited to call a halt and take
a break any time they wanted. Parents showed a wide variety
of response to these instructions, one manging to hurtle
very competently through the interv.iew while supervising the
cooking of the dinner, and another talking for several
hours, causing the interviewer to have a severe aversion to
coffee for a considerable time thereafter!

The purpose of this interview was to gather information on
the early childhood of the child, the investment of taime,

effort, interest, money etc which the parents were making in
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her/him, the child's home behaviour, health, evidence, of
stress, (1f any), the degree of independence afforded the
child, the parents' hopes, expectations, standards and
goals, the parents own backgrounds and interests and the
value they put on education and the part (1f any) played by
other family members 1in the life of this child. Parents
were also invited to describe the child in six words. it
was hoped that this combined with other information from the
interview would give some 1ndication of the emotional
relationship between parent and child. The parents were
told that only one parent would be 1interviewed, and 1t was
left to them to choose which. It was assumed that the
parent who had most involvement with the child would be
chosed, but contingency arrangements were made 1f this
turned out otherwise. As i1t happened, two fathers presented
themselves for interview. One gave as the reason that the
mother had spent so much time talking to +the interviewer
already that there was little left to say. This in fact was
true. Being a natural talker, she had already answered most
of the qgquestions without being asked. The views of both
parents differed i1in various ways.

The reasons for the second volunteer father were not
altogether clear. He was however, very involved in the
child’'s wupbringing and education and only referred to hais
wife for verification when subjects such as the child's
birth were broached. The mother seemed quite happy with the
arrangement and her views obtained 1i1n other situations

seemed to coincide with hais.
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Information from the 1interview was also cross-checked
against any other information which either parent had gaiven
informally on other occasions.

Results from the various measures were analysed,firstly to
detect general trends, and then to consider each child
indaividually in the light of the combined information from
all sources. Conclusions were drawn from this analysis,
problem areas were highlighted and suggestions made for

future action.

Lt ey
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V. RESULTS

vV (1) THE HOME AS A FACILITATING ENVIRONMENT

The role of the family and home in the development of the
achievement motive has been shown to be extremely important.
The values explicitly or implicitly enshrined in family life
serve to orient the child towards certain areas of activity
and certain manners of behaviour which will ultimately
affect her/his perception of what counts as success and what
1s regarded as an effective and legitimate way of attaining
1t. It 1s 1in the home that the child first encounters
models of achievement oriented behaviour. It is through the
beliefs og the parents, and even more so, through thear
actions that children grasp a sense of what matters in life.
As the song says: "If you don't have a dream, how you gonna
have‘ your dream come true?". Making a dream come true,
however, requires more than wishful thinking. It requires
physical, moral and spiritual resources as well as education
and opportunlty. The ability and the willingness of parents
to provide these can be of crucial importance in translating

the motive to achieve into tangible achievement.

THE FAMILY UNIT

All of the twenty-two children in the study had both
parents living. Fourteen were the oldest in their families
(one of these was a twin), and there were no only children.
Six of the others had at least one older sibling who was

gifted or talented. 1In all but one case the family lived as
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a unit. The exception was a father who had emigrated to
find work, but who remained in close contact. Two of the

children were from the same family.

Doing things as a family.

There was a strong sense of the family acting as a
unit. All but three of the families reported regular family
outings. Typically, these 1involved the countryside,
walking, hiking, cycling, picniking or holidaying together
or going to places of interest such as museums. No one
reported ;egular visits to concerts, theatres or art
exhibaitions, even when these were of interest, presumably
because of the cost involved.

Typical comments (number 1in parenthesis refers to case
numbers of subjects i1in the study, and are keyed to profiles
of i1ndividual children in Appendix A):

"Yes, we do a lot together. The family acts as a unit".[2]
"We do everything together" ([9,12,16,19]

Even the fémllles which did not go on outings shared some
interests in common.

Male/female roles.

In only five of the families was there a male/female divide
when 21t came to household chores. Many of the fathers

cooked, some vacuumed and one child described her father as

the most important person in the house, "because he cooks
breakfast and gets us ready for school on time". This
Chlld;S mother worked full-time outside the home. One

100




mother reported that while the boys in the family still
thought 1n terms of separate roles, and while she dad
everything for her children, "because I'm a mother", the
girls were "more liberated now". These five families who
did not report any involvement by the father in household
chores contained three of the children who showed anxious

behaviour.

Family networks.

The sense of family extended also to the extended
family. A total of 13 grandparents or sets of grandparents
helped out 1n many ways. These ranged from providing
holidays, child-minding, helping during 1i1llness, stimulating
interest in haistory, music, and literature to taking the
child fishing or teaching him to drive.

Of the eight families where help was not reported, one
had only a very 111 graﬁny who was visited by the mother on
a regular basis, one had an aunt and one an uncle who was
especially interested in the child. Two others had a strong
relationship with a grandparent who had since died. In all
but three cases, a grandparent, aunt or uncle was reported
to have taken a constructive interest in the child. One
family with 1nnumerable relations saird that they never
visited, Dbut did not specify a reason. In only one case
was a grandparent actually living in the house.

We must conclude that most of these children were
reared with a sense of belongingness - of being part of a
caring and sharing community. This 1s a factor whaich

typically positively correlates with mental health and
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emotional well-being and 1s wusually regarded as a

prerequisite for self-actualising actaivity. (Maslow, 1970).

THE PARENTS®' EDUCATION

Tpe parents' own education or the lack of it could be
expected +to inform their views on the purpose and value of
education and affect their expectations for theair
children's achievement. Let us now look at the educational
history and status of the twenty-one sets of parents of

children 1in this study.

Parents' Education; Highest status attained

University degree or equivalent:

Mothers: 1 Fathers: 3 (not from the same families)

(By night study, after (2 fathers obtained thear

obtaining a diploma qualifications by studying while
by full-time study) working by day; the third was

1 studying for a postgraduate

degree by research, while

working full-time.).
Other third level quaiification (e.g. nursing diploma)
Mothers: 2 Fathers: 2 (not from the same families)
(One by home study). Both fathers had aquired their
qualifications while working
full-time and both chose
career-related courses.
One other father pursued
a professional course, but did
not qualify.
Secoundary school education completed:
Mothers: 9 Fathers: o

Intermediate or Group Certificate:

Mothers: 6 Fathers: 6 (3 of these fathers had
' completed apprenticeships)
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Left school at 14 years:'
Mothers: 3 Fathers: 3. (2 had no qualifications;
one had completed an
apprenticeship).
One other mother 1left school early, but subsequently
attained a professional qualification.
of the non-professional mothers, nine had +typing or
secretarial skills.- Four had attended courses 1in law and
political science, wordprocessing and child development,
providing community information, and business studies
respectively. Of the non-professional fathers, seven had
taken job-related courses. Nine were not involved ain
courses of any kind. Of these, three worked irregqular
hours, tweyhad left school with no qualifications, and three
had undefgohe long apprenticeships.
In 20 out of the 21 homes studied, one or both parents had
undertaken further courses of study or apprenticeships
since leaving full-time education.
From tpe above figures, 1t can be seen that education and
training are given a high priority ain these homes, not
merely as a prelude to work, but as part of .life-long
development. Only two parents had the quury of full-time
educatlen right up to third level, and even these parents

engaged in further part-time studies.
PARENTS' VIEWS ON THE PURPOSE OF EDUCATION

Parents were asked whether they or their spouses had any
definite views on the purpose of education. In all but three

cases the interviewed parents felt that their spouses were
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i1n agreement with them. The views of the three "dissenters"
are noted separately below.

Purpose of education as reported by the parents

Human development, and social competence .......Total...10

Human development, and social competence only........ 3

(One spouse was reported as believing a job to be more
important)

Human development, social competence, getting a 7job..... 7
One of these seven parents, whose spouse had been bullied
into learning as a child stated that the spouse felt that
education "wasn't all that important”

Acquiring Knowledge. . ... coviieeiinerioteenoesaassanans 3
Two parents named this as the sole purpose, although one of
these felt that his spouse would view getting a job as a
priority. The third parent specified both pursuit of
knowledge and job-getting as the purpose of education.

Comment :

"Education seems sometimes a total waste of time. I would
like -the kids to be well-versed in things-education for
knowledge's sake- although his mother would see 1t more as a
means to an end".[11]

No definite pPULPOSE. ...t iiiiitreeerrnnoensoseaasonannnns 2
Like the child to enjoy school, but need to work P |
Getting @ JODb ONly. .. ittt ittt i it tiieeeeneensoennconas 5

In these five families, one parent had emigrated in search
of work, one had recently been made redundant and one was
unsure how long has job would last. All five families paid
particular attention to their children's out- of- school
personal and social development, so 1t seems that they may
have 1interpreted the question to mean "the purpose of the
school"” rather than "the purpose of education" in the
broader sense.

It 1s S}gnlflcant that even 1i1n time of economic
recession when at least six of the fathers had experienced

unemployment in the recent past, or were in imminent danger
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At least twelve children in all could read before
starting primary school, and one other could recognise
words. Only five of these readers appear to have had any
formal teaching by parents. One parent reported that the
child at four years read a whole story book after having it
read to her once the previous night. All the early readers
had been read to frequently, One child who had been
formally taught by the mother ("He showed interest and kept
asking what words e.g. road signs meant" [9]) had a reading
age of eight on entering primary school at four years old.
Five of the non-readers learned very fast after school
entry.

One mother, when the child was small, bought a crate or box
of books every month (ex-library stock) for future use. Each
child 1n the family had a personal bookcase.

Six children could write their names before school age. At
least eight could count, and one of these could add. Three
had been taught to bake and five knew some songs.

It 1s evident that these children received a considerable
amount of early stimulation, and that thear . love of
learning, and of reading in particular, was developed on the

parent's knee.

Reasons for choosing the present school:

One of the most important choices the parent must make which
can 1mpact on future achievement 1s the choice of school.
Parents were asked on what basis they had made the

selection. The replies were as follows:
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Convenience............. IR I R IR IR 9
(Only 4 of these gave this as the sole reason,and two of
these had no real choice).

Academic considerations.......... EEEREE R R ...15
These 1included: small size, wider curriculum, good
d1501p;1qg, better facilities, homework policy, approach to
subjects, academic reputation and use of Irash.

Rel;glgn ........... 3 (Only 1 gave this as sole reason)
Dissatisfaction with reputation of local school and children
homenearller from present school................. 1

qubgrg of children still attending local school as school
of fairst choice........ .. i, 10

Nuﬁbers no longer in school of first choice. ..... 6

Reasons given i1ncluded:

(a) First school not work-oriented, [2]

(b) House move and problems with religious instruction in
: previous school. [4]

P
' Q
S

Move to improve the child's chances of getting into a
good secondary school.[13]

(d) Chitd not progressing in first school; second one gave
i automatic access to secondary school.[17]

(e) Mcve from abroad, as foreign city not considered safe
or. suitable for childrearing.[19]

(£) The present school had no available places, due to
excessive demand, and the parent sent the child to a further
away ,all-Irish speaking school to improve her chances of
getF;ng'a place when one became available.[16]

As <can be seen from the above figures, parents were very
selective 1n their choice of schools. Many academic factors
were taken into consideration and when a particular school
did not prove suitable, they were prepared to consider

alternatives.
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It 1s interesting to note that the parents who demanded most
from the educational system and who showed a direct action
approach to reaching their objectives were those whose own
educational opportunities had been nipped in the bud. Of
the six children who had moved school, four of the mothers
had been obliged to leave school as soon as they had reached
the then statutary age of fourteen, although one had
subsequently managed to obtain a professional qualification.
The spouses of two of these also left school early. They
were acutely aware of the consequences of 1lack of
educational opportunity, and determined that their children
should not suffer the same fate. Their comments are
revealing, e.qg.:
Parent of child at (c) above:

'At the beginning of every year, I go to the school and
tell the teacher what he can expect from me and what I
expect+ from the teacher. The school 1s very strict- plenty

of homework- I prefer i1t that way- If not I would take him

Parent of child at (d) above:

"There was never a time that he wasn't learning or I'd have
been up tc the school to see what was going on". and 1later
"There was never anything for us older ones down on the farm
- the younger ones got the education".

This parent had gone to great lengths to get her child
admitted to the second school, even to the extent of getting

the school to arrange a separate entrance examination for

him. {17]

109




PARENTAL PRESSURE TO ACHIEVE

Parental expectations

Parents'expectations have been shown to have an impact on a
child's self-concept éﬁd achievement (Praingle, 1970). Eight
of the parents interviewed reported that they expected more
of the child because s/he was braight. Two of these worried
that they were expecting too much. Eight stated that they
expected the child to do her/his best. (Three of these were
also in the previous group). Three children reported that

their parents expected too much of them.

Academic goals set and advice given by parents.

Research has shown that underachievement often results
from unrealistic parental expectations. What were the goals
and guidelines they sgt for thear glﬁEed offspring?

Number of parents who specifically advocated hard work...9

Of these, 6 tied this advice to long term objectives:
Good job...2; University ...2; Good Leaving Certificate...2

Two of the remaining three were "pushers".
One of these mothers, was disappointed in the <child's
results.

"I tell him he 1s well able to be top of the class and urge
him to try to achieve that." [7].

The other mother never compared her daughter to other
children, but urged her not to slack and to keep up her own
standard. This child was being encouraged to study for a
scholarship to a praivate secondary school. [2]

Number of parents who did not claim to set academic goals

for thear chalddren... ..o eeivnennen. T e R )

® s o 0 0 0 o * 0 o 0
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Some comments:
"The child doesn't need guidance" [14].
"Take one day at a time" [15]

"Not now, maybe in_ secondary school" [13].

Parents long-term plans and aspirations.

Number aspiring to third-level education............ 18
Some comments:

"We're geared financially"([3]

"I'd get a job 1f necessary to help finance her"[2]

"We'll stick with him as far as he wants to go".

"This one (the youngest) 1s our great white hope". Thas
family had saved a significant amount from a slender budget
to pay for an older child's education, but she did not get
enough points for university.[16]

Number of parents not specifically aiming at third level .3
Comments of these three:
(1) "What's for them - the saituation 1s getting worse".[9]

These parents believe that education should be “geared

to more practical things, everyday 1living, a wide

range'. The boys were taught to cook and do housework,
although they were also given a musical education.

(1) "I'd be very annoyed 1f he didn't finish secondary
school".[17] Both father and mother had left school at
14 years.

(r11) "I don't know; 1t s too soon to think; I don't want
pressure". [20}. This child was i1solated at school by
her 1love of learning, and the mother was afraid of
aggravating the situation by setting goals for a child
who was already self-motivated.

It seems clear that while the majority had high hopes and

plans for their children's academic future, and 1n some

cases had already made financial provision to see these

through, many were loath to set specific i1mmediate academic
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targets, or to make 1invidious comparisons between the
progress of their own children and that of others. With a
few notable exceptions they tried to ease the pressure and

allow the children to develop naturally.

Parental pressure- push to achieve

There was a possibility that in homes where education
was a high-priority i1tem, parents might push their children
into academic pursuits or even use what have come to be
called Hothouse techniques- i1ntensive structured learning
from a young age. The preschool period showed no evidence
of this phenomenon.

Now that the children were older, had the situation changed?
Parents were questioned on this matter. Their replies
follows:

No academic pressure exerted on the child at home....16
Among the reasons given were:

Pressure does not work (x2); would like to see him make own
decasions and develop as he 1s; parents do not believe 1in
it%; child needs 1initial confidence-we don't push-just
provide the infrastructure; children interested-will work
to amuse themselves; mother wants child to enjoy school;
child needs all the encouragement she can get-once she 1is
happy, abilaity 1s not a top priority (This child set herself
a straight As standard), don't want the <child to be

different (still being hassled at school- other children are
jJealous); needs praise to let her know she's good.

It 1s i1nteresting to note that the three children described
as needing confidence and encouragement were all girls who
were suffering quite severe peer rejection at school. Since
the parents had no qualms about insisting that non-academic

tasks like housework should be done, 1t appeared that they
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were deliberately not pushing their children academically so

as not to distance them further from their peers.

Parents exerting presSsure On Own admlSS1O0N....ecoeseann. 4

Comments:

"If you don't push your children, they'll get nowhere" [2]

"The child needs a push. He lacks the ability to know how
good he 1s". [7]

"Yes, we push her, but not beyond her ability - more like
encouraging her".[6] This child showed a definite resistance
to work on subjects, such as Irish, which she considered a
waste of time, and mathematics which she could not excel in.

Children given schoolwork during holidayS......cceeeueeveon 4
(Two of these also appear in the previous category)

(1) Chrldren in this family given small academic tasks 1n
mornings during holidays. [2]

(ir) PFather 1insists on a few hours a day for most of the
holidays. Mother wonders 1f this i1s too much -
although more 1s expected of*the older child who 1is

also gifted. She tells the child "It does not matter
now' because he was so upset by the last test. [3]

(111) Father sometimes gives mathematics excercises duraing
the holidays, but mother will mcdify the amount if too
much 1s gaiven. [13]

{(1v) Child 1s given some work during the holidays. This
would appear to be to alleviate boredom as local
friends are almost non-existent. [19]

While academic pursuits were undoubtedly valued in these

homes, 1n only four was there evidence of parents exerting

overt pressure on the children to achieve. In one of these
cases the mother tried to alleviate the pressure when the
child was under strain. In a second, the pressure was said
to Dbe designed to show the child how good he was. This
chi1ld was underachieving at school, even though he had an

extrémely high I.Q. score. The mother believed that he was
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underachieving deliberately - "some gifted children do that"
(7]. In a third case pressure was directed only towards
those areas of the curriculum where the child was
diglnclined to work, even though her access to third level
education and thus her chosen career might depend on it.

Other gifted siblings were under no such pressure.

Pressure to Compete

Seven parents encouraged competition, 3 of these with
reservations e.g.
“I encourage him to compete, not for winning, but for
participation" [1].

"Yes, to compete for fun but no pressure" [3].

The third mother allowed her son to compete, but was acutely
aware of the danger of pressurising him. When the swimming

ciub wanted him to train five mornings a week, she refused.

9 parents did not need to encourage competition because the
child was already self-motivated or very competitive. --
Comnaents:
"It's good for her to realise she can't always be
first. The club promotes a team spirit. They applaud
each others successes." [12]
"Competition 1i1s not so good for him or others 1if he
shows them up. He was always farst 1in musac
competitions- except once when he was cheated." [11]
"We would prefer participation to competition, but he
1s competitive anyway" [15]

4 children were not encouraged to compete.

0
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PARENTAL SUPPORT FOR THE CHILD'S ACTIVITIES

All parents encouraged their children to take part an
activities other than those which are strictly academic and

school-based.

"We encourage all talents" [15]
"I got her involved 1n tap-dancing to meet people" [20]

"We sent him to Explorers to meet children of his own
ability" [19]

"If they show an interest , their father will buy any
equipment they need for hobbies" [3]

Some parents worked at generating interest initially e.qg.
"She needs a push to get involved" [2]. Others felt the
child needed 1initial confidence to participate.

What kinds of activities were these parents encouraging?

Sports and Physical Activaitaies

Children wore asked about their involvement 1in organised
sporting and physical activities outside of school time.

7 children were seriously involved to an extent of spending
more than four hours per week out of school on these
activitaes.

Of these, 3 were captains of a football team, 2 held clubman
or player-of-the-year awards and 1 competed at national
level 1n gymnastics. One of these managed to combine this
with playing music in a group at national award-winning
level.

16 others spent one-two hours per week on organised out-of-

school sporting activities, but five of these were also
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members of clubs or groups which provided mainly physical
activitaes. “
5 children took part in no organised out-of-school physical
activity at all. 3 (boys) of these were seriously interested
in music, each playing at least two instruments. One had a
major commitment to this and was performing to an
exceptional standard, which 1left very 1little time for
anything else. Another held awards for music. The third
was never very physically active, although he attended
swimming lessons duraing school time, "purely for safety, not
for competition".
The other two were girls. One had had 1lessons 1in tap-
danc1ng; swimming and gymnastics, but had giveﬁrthem up.
Her mother says she gets bored quickly. The c¢hild also
seems to hate being organised and even though she had gone
to swimming lessons, stated that she had taught herself.
The second 1lived 1n an 1i1solated area and because of
transport difficulties and the presence of younger siblings,
did not gei the same opportunities to participate.

The above information does not include {)sporting
activity carried out purely within school time. Many of the
schools, particularly those for boys, had good sports

instruction available and many of the children took part.

Instrumental musaic

A total of 15 out of 22 children could play a musical
instrument. 9 of these could play more than one. 3 were
members of bands with a fourth about to join one. A faifth

belonged to a musical/singing group.
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One boy held a gold medal for theory at national level

as well as having achieved spectacular results in music
examinations. The group of which another child was a member
held an all-Ireland trophy. Top awards in the Dublin Feis
were among the spoils of a third.
In some cases, the children's dedication was impressive.
One Dboy who attended two classes spent a further nineteen
hours practising [9]. Another who averaged twenty-one hours
per week spent ten of these on band practise and was also
taking grade 4 piano lessons [21]. Not every child
practised so willingly. One, who 1ronically 1liked the
instrument he played, wished he had never seen i1t because he
bitterly resented the fact that his mother compelled haim to
spend ten hours per week on band practise [7]. A total of
12 children had taken paid lessons at some time and 8 were
currently engaged in these. Several others had been taught
by siblings or grandparents. Of the 7 children not involved,
5 had given up and 2 never had any interest. One of these
however tcok a leading part in choral singing. 11
parents were actively engaged in instrumental music or
singing. Interestingly enough, they were not reported to
have participated 1n dairectly teaching their children
instrumental music on a long term basis, being more 1likely
to leave this to the professionals.

It 1s evident from the above that these children were
no mere bookworms, swotting over their 1lessons to the
exclusion of all else. In all but two cases they were

involved in a plethora of extra-curricular activities all of
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which are not reported on in detail here but which include

birdwatching, self-defence, first-aid, drama and art.

Paid lessons

Almost all the parents were prepared to make a

financial investment in their child's 1interests and

activitaies. This did not involve providing extra helpings
of school-type learning. In fact only one child was
receiving a "grind" and this was at his teacher's

suggestion, because he had come from another country and
missed out on Irash. Two children were learning French
after school, and several others were taught 1t during
school. What these parents were really concerned with was
enrichment.

In all nine of the subjects were receiving tuition in music-
some i1n more than one instrument. Fourteen were involved in
sport-related lessons, mainly swimming, which had to be paid
for. Three attended computer courses and two were attending
dancing lessons. At various times some had brushes with art
or speech and drama, mainly at summer courses, but some
schools provided these for a nominal fee. Only five were
not currently benefiting from paid lessons - two had never
had them because they lived i1n areas where thay were not
available and 1in two other cases the cause was probably

econcmicC.

Group activities

On the purely social front, as distinct from class-type

sztuations- current group membership was as follows:
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Explorer ClubS......ceveeeeenennen.. [P P |
(one of these also in a band)

Church-run ClubS. ...ttt ettt teeeeeeennoes C e e ae e 3
One was Best Club-Person of the Year

Bands... (3+1lrecent recruait)......... s e e ecsressseonoaas 4

Instrumental /Choral group
(All-Ireland trophy holders)......... i iiiieeeinnnns 1
(also in football club)

Football ClubsS.......cuvvveennnnnn. ettt 6
Three were team captains, one Best Clubman of the Year
and one Best Player of the Year.

SCOUES/gULAES . . vt it i i ittt e s st e e ceea2
One an Assistant Leader.
(one also in football club)

Gymnastic club........ccivveeiennn... e 1
All-Ireland finalist.

Swamming Club. ... ... e i e e e 2
Cne holds medals and trophies.

"Hardware support"”

Achievement activity requires a considerable investment in
the physical hardware which enables or facilitates the

activity to take place. How well equipped were thése homes?

Radio and Telev1s:.on...............T ............ 21 (all)
Tape-recorder and Car........c.oiiiiiiirennnnannns 20
TelepPhoOne. . i i ittt ittt ieneessonseeenseeeennsnns 19
Recordplayer or Stereo.............l ............. 17
Encyclopuedia. .o iiiiiiieeiteaaneososoanannnnas 14
Bicycle (for subject's own use).................. 13
At least one musical instrument.................. 19
One or more musical instrument................... 11
50 -+ U ..9
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computer ............................... o--o-0-8
AV5 s =Yo TN o =Yoo ¥ ol s (=3 a0 O Y 7

Telescope, microscope, binoculars
(ONE Or MOYEe) i vewueooooeos e ee e . 7

Other equipment included cameras, typewriters, dictionaries,
globes, snooker tables and miscellaneous sports items.
Some children had access to computers at school and

some used their grandparent's piano.

Conclusion - Parental Support for Children's Interests.

It seems from the above that, far from hothousing theair
offspring 1in academic pursuits, the parents were looking
after their social, physical and musical development. These
children were no mere book-worms swotting over their
lessons. In all but two cases they were 1involved in a
plethora of activities, not all reported on here. Theair
parents were not attempting to substitute for school, but
rappér complementing 1t and making good its deficiences.
They»gladly made the investment of time, interest and money

1

this involved.

THE PARENTS

Parents are the children's first teachers. They
provide ' the hidden curriculum, which 1s taught more by
example than by precept. What the parents do, what they
appsar to enjoy, what they value (as 1indicated by the
committment they show) and the way in which they go about
achieving their objectives are all noted by the child from

an early age. It 1s often believed that the mother has a




vital role to play in the development of achievement
f\
motivation. What kind of models did the parents prov1de?

‘\
Mothers' Occupations ﬁ

b
|

Only four mothers worked outside the home. Two woﬁked

in caring professions, one full-time and one periodic. ?Two
others did secretarial-type work. In all these cases, &ork
hours were arranged to suit the children or a grandparent
was available. Seven other mothers worked on an occass1%nal
basis, often at home, e.g.childminding, runnlngi a
playschool, keeping accounts. A few of these also took ﬁald
outside work on short contracts where this did not 1nter%ere
with childrearing. Only two parents worked full-#lme
throughout the childrearing period and each of these ﬁhad
élgse relatives on hand to care for the children. tiOne
mcther employed a ‘‘child-minder at”some stages when her
children were of pre-school age, but this seemed to be ; the
exception. k ”
—Three of the mothers had professional qualiflcatlgns.
All 6f the others were or had been employed ain offlce—#ype
worx, as secretaries, receptionists, or clerks with gthe
exception of one who was involved in selling. Faive gere

former civil serwvants.

Mothers as Community Leaders 4 5
L i
In the area of voluntary service, fourteen mothers| out

4
i

of a total of twenty-one held positions of leadership, trust

or responsibility currently or in the recent past. ;

_ 1l

Four of these were operating at national level (1 secretgry,
1 treasurer, 2 council members of national charities). !
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Two served on school boards of management. One of these had
left school herself at fourteen.

Three held positions on Residents' Associations; four were
involved with Parents' Councils or Committees of their
respective schools; one ran a Sunday School and another ran
a youth group with her husband.

Of the seven who were not involved in leadership roles, one
worked at night, four had very young children and two were

kept busy ferrying children to their various activities.

Mothers Interests (excluding reading)

The mothers had a wide variety of interests:

Musical. ... ..ttt ii i i ittt it e et Total 8
Singing: 5 (3 of these train choirs).
Playing an instrument 6 (3 of these also sing).
Outdoor activities...... ..ttt nnnanns Total 11
Organised games and sports 6

Camping, bird-watching hiking etc. 6

Social and charitable work .................. Total 14

(Meals- on wheels, animal rescue
advice centre, school shop
Residents' Assoc. etc.)

Arts and CraftsS..vv et iiin et it ineeeeoenenns Total 8
L0 B B o L P Total 1
RESEATCN. . ittt i ittt ittt ittt enenecsenasensnes Total 2

Religion (actively involved
beyond normal membership

baf=To t I I of =3 1 (1= & o= T Total 8
Archeology , MUSEUMS . . ..ttt veeeeeneonennonnn Total 2 .
ASTrONOmMY . .. .oii ittt i it it i Total 2

At least five of the mothers never got out either on
their own or with their husbands just to have fun. One
husband was afraid to let the wife or childrem out after
dark on their own. The wife did however manage to become
involved 1in the school and i1n social work during the day.
The other four seemed quite happy with their lot. Two of
these earned money by working periodically at home. One
reported that she had just recently gone out with her

partner and left the children at home for the first time in
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fifteen years. Another routinely turned down invitations

that did not ainclude the children, while the husband of a

third felt 1t would do her a world of good and put her in

better humour 1f she got away frém the house once 1in a
;

while.

Mothers as Carers...... (currently or in the recent past)

Caring constantly for aged grandparents, either at home or

by frequent visits...... ..ttt 7
Caring for handicapped or old non-relataives....... 4
Caring for other people's children .............. 10

Altogether 17 parents were 1involved 1in direct caring
activities other than caring for their own children. Of the
other 4, 1 does social work (unspecified) and 3 have very

young children.

Fathers' occupations

Category

1 Professional......c.oueieeneeeeeeeeeecnennnns 3
2 Managerlal. .. ...t troeoeeeoneenaeeonnens 2
3 SUPCIr VSO Y ettt ottt enseesananssonassnsans .4
4 Skilled non-manual....... e e e e es s eeeonnanns 2
5 Technical or skilled manual........veeenese 7
6 Non-skilled manual..... ..ot eveeeecenenson 3

Two of the professional fathers had obtained
significant recognition for their wérk. One other had come
first 1n England and Ireland ain his technical examinations.

One ‘tather i1n category 1 became unemployed during the
study, but got a job consistent with h:is qualifications soon
atterwards. In category 5, one was unemployed at the start
of the study, but obtained a category 4 job some time later.
Three other fathers were i1in insecure employment at the start

of the study, one due to the introduction of new technology,

123




and two due to the slump 1n the building trade and one of
these lost his job a short time later. In four out of five
of these cases the wife took part-time or contract work when

the family's finances were threatened.

Fathers' interests

Outside of work ainterests, - and excluding reading,
camping walking or hiking, the fathers had an average of two
past-times, hobbies or special interests each. For thas

purpose all games and sports interests were counted as only

one 1itenm.
Playing one or more musical instruments...........cccieeeeen 4
Games and SPOrtES. ...ttt ittt ittt st eseasssosssscassnnnns 11

(3 of these were organisers of these activities
4 held medals or awards).

Other outdoor PUrsSUItS. ... ..ttt ittt nenennassosssssssnness 6
(hi1ll-climbing, long walks, etc.)

Charitable and social work.......... e ettt e ee et 1
Arts, crafts and D.Tl.Y. .. ..ttt ittt eeeeonseneseneenneenns 8
(2 undertook major D.I.Y. work) -
REl1g10n. ...t iiiieneetneeesonesananans et s e ecesen ceeesad
(3 organisers, one organist)

History, geneology, architecture..........ciiiiiiinennnn. 7
(two do their own research)

Computers, astronomy, quizzes, politics..(one each)........ 4
Drama (acting, writlng).......cceieieeeeeeeennns B |
T.V. and radio Wrliang. ... .t ve ittt eeeeonoannnnnnnees |
No father acted in the capacity of carer. This 1s not to
say that they were uncaraing. Their treatment of their
children testified to this. They did not however get

involved with people whose need for constant care,
survelllance and/or nursing would have limited the freedom
of the carer. This 1s not surprising, since in almost all
of these families the husband was the principal or only

breadwainner.
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Conclusion: Parents as Role Models

A pattern emerges of families with a common sense of
purpose, who do things together on a regular basis, where
male/female roles are blurred, crises are confronted jointly
and family networks are strong. The mothers, while devoted
to thear homes and families are not slaves to them. They
tend to act as "origains" rather than "pawns". They see
matters needing attention and they are prepared to take a
leadiug role in getting things done. Their work, paid or
voluntary, 1s arranged in such a way that there is minimal
disruptzon to family laife and children are almost always in
the care of an immediate family member. They care about
people and this concern often extends to the school, the
community and beyond, and almost all manage to find time to
pursue some interest of their own. They show committment to
a set of values and they provide their children with models
of caring, i1involvement, responsibility and achievement.

Both fathers and mothers lead busy and interesting
lives while providing financially for their children to the
best of their abilaity. Most make a point of sharing work
and play within the family, while allowing each other space

to develop as individuals.

INDEPENDENCE TRAINING

Independence training has been shown to be an important
factor in achievement motivation. This encompasses the

notion that one 1s a free agent and a causal factor in one's

125




action outcomes and can thus be held responsible for these
outcomes. How much freedom were these parents offering
their children?

1

Consultation and Negotiation

Parents were asked whether children were consulted when
family decisions were being taken which affected them.
Consultation took place i1n seventeen out of the twenty-one
families.

Typical comments:

"Yes we discuss and compromise" [2]'

"Everybody mucks in" [17]

"The children know everything that 1s going on" [15]

Of the four families where the children were not consulted:
(a) The father decides. No one, not even the mother 1is
consulted. The mother discusses everything with the
children. [3]

(b) The mcther decides. (The father i1s not at home). The
child does not discuss things with the mother - only with
strangers. .

(c) The father decides and the mother agrees. This mother
sees herself 1in the conventional "mammy" role even though
she 1s deeply involved outside the home. [13]

(d) The parents mostly decaide. The father thinks that the
child 1s trying to organise them. "He won't organise me"-
mother [19].

Parents were asked what their typical response was on
occa§51ons when there was dlsagreegent about what the child

should do.
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Parents who negotiated with the Ch1ld. . .vvrenneeennns <7

Parents who were prepared to discuss and explain........ 8
Parents who insisted (no negotiation or explanation)....5
NO GNSWETL ... ... ueieteresesrsonessonneenecnsassscssesnoos 1

Among the parents who negotiated were two who would insist
periodically. The first of these described the child as a
"reformed demon" who often challenged authority and resented

arbitrary rules. She felt 1t necessary to put her foot down

on occassion, even though 1long discussions and hard
bargaining were the norm. The second negotiated, but drew
the line when the child became aggressive. Both of these

were very anxious children.

In the second category - parents who did not negotiate, but
discussed and explained, four i1nsisted on obedience most of
the time and one some of the time. A fifth said that
obedience was expected- "I'm 1n charée".

Five children had parents who insisted on compliance without
discussion.- Three of these children had problems. In the
who%e study, only these three had given an unqualified "yes"

to the statement "My parents expect too much from me":

Conclusion

To sum up, most parents were prepared to negotiate with
their children or at least to explain when disagreements
arose about what the child shouid do. Often this was
because these children were accustomed to requiring and
being given exact answers to their gquestions. They were not
easily fobbed off with arbritary parental decisions or half-

baked explanations. Their parents did not however abdicate

total responsibility to the child, rather they were inviting
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them to share responsibility as a first step on the road to
freedomn. Only one mother of a large family admitted to
letting things go for the sake of peace, but her husband
would 1insist on obedience. Three of the parents who
insisted on unqualified obedience had described their
children as ‘"manipulative". Were the parents afraid of
losing control and authority, or were the children simply
trying to achieve their freedom by devious means?

Degrees of Freedom

All parents reported that they placed restrictions on
their children's movements e.g. fixed time to be home,
knowing where s/he 1s etc. Almost all accepted these
;gstrlctlons, often after they had been given reasons for
Fﬁem. Five argqued for greater freedom, but on the whole
they kept the rules.

Parents were asked how far afield their child was
permitted to go unaccompanied by an adult. Five of the
s1¥ﬁh Class subjects were given a fair degree of
1néependence e.g. they could go into town, go two-three
miles- on a bicycle or travel by train with a fraiend. One
could go only to school or organised events like football.
Arnother (a girl) was delivered and collected by car. Of the
five fifth class children, two were allowed to travel to
school or organised activities by bicycle, a third went to
school by train or to the local park and a fourth had only
recently been allowed travel by bus accompanied by a friend.
The last child in the group was permitted only as far as the
local - shops [3]. His father had strong objections to hais

sons joining youth-clubs.
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Five of the younger children were confined to the
immediate vicinity. One of these was not encouraged to play
on the street because of the "rough crowd" ([19]. Three
other children could go to the local park with a friend (two
of these only recently): One child who 1lived on an
extremely dangerous road would have liked to be able to go
to the shops on her own, but the mother refused and the
father had strong views about children being allowed run
wild.

Another aspect of 1independence 1s freedom of
association. Parents were asked whether they ever
d}scograged their children from playing with certain others.
Eou;téen of the twenty-two children were given freedom to
choose their friends without restriction. Reasons given for
g1§éouraglng association with poténtlal playmates ranged
f;om "they're out all naight", "interested in snooker clubs",
"bo%q and destructive", "teacher warned me about him and my
own child 1s easily led" to ‘"nasty". One parent only
intervened 1f there was something radically wrong with- the
other child. These restrictions, however, only applied to
the individuals in question and beyond that, children could
ch;ose as they pleased. Only one parent stated that she
made the choice - on the grounds that many local children

were "bowsies" 1.e. up to no good.
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4

EMOTIONAL AMBIENCE OF THE HOME and EMOTIONAL SUPPORT GIVEN.

The emotional ambience of the home, the degree of
acceptance of the <child's abilities and the parents
tolerance for failure can affect the <c¢hild's self-concept
and her/his willingness to take achievement rasks. It was
felt that the terms which parents choose to use in
describing their children would give better clues to their
perceptions of parent/child relations than those which could
be obtained by direct questioning.

Seventeen described their childrenin terms of being
sensitave to the feelings of others, showing concern for
family members, being loving and affectionate, etc. This
did not mean that blissful harminy was a constant state in
these homes. Sibling raivalry was alive and well in some,
whllé in others older children Jcomplalned of younger
siblangs getting on their nerves, when they tried to
concentrate. A number of the children treated their
31blln§§ as best friends and shared interests even where
there was an age gap of a few years.

?ens;on was apparent 1n many children. Eleven were
described as being very emotional é.g. "He bottles things
up- had to be taught to let go; "She rebels sometimes";
"Inner frustration explodes sometimes"; "She's easily
uﬁsgt"; "He gets frustrated with his own performance - paces
g§~and QOwn"; "Uptight - loses temper". The mothers of at

least four children described how they had to calm them

aown.

1
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While seventeen parents used terms 1like "loving” ‘and
"caring" and all but one descrlﬂed the child in some
socially desirable light e.g. "fraiendly", "pleasant", only
four used the term "lovable". Perhaps this was an
indication of the tough job parenting gifted children can
be. Many had to cope with a second or even a third highly
able or talented child. One mother admitted that she had
seét a younger child to school at féur "because I would have
kilied him ér committed suicide otherwise". This child was
also showing evidence of advanced learning ability.

Many of these children were described by parents as having
£endenc1es towards 1leadership and organisational ability
which parents could be expected to find a threat to their
aqéporlty, although most had 1learned the value of
pegpglatlon and explanation. Four described their chlléren
as manipulative.

f@e~ health of many of the subjects was also a matter for
conqerﬁﬁ The follow1ng’flgures show the frequency of the

complaints reported. Many of these are commonly believed to

be stress-related. -

Asthma:

Chronic........iiiiiiiiinennn 4 ‘
Suffered when younger........ 3 (2 recurring at times)

Of recent origin............. 2

Occassional..... ..., 1

3 others had siblings with asthma.
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In two families all the children had asthma. Most of these

were high achievers.

ECZema......covveuvnnnn 4

Dermatitis............. 1

Infantile eczema....... 1

b 1 o - B U 6 (5 current)
Hayfever. ... ..ttt ittt enenennaaannns 3

Suffered when younger..........coeeeeeucans 2

Other allergles ...iiiii i irieeensveoannnoes 4
Breathing/bronchial complaints............. 3

Epilepsy (M11d) . ... iiiniiineeeennnansas 1

Convulsions as a baby.....cii i iiiiaenn, 2

Several children had suffered ear complaints as infants.
One was partly deaf as a result.

One child was extremely short-sighted, while another was
short-sighted in one eye.

2 children featured in several of the above categories.
Rearing such children 1s no job for the faint-hearted, but
parents did not resent their investment of time, care and
money.

Parents were asked what they hoped to achieve by the
provision they were making for their children. Academic
obiectives e.g. 1improving the child's school performance
wexe not mentioned at all. Instead they were more concerned
that the children be well-adjusted, develop interests, be

open to experience and aware of what goes on in the world.
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The objectives mentioned Dby the, eighteen parents who

answered this question can be summarized as follows:

Social development and adjustment B .5
Expose to i1nterests and open eyes.........c.cc.ua.. 6
Amuse them, be happy... ...ttt enennn 4
ENCOUL QG . « vttt st tsessseessesnsnssessssnessocsonses 3
Develop taients .................................. 2
Be able to rely on him......... ... ..., 1
Give him the securaty of parents................. 1
Education.......ciiiiiiiiiiinnnnnaens R R 1
Broader edUCAtlon. ... ..ttt onnannas 1

Only three mentioned the world of work e.g.
"Give him a means of expression - never starve"
"Open eyes - you work to earn"

"Be happy 1nterested%and get a good job"

Parents did not use their children's 111- health as an
excuse for molly-coddling them. Those with asthma were among
the most actively involved in sport. The emphasis was on
pogltwve thinking - on what the child could do rather than
on what s/he could not. Children were trained to cope with
their limitatjions and to get on with as full a 1life as

possible.

conclusion

The composite picture of these homes 1s of a place
where the child 1s at the centre of a caring network.
Exélanatlon, negotiation and coﬂsultatlon are common,
enabling the <¢hild to gain fairst hand experience , of

¢ecision-making. These families work at being families.
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vV (11) THE SCHOOL AS A FACILITATING ENVIRONMENT

The school is the arena where children are expected to
demonstrate their academic achievements. It is a very
special place, 1f for no other reason than that the child
must spend so much time there. As we have seen from the
literature review, the curriculum content, the structures
for working, the emotional atmosphere, the 1level of
challenge provided and the type of feedback available can
all affect a child's motivation and achievement. Schools
were visited, and teachers and pupils were interviewed in an
attempt explore how these factors operated to facilitate or

inhibit achievement-oriented behaviour.

CURRICULAR PROVISION
How relevant is school work to the pupils' interests and

abilities?

Children's Interests.

The children's involvement in sports, music and-clubs
has been described elsewhere. Many schools, espec1élly
boys' schools, made provision for organised sports.
Although P.E. classes sometimes involved organised games,
for the most part these took place, ' before, and after class
or during lunch break, 1leaving 'children too tired' to
concentrate on homework or afternoon -lessons. Basically,
they were regarded as extra-curricular and this meant éhat
they lengthened the working day for teachers as well. |

Many schools provided some trarning 1in ainstrumental

music. This too was extra-curricular and had to be paid for
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unless the child's own teacher happened to be able and
willing to teach the i1nstrument. This ad-ho¢ arrangement
often meant that a child had lessons one year and none the
next. Where children were seriously involved in music,
either 1learning or performing, outside of school, by the
time they had completed homework, there was little or no
time for social life. Any serious progress in art also
depended on luck- finding that the class teacher was
competen? and willing to treat 1t seriously - although one
school called on the services of an enthusiastic retired
teacher. Several pupils complained that their teacher tried
to avoid art or P.E., (presumably because they were either
unenthusiastic or incompetent), or used 1t as a bribe for
good bepav1our.

As well as being involved in music , sports and clubs,
the children had a wide variety of other interests. Reading
has already been mentioned. All but two of the children
(one senior and one 3Jjunior) were very competent and
interested readers. At least ten wrote stories, poemns,
essays or plays at home, just for fun, eight of these on a
regular basis, some very prolific and one in both Irish and
English. These writings were not for the teachers' eyes and
often were longer than the number of pages the teacher was
willing to correct. At least six were involved in computer
programming and two had won prizes in a national computer
problem-solving competition. One échool provided a course
in computer programming in LOGO after hours on a paying

basis and another gave sixth class access to the school
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computer, Other chlldreh expregsed an interest, but had no
facilities. Two children were interested in cars, kept up
to date on makes and models by reading specialist magazines
and were very knowledgable on performance capabilities and
the state of the car industry in general. Six were involved
in drama. Some schools put on an annual performance and one
provided actual classes on a paying basis after and one
during school. Five had taken leading parts in dramatic
productions. Five girls were interested 1n needlework, some
of which they learned in class. Six of the girls were very
competent dancers, having had paid lessons at some stage and
two ha@ won awards for this, even though none of the schools
studied provided dancing classes. Other interests, which
were not cateredefor were gardening (six children),
astronomy (4), archeology (2), photography (1) modelmaking
(2)

Twelve cplldren named museums and historical sites as the

f

most interesting places they had ever vasited.

At least five children were doing praivate research on
topics as daiverse as over-population, space, football and
the history of music. Children often refered appreciatively

to a teacher who showed enthusiasm for these interests, even

where the teacher had no particular competence .n the area. .

These teachers were often the catalysts who stimulated the

child to action in the first place.:
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Children's Ability to Concentrate.

The level of committment of time and energy to sports
and music has“already been mentlonéd elsewhere. Parents
were asked about their child's ability to concentrate on
their activities. Eighteen of the twenty-two subjects were
reported by parents to have good powers of concentration.
Four were said to skip from one activity to another. Three
of these had a very low boredom threshold and resisted
formal iessons e.g. 1n music or art, preferring to teach

themselves. These children tended to read for specific

information and resent anything which wasted their time.

Children's Grasp on Current Affairs

These were very busy children, 1involved in a multitude
of 1interests. Was - there any time left for informing
themselyes on world affairs or were they simply on an ego-
trip? They were asked what they thought were the worst
problems in the world today and what they believed should be
done about them. Their replies were as follows:

Famine ( 16 children), War (8), Nucleur Weapons (5), Nuclear
Waste\(g), Violence e.g. I.R.A. k3), Economic Issues e.qg.
unemplogment, inflation, wunequal distribution of wealth,
high taxes, (5), Pollution (2), Drugs (2),Kidnapping,
Refugges; Planet going off-course (1 each). Almost all of
the cgllQren could make reasonable suggestions for tackling
the ;roblems. Most of their information was gleaned from

the media. Several parents had remarked on the fact that

theL; children were concerned for the future of the world.
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Could Teachers go beyond the Curriculum?

The eleven teachers interviewed were asked whether they
had any scope to go beyond the curriculum and deal with, for
example, current affairs, great 1deas or inventions,
exceptional achievement, cultural, scientifac or
controversial 1ssues or others topics not strictly speaking
on the curriculum. The replies were as follows:

7 dealt with news, topical 1issues or current affairs
(2 of these on a very limited scale).

5 introduced environmental topics e.g. Chernobyl
(2 of these were also i1n the previous group).

3 dealt with controversial issues,
(two of these only 1f they arose during religion class).

Cultural and scientific matters received very little
attention. Famous people, great i1deas and inventions were
pot discussed, except 1n one class where children were

—rf e

introduced to famous composers.

Conclusion

It seems a pity that teachers stick so rigidly to the
curriculum. In an era of mass communications one would have
expected that more of them would be able to 1introduce,
discuss and explain the 1ssues that are live on the medaia,
the great inventions in telecommunications and the new ideas
such as perestroika which are rapidly changing our world.
éven the youngest children 1in the study showed some
awareness and understanding of major world problems and
some 1nsight into the 1issues i1nvolved in trying to resolve

them. Several parents noted their children's concern with

these 1ssues and their childrern's worries about their future

139

L]



world. It 1s a pity that they are left outside so many
classroom doors. A

It would seem that for gifted children at least, the
curriculum 21s not addressing the real-world topics that
children hear discussed on the media. A case could surely
be made for aintroducing media studies to help children
interpret what they see and hear and distinguish between
opinion, fact and propaganda. It seems a pity that children
have to pursue so many of their interests out of school, and
that when they do, there 1s often conflict with homework or
unnecessary fatigue. Gifted children could be at particular
risk here since they are often under pressure to perform at
a high level 1n several areas and they frequently see their
extra-curricular activities i1n achievement terms, setting
high performance levels for themselves and becoming upset 1f
these are not met. Some alteration could be made to their
aéademlc work- load to ensure that they have time to relax
and meet friends. The usefulness of homework, based on the
égy's lessons which these children have already completed
successfully could also be re-assessed. The hit and mass
situation with regard to some subjects such as art, music
énd P.E. could often be avoided 1f Principal teachers
managed the human resources at thear disposal more
effectively, making the talents and interests of teachers
(and many were indeed talented) available on a mutual choaice
basis to those children who showed, enthusiasm 1n a
particular area, so that some continuity could be ensured
énd children would be more likely to come in contact with a

teacher who would foster their talents. The one teacher per
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class for all subjects system adhered to by most schools
means that teachers frequently end ﬁp teaching subjects like
P.E. or art that they know very little about and have even
less ‘1nterest in. More use could be made of the expertise
of parents and where necessary outside experts. There would
qlso seem to be a case for widening the curriculum, givaing
éhlldren some scope to control their own learning, pursue
self-chosen topics and do their own research. In order to
do this they will need training, resources, supervision and

access to experts.

STRUCTURES FOR WORKING: Senior Classes.

(One of the seven senior class teachers involved was
not available for interview, and where information 1s given
on the seventh, this has been obtained from the child and
verified by at least one other source).

Teachers were 1nterviewed to determine how they grouped
phelr classes and whether there was any arrangement whereby
children who showed high ability or performance could be
accelerated through the curraiculum.

Only one teacher had a formal grouping arrangement
whereby a child could proceed through the curriculum at a
pace suited to his advanced ability. The class contained at
least five abilaity-based mathematics groups and a standard
of 100% correct was set for performance within the group.
Children could co-operate with other group members and pace
the work themselves, provided they did not get too far

ahead. The whole class was using the mathematics book

normally used by a higher class. This was the only teacher
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who actively encouraged écceleratlon. Children i1n thas
class were also grouped for reading.

One teacher had no groups, but the class was
occassionally combined with a higher class which shared the
same teacher and room, with the result that the children had
cqvered part of the curriculum of the higher «class. This
suited the children who both independently praised thear
teacher for his ability to explain everything.

The remaining four teachers had no arrangements whereby
by a child could be accelerated beyond class level. One of
these taught three classes where the numbers were small and
splitting them further would have been 1impractical. This
téacher gave extra help to slow learners and allowed the
b;lghter ones to co-operate 1in informal self-chosen groups.
ane parent describéd this school as a "home from home").
When finished the immediate task, reading and discussing
library books was actively encouraged. One teacher of a
large class sent the slow learners to a remedial teacher and
worked the remainder as a group. About a quarter of the
élass were aliowed to do more difficult mathemetics problems
on their own when finished set work, but these problems were
based on the work for the class they were in. In English,
forging ahead on one's own was actively discouraged. Three
or four of the brighter ones nagged the teacher to allow
them to get ahead, and he often gave in for the sake of
ﬁeace, providing they did not get too far ahead of the
class. Children were encouraged to read and discuss novels

rather than go on to more difficult work. However thas
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teacher did give bonus points for written work of higher
quality or greater quanilty.

One teacher had no groups of any kind, which was
surprising, since the claés, even though it 'was the best in
the school, covered the whole range of ability as tested by
the Raven's Matrices. This teacher occasionally gave harder
mathematics problems or questions from a stock of
supplementary textbooks and old examination papers to keep
the braighter ones on their toes. He also had higher
standards of performance for these pupils.

Another teacher gave extra help to slow learners and
occassionally harder mathematics problems to the brighter
ones. Several children who were attempting scholarship
exam;patlons were getting extra practise on old examination
papers. N 4

The final teacher in this group was not available for
intexview, but as far as can be ascertained, there were no
tormel groups, but children often worked in groups for
prO]éCt work.

As can be seen from above, only in two fifth classes
were children doing any work at all suited to a higher class
level. In one of these progress depended on 1individual
effort 1n keeping up with a group of roughly similar
atilaty. In the second, administrative convenience rather
than individual effort largely determined the level of work.
Apart from reading extra library books or tackling extra
mathematics problems geared to the level of the class they
were 1n, brighter children in the other five classes had to

do the same work as the average pupils.
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INFORMATION HANDLING SKILLS

The curriculum makes provision for project work. This
usually 1involves the gathering, analysis and presentation of
information. The six teachers 1interviewed were asked
whether the children received any training 1in using the
following: 1index, contents page, map, library catalogue,

telephone directory. Replies were as follows:

Index....cooiiiieeeean.. 5

) L F=Y o YO S

Contents page......... 4 (some of these knew
already)

Library catalogue........ 3

Telephone divectory...... 0

Other skills which the children might be expected to
use 1n project work are: planning, forecasting, scientaific
observation, recording results, analysing results,
presenting 1information and summarizing. The six teachers

interviewed were asked whether these were being taught.

Replies were as follows.

Presenting information.................... )
Planning ....... ittt et e 4
SUMMAY L ZAINg . ot vttt et et o eoennnennas e e 4
Forecasting ......i.i ittt inanneannnnannan 3

(This involved rough estimates i1n mathematics x2 or
forecasting election results x1)

Recording results......... ..o, 3

Analysing results........... t.iiiiennnn.. 2

Scientific observation.............
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A Critical Approach

Project work 1is of very llttlexvalue if simply stuck up
on a wall when finished. As 1ndicated in the review
section, children should be able fq argue the pros and cons
of tackling work 1in different ways, question each other on
their methods and findings, discuss the subject matter and
critically analyse the assumptions and conclusions contained
in 1t. The teachers were asked whether their pupils were
encouraged or trained to discuss, guestion, argue or

criticize. The replies were as follows:

D1SCUSS1IO0N. v v vt anvoeonsnssas 4
Questioning............cuue.n 3 -
Arguing......c.ieieeeenoensnn 3
Criticizing.........ceeeienn. 3

Only two teachers trained the children ain all four.
{

What type of reference material was available

All of the seven senior classes studied had access to a
school library. Five of these had an encyclopoedia. One
school had three, but considering that this was one of the
largest 1n the city, this could be considered as inadequate.
Two classes had no reference material whatsoever ain the
classroom.

How much proiect work was being done?

Four of the teachers were 1interviewed by mid-January.
Only one had done any appreciable amount of project work.
This was not an examination class and projects were
undertaken regularly. Two others were interviewed in June.

One had done some projects. The other reported that very
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little had been done because "The entrance examination
changes the time scale". The seventh class for which a
teacher interview was not available had done "lots of

prolects" according to the pupils.

Conclusion

It seems that many of these gifted children at senior
level at primary school are still a long way from being able
to tackle 1independent research 1f one 1s to judge by the
level .of skill training and practice they are receiving.
From the 1information given, 1t seems that most of the
emphasis 1s on finding the information reaily available ain
books, summarizing and presenting 1t. Discussion 1is normally
encouraged but taking a questioning critical approach is not
seen as very important by all but two of the teachers.
Findaing the less readily available information by
telephoning live sources or consulting library catalogues is
given lower priority and direct primary research techniques
such as direct observation, analysing and recording results
get little or no attention.

Project work 1s time-consuming and difficult to fit
into a time-scale which includes ﬁajor landmarks 1in the
child's life such as entrance examinations and Confirmation.
One can only wonder whether many of the children are losang
out on their last opportunity to engage in cross-curricular
projects which are more easily supervised when the child is

taught all subjects by a single teacher.
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THINKING SKILLS

Most programmes for the gifted in the United States
emphasize the higher levels of Bloom's Taxonomy (1982) and
expect that the child should be operating beyond the level
of simple knowledge acquisition and comprehension and be
able to analyse, evaluate, synthesize and apply knowledge.
The si1x teachers were asked what thinking skills they set

for their pupils. Replies were as follows:

Finding the answer 1n the text....... ittt ennns 6
Choosing alternatives (mostly inserting words in

SEeNLENCES) ..ttt it i ittt et et ettt e e 6
Rote learning.....ov ittt ieeeesansaessonsosssssssnsasensss 5
Propesing alternatives....... .ottt innenns e 4
Analysing situations. . ... ...t ittt it 3
D1SCUSSING CONSEUUENCES . ¢ v v vt v v o eecesnassssnsnssasasraas 3
Evaluating. ... ..ttt ittt ittt oeeeoesaenaaansensa 3
Justliying AeC1S10NS . i vttt et et esaserosssosseseossnos 3
Making inferences........iiii ittt naannnennnnn 3
Applying knowledge to new situations.........ceevennens 2

Children's written English

To evaluate how these teacher objectives translated
into practise, a sample of all the children's work for two
weeks was taken and analysed in terms of the thinking and
information handling skiils required to carry them out.
Schoolwork and homework was included. Questions from
English readers and workbooks were included, but essays,
questions relating to word meaning or grammar were excluded.
The results of the analysis of the work of the thirteen
children i1n senior classes follows:

(Each result represents a percentage of the total gquestions

asked) .
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COMPIEheNSION. o st v v eevecesosennssseeennanseasnoonsssss 70%
(answers directly available 1n the text)

MaKlNg 1N ferenCeS. «vv.ue et etetetntennennencnnssosssns 17%
(answers available i1in the text, but requiring an
inference to be made).

Evaluating alternatives or justifying decisions........ 3%
Applying knowledge to new situations.............c.... 0%
Creatlve IFESPONSE . vt it crtveeonoceasasasaancssasssascnos 5%
(e.g. 1magining Or giving an oplnion)

General Knowledge. .. ...... it ieeeecesesnsoosssconneocsaanss 5%

(answer not available in the text,e.g. look up an
encyclopoedia)

As can be seen from the above, the great preponderance of
questions involved simple comprehension. In many cases the
only skill required was to i1dentify and copy the sentence
containing the answer. Many of the second group of
questions were extremely simple. Most did not require the
child to synthesize information from several paragraphs.
Critical evaluation of the subject matter scarcely featured
at all. In the whole two weeks, apart from the pupils of
one class, no child was given more than one question

requiring the evaluation of statements or requiring her/him

to justify a decision. Creative responses were rarely
required. Two classes accounted for practically all the
responses 1in this category. Applying knowledge to new

situations did not feature at all.

Considering that these were the senior classes and that
three of them were in the top streams of ability and a
fourth had a large number of above-average children, these
results seem surprising. They do however tally with the
chzldren's accounts.

There was the possibility that questions requiring
higher order thinking skills or requiring that children find

out information were not available in the textbooks. This
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was not the case. A close examination showed that even
where these were available, they were routinely skipped by
most teachers. Several reasons could have accounted for
this. Children preparing for examinations generate a lot of
extra corrections for teachers. These teachers already had
huge workloads and "messy" questions the answers to whaich
cannot be anticipated, demand more than a tick and thus eat
into teachers' time and cognitive resources. Also the low
availability of reference material meant that answering the
general- knowledge type questions would necessitate a visit
to the library which typically would be unmanned and contain

only one encyclopoedia for the whole school.

THE CHILDREN'S VIEWS

Thirteen of the subjects were in the seven senior

classes. Over the course of two interviews they were given
the opportunity to air their views on school. Eight
complained about the actual work content. The complaints

included too much repetition and revision, and work which
was too easy, or uninteresting.

Comments aincluded:

"We 1learn nothing interesting. I'm not 1looking

forward to going back to school, not even to the
new secondary school" [15].

"School 1s boring for the good ones. Maths and
Englaish are not very interesting. I know it all
before..I daydream sometimes®. {21].

"T don't like doing rough-work. It's boring". [1]

“"We revise o0l1ld stuff from second class- 1it's a
waste of time" ([11].
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Eight complained about the lack of progress e.g.

"I'm finished very fast. Teacher wants us all to
stay the same. I would prefer to work on" [13].

"We usually get a lot of easy sums. It takes
time. I get tired. The time spent on the slow
ones annoys me" {[2].

“Teacher will not let us go on to more advanced
mathematics until even the slowest one has caught

up" [1].

Three of the children complained that the schoolday was too
long e.qg.

“The afternoon drags on; you have to force yourself to
work" [2].

Three said that they d4id not like writing e.q.
"Slowing down for writing annoys me" [2].
"My head 1s at the last word and my hand is at
the farst. The teacher 1s mean and stingy -
gives no credit except for a complete answer".

Six of the thirteen claimed to hate school. Three gave
boredom as the reason and two the lehgth of the school day
combined with too much homework. One hated school
so?etlmes. He suffered a high level of frustration because

qf}borlng schoolwork, but thought highly of his teacher who

gave him freedom to use the computer.
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STRUCTURES FOR WORKING: The Junior Classes.

(Five of the six junior teachers were available for formal
interview. Where information 1s given for the sixth thas
was obtained 1informally from the teacher or given by the
child and verified by at least one other informed source.)
Nine children were in third or fourth class. Was any
provasion being made for the brighter ones to go on to more

difficult work? Teachers were asked how they organised work

1n English and mathematics. Results were as follows:

Mathemaﬁlcs;

Four of the six teachers formed separate groups for the
weaker—puplls. One had none and one formed them flexibly as
the need arose. Three teachers used books of supplementary
problems with the better pupils, but these were geared to
the existing class lével. Three used the same textbook for
al} but two of these allowed the brighter ones to progress
fastgr: No child was working on a different topic or at a

level higher than was normal for the class s/he was in. .

English:

‘m

All Dbut one teacher had made some provision for poor
readers. Two had "very good" groups for reading. The others
taught the average and bright puplls\together. One of thése
seF,g;ammar exercises for the first children fainaished. In
no rcase was a child using a reader of greater difficulty

than that normally used by others in the same class.

151

-



Conclusion:

It 1s clear that regardless of effort or ability, no
child could could go on to work on a book, either English or

mathematics, which was designed for a higher class.

PERSONAL READING HABITS

I

There was the possibility that these children might not
be Partlcularly intrested 1n reading, especially since they
were heavily 1involved 1n extra-curricular activities.
Perhaps they needed to be kept at class 1level? Children
were queétloned at interview about their reading habits and
thel; replies were verified, where possible, by reference to
a d%éry which they were invited to keep.

* Three of the nine children at‘gunlor level had well-
stocked personal libraries and two of these got up early in
the morning specifically to read. The third had "a wardrobe
full of books" and read at least one rer day. He described
the school ~library as "rubbish" and said that he had read
all the contents about five times ovgr.’ Seven of the nine
read every day or almost every day. The eighth switched
between reading several i1tems at a time and reading nothing

. at all. The last child, the only one of the group who could

not be described as an avid reader, read one book per
month. (Her teacher remarked that she had very 1little
general knowledge). Bed-time reading was also popular and

often encouraged by parents.
What type of material did they read? Children were

asked about their favourites and about the ones they had
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finished most recently. The reading matter selected as
"favourite" was mainly recreational with little scientifac
or technical content. Six of the nine were faithful
followers of Enid Blyton. Adventure stories were by far the
most popular, followed by detective and mystery stories.
Two chilidren read a lot of sports books and one of these was
described by his teacher as havaing an encyclopaedic
knowledge of his topics of 1interest. Football was has
currcnt passion. Books of Irish interest were favoured by
one girl who was also doing some independent research for a
private project. Another girl specialized in books from the
early part of the century.

Since, with one possible exception, these children were
highly competent independent readers, a question mark must
hang ovexr the desirabiiity of keeping them on the same books

and often on the same page as the rest of the class.
TRAINING IN HANDLING INFORMATION

The same gquestions were posed regarding training ain
informat:on handling skills and the use of information
sources as had Dbeen put to the fifth and sixth class
teachers. The replies showed that these classes fared
marginally better on training i1n the use of sources but, as
with the senior classes, use of a 1library catalogue or
telephone directory were the lowest prioraity items (3/5 and
1/5 respectively). With regard to information handling
ski1lls, presenting information and recording results were

taught by 4/5 teachers, planning, forecasting, analysing and
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summarizing results by 3/5. Only two teachers in the whole
study made time for scientific observation and these taught
junior classes. Discussion was encouraged by all of the
third and fourth class teachers, questioning by four,
criticism by two and argument by only one.

The same question was asked about the type of thinking
skills ainvolved 1n the work they set for the children.
Results are given here for teachers of junior, senior and
both types of class combined (number out of five, six and

eleven' respectively).

Junior, Senior, Total.

/5 /6 /11
Finding answers in the text 5 6 11
Choosing alternatives 5 6 11
Rote learning 5 5 10
Analysing situations 4 3 7
Discussing consequences 5 3 8
Justifying decisions 4 3 7
Making inferences 4 3 7
Appiying knowledge to new situations 5 2 7
Proposing alternatives 3 4 7
Eva}uétlng 3 3 6

Results show a similar score for junior and senior
classes on the three most popular items - finding the answer
in the text and choosing alternatives and rote learning.
Since in practise choosing alternatives simply meant
selecting the correct word to fill a gap 1in a sentence from
three or four supplied alternatives, these three 1items
basically involved convergent thinking - finding and/or
learning the one right answer. For the last five items on
the 1list which required more than simple comprehension the

younger classes scored higher.
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Conclusion:

Third and fourth class pupils were receiving more
training in using 1nformation sources as well as in
information-handling skills, with the exception of craiticism
and argument. The quality of the thinking tasks assigned to

them was also higher.

What type of reference materials were available?

All six classes had access to a school library and four
of these contained an encyclopoedia. One school library had
only Irish Dbooks. One class had no access to an
encyclopoedia, but had a very good reference section in the
library and the teacher also provided books from his own
collection for the classroom. In one class the children
were running two competing libraries with books they brought
in themselves. No reference books provided by the school

authorities were in evidence in the actual classrooms.

How much project work was being done?

By January, three of the four teachers of third classes
had done some project work and the other planned on tackling
it later. The two fourth classes had done none. One
teacher was not keen on projects and the other planned one
for the end of the year. This pattern 1s similar to that of
the senior classes, with about haif of the teachers showing
little committment and putting this type of work on the long
finger. While the senior teachers seemed to be leaving it

until the "real" work like examinations was taken care of
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there did not appear to be any obvious explanation for the

others' lack of enthusiasm.

Written English

inspectlon of the children's written English showed a
similar pattern to that of the senior classes. The
overwhelming proportion of questions set required only
flndlné the answer in the book and copying it with minor
modifications, choosing between given alternatives or making
simple inferences. Teachers, with one exception skipped
almost all of the questions where the child was asked to
give an opinion, propose an alternative, analyse a situation

Or d1l1scuss consequences.

. et

THE CH1LDREN'S VIEWS

-

Asked whether they preferred questions from their
English reader where they could easily find the answer 1in

the book or ones where they had to figure it out for

thenselves, the children listed their preferences as
follows:

Figure 1t out for myself...... ... ciiii i onnnnn 5

BOoth CYPeS . ittt it ittt it tetteeecennesoanonnnnnns 1

Making ChOLlCES. . ittt ittt it iettreeneeeeeononnnnnas 1

Reading between the lines and using imagination...1

Find the answer in the book

(but I'll still try the harder ones).............. 1 )
When asked about the questloné they actually got, six

of tpe nine were of the opinion that they were +too -easy.

i
Commeqts included:

"The questions are stupad. Why can't they
blend them together. I hate simple questions."[4].
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"I like making choices e.g. 'What happened
next?'. Usually 1t's just copying. Teacher
skips most of the choice questions" [23].

Two of the three children who did not complain of easy work
were 1n the same class.

The views of the children on mathematics were also elicited.
They were asked whether they liked solving problems. All of
them did. One qualified this by saying:

"I don't mind solving them. I hate writing them
down. It takes too long and others get ahead - I
cheat!" [4])

However si1x of the nine said that they rarely got difficult
problegs Comments 1include;

"Computation doesn't excercise the brain -
1t just makes you weak sitting there doing 1t all

day long -it's not interesting [12].

Three children made no comment on the ease or
Q1fflgu}+¥ of the ;ork. Only four out of the nine did not
compiain about lack of progress. All four were using a
supplgqgntary book such as "Figure i1t Out" or "Have a Go"
for problem work. One of these was bored just the same
becauéé he had to sit with pen down while the teacher
explained the concepts to the weaker ones before he was
allowed +to tackle the problems. Generally speaking the
whole group was anxious to get ahead. At least si1x dad
extra mathematics at home just for fun. One liked to keep
ahead o¢f the class but the teacher 'constantly skipped pages
and frustrated her plan. All but two of the nine routinely
got 95-100% 1n mathematics tests. One comment seemed to

encapsulate the sxtuation.
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"I tend to go daydreaming in maths. I get
bored. I don't know 1f I'm good at mathematics.
I usually get everything raight" [4].
The children were asked : "in a test for 20 marks, if
you had a choice between four simple questions for 5 marks
~each or two, more difficult (but not impossible) ones for

ten marks each which would you choose and why?" All but one

opted for the difficult ones. Reasons given were;

It 1s shorter/faster.................. .3
I like more difficult ones.............. 3
Shows you work hard........... ... 2

The nanth-child considered the fact that two could be done
faster, but on balance settled for the easy ones because "I
might gqt the others wrong".

Conclus1on:

It seems clear that these were children who enjoyed
challenge and that for the most part they felt that the
school ~§?S not providing 1it. Two of them hated school and
both of -these were 1n classes where no provision whatever
was made f9¥ the braighter ones and where no supplementary

books weip in use. As the literature review section shows
what tﬂ;s group needed was a facility to progress faster
through the curriculum and more complex work to develop and
utilize thlg cognitive abilities. They needed to tax theair
abilities to the limit, even if this meant experiencing
faiiure occcassionally. Until a child encounters failure

s/he will never be able to assess accurately her/his level

of competence.
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GOALS: All Classes

As we saw 1n the review section, freedom to choose one's
goals and the manner in which these are defined can affect

achievement motaivation.

Who sets the goals in the classroom?

Eleven teachers answered this question. Seven of them
normally set the goals themselves, although three of these
negotiated on project work. In four classes negotiation was
the ncrm. All four were mixed-sex classes with pupil

numbers below twenty-eight.

How are goals defined?

The eleven teachers interviewed were asked whether
tasks such as essay writing were defined 1n terms of
quantity such as a fixed number of pages to be written.

Replies were as follows:

Amount No. of Teachers.
Fixed amcunt, same for all 2
Minimum only (except remedial pupils) 4
Miniwum and maximum 2
Maximum only 1
No quantity guidel.ynes ‘ 2

One of those setting a minimum gave bonus points for
extra quantity or better quality work. Of the teachers who
gave no quantity guidelines at all, one stated that quality
was all that mattered, the other appeared to have no

specific goal.
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Knowing 1n advance that you cannot develop your theme
or characters properly w;éhout exceeding a fixed number of
pages could be expected to result in children lowering their
aspirations in this regard or altering their product to meet
specifications. Two of the junior children remarked that
they had written 20 and 12 pages respectively, but the
teacher had corrected only itwo. One of these said that he
could not leave a story without a proper end. Another child
showed her stories to a previous teacher who had an ongoing

interest in her work.

Are goals defined by time spent on the task?
=

The eleven teachers were asked whether they allocated a
s%t time for written tasks and whether they expected the
child to complete the work in time. All but one allocated a
flxed time. The exception let the child's speed determine
how long the task took. (One of her pupils had complained
o§ her inability to manage time effectaively). Where times
were fixed, they were usually the same for all pupils,. but
three teachers made some concession towards the slower ones.
The actual time allocated was usually based on the weaker
ones.

Cet times for tasks appear to be necessary in formal
school settangs. However, Dbasing these on the average or
weaker pupils almost inevitably means that in simple tasks
like computation the brighter ones will always have spare
time. One girl commented "We're always running out of
thlags to do" [2]. Time limits may also have other effects.

As the literature review has shown, higher order thinking
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tasks take longer thah simplé ¢comprehension ones, so a
bright child, waishing to produce superior work 1involving
these skills would realise in advance that this could not be
laccompllshed within the time limit and thus would not be
motivated to do 1t. One child complained that thinking
takes time and 1f he tried to develop good 1deas, he had to
rush his writing to finish 1n time and this 1led to
complaints from the teacher about messy handwriting. [1]

Thais teacher = seemed to appreciate the problem and

occassionally made concessions on time.

Feedback
Feedback comes 1n two forms - informational and
evaluative. The latter, 1f positive, may boost the ego and

by making the child feel good stimuladte her/him to produce
similar results next time. The most valuable type of
feedback from the point of view of improving performance is
the informational kind. The teacher's style of feedback for
writien Engli.sh work was examined for all thirteen classes.
This was found to be consistent across children 1.e. where
there was more than one gifted pupil in the same class,

there was no discernable difference 1in the method of

correction used. All available wraitten Englaish was
1nspected, the minimum amount covered in each case
representlng at least two weeks work. Results were as
follows:
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|
|
|
|

Corrections:.. .. .. =++- +«. .. ..Number of teachers
|
|

Errors/ i1ndicated.......ccvt ittt «...13
l

Correcp version given where appropriate........... 11
|

Evaluations

Qualltétlve e.g. very good, excellent.............. 7

Quantltatlve €.9. 5/10, 78B%. ... ittt crccnennans 2

(One teacher in both categories)

CommenFs:

On layout, presentation, punctuation, grammar...... 5
|

On subject matter........ ...t iiiiiiiennn 1

No cop?ent ......................................... 7

T&o teachers were very late i1n correcting work. One of
these ,appeared to be under a lot of strain. The other

taught| a huge class which produced approximately twice the

volume jof output of the others.

n
Conclusion
i

N?arly all teachers were diligent in giving useful
1nform%t10n on errors and how to rectify them, but these
chlldrén made very few errors and these were more often due
to carelessness than to ignorance. Thus they derived very
little  benefit from this type of feedback. Comments on
layoutj punctuation etc. are useful, but do not address the
malin issue - the' content. Only one teacher was giving
constchtlve information on the content of the work. Her
commenés on the 1deas, the 1i1nterest level, choice of words
etc., ;s well as being thought provoking allowed the child
to kno% where she was succeeding s¢ she could build on her

strengths.
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|
i
C9nstant emphasi§ on correction of errors rather on
|

work content could tempt the child to concentrate on

producing a page of "perfect" error-free drivel rather than

take intellectual risks with the content and then find that

only #he errors had been noted. One girl appeared to be

doing :pre01sely that. Her teacher laid such emphasis on
spelll?g, handwriting etc that she spent ages over homework,
try%ngi to get everything exactly right, and at school was
often $low finishing for the same reason. Her real creative

work wés done out of school.
l

|
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V (111) PERSONAL AND SOCIAL FACTORS
|

As can%be seen from the literature review section, personal
factorg are intimately involved 1in motivation and
achievement. A child's self-concept, the individual manner
in whléh s/he conceptualizes experience, 1s very often the
determ%nlng factor 1n gaiving meaning and purpose to
behav1#ur. A child's pattern of achievement-related
can be radically altered by beliefs about the self and
feelings and attitudes towards the people and events in the
env1ro£ment. Personal thinking style has also been
1mpllc;ted in different kinds of achievement, 1in particular
the s*yle of processing 1information used by the right
cerebr%l hemisphere has been linked to creatavaity. The
follow%ng section explores patterns of self-acceptance,

acceptgnce by peers, thinking styles and achievement.
|

|
I

THE SELF-CONCEPT

|

The Qlers- Harris Children's Self Concept Scale (see
Appendﬂx B) 1s an 80-i1tem self report measure designed to
assess}how children feel about themselves. The total score
gives %n overall assessment of self-concept. The scoring 1is
done 1n such a way that a high score represents a high self-
concep%. As an aid to more detailed clinical interpretation
the 1n%trument also provides six cluster scales - Behaviour,
Intell%ctual and School Status, Physical Appearance and
Attrlbu%es, Anxiety, Popularaity and Happiness and
Satisfaction. High scores on each measure reflect a high

level of self-concept on that particular dimension.
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Normally the Piers-Harris scale 1s administered in a simple
dichotomous Yes/No response format, but for the purposes of
this study children were invited to elaborate on their

choaices.
Total scores on the Piers-Harris scale were as follows:

9 children scored at one or more standard deviations above
the mean.

8 more scored well above average (69 -83rd percentile).

3 had scores within the average range (31st-60th percentile)
2 scored below average, one of these by almost one standard
deviation.

One below average scorer found great difficulty in
giving a definitive yes or no response to many of the items,
apparently because of a recent radical change in school
circumstances which was causing him to re-evaluate his self-
worth. His present and previous teachers gave radically
different accounts of his behaviour. The lowest scorer was
verbally abused by other children, left out of activaities at
school and cried a lot of the time. Information given by
this child, even though she was under emotional strain was
readily verifiable by other sources.

There was total unanimity on six items:

I am obedient at home........... .. vnennn Yes
I like beang the way T am......ccteieeeenencns Yes
I like my brothers and sisters................ Yes
I can be trusted........ ..ttt nnnnns Yes
I am @ gOOA PELSON. ¢t v v vt oeereoeeenensasananas Yes
I wish I were dafferent........... ... ... ... No




The Cluster Scales

The Cluster Scales are designed to give information on
various dimensions of the Se}f-concept and can be used ain
conjuntion with other clinical data to generate hypotheses
about areas of strength and weakness in a particular child's
score. (see Appendix A for more information and actual
scores) . Performance on each cluster scale can be compared
with overall total score separately for each child, to
pinpoint areas of individual strength or weakness, or these
scores can be 1interpreted directly as was done 1in this
study. The manual recommends that scores between the 30th
and 70th percentile be treated as average scores. Results

were as follows:

Behaviour:
14 children scored above average (70th percentile +) on this
dimension, 7 had average scores (30th - 70th percentile) and

only one scored below average at the 6th percentile.

Intellectual And School Status:
10 children scored above average, 11 in the average range

and only 1 below average at 24th percentile.

Physical Appearance and Attributes:

14 scored above average, 5 in the average range and 3 below.

Anxiety:

6 scored above average, 14 average and 2 below average.
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Popularity:
Only 5 scored above average on this dimension, 10 had
average scores (one barely so) and seven were below average.

Six of these scored below the 16th percentile.

Happiness and Satisfactaon:
16 had above average scores, 9 of these significantly so
(above the 84th percentile); 3 were average and three below

average ( all below the 21st percentile).

One chi1ld had an above average tendency to reply "yes"
to questions. On a response bias 1ndex his score was almost
two standard deviations above the mean and his scores have

to be treated with caution.

Conclusion

1 -

Overall, these <children had positive self-concepts, with
only two scoring below average and nine significantly above.
The overall positive picture 1s marred however by self-
perceptions of 1lack of popularity. The fact that seven
scored very low on this dimension relative to the norm, six
of them at below the 16th percentile 1s worrying. An
analysis of the results reveals that only eleven of the
twenty-two scored at or above the 50th percentile on this
dimension and two of these scored at the 52nd percentile.
Of these eleven three were football team captains and four
excelled i1n some physical activity involving teamwork. The
si1x who perceived themselves as the least popular 1included
three boys and three girls. Two of the boys had such busy

schedules that normal social life was extremely limited
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during term-time. Both had been subjected to 1long-term
bullying as had the third boy. They had laittle involvement
with organised sports, although one had recently taken up
football, aimproving his popularity while a second had begun
learning basketball at the teacher's suggestion. A fourth
boy who had an extremely high total self-concept score
nevertheless worried about:'his lack of popularaty. He had
no interest in competitive sports, so his achievements could
not be shared. The girls had a variety of problems which
will be discussed later. All but two of the six with self-
concept of popularity scores significantly below the mean
stated that they felt left out of things. The two exceptions
had recently joined Explorer Clubs for gifted children which

ghey enjoyed.

PEER RELATIONS

The Peer Nomination Forms which the children's
classmates had filled 1in were examined for evidence of peer
acceptance. This was combined with knowledge gleamed from
the two interviews with the child and other information
available from parents and teachers to build up a picture of

the chiid's relationships with her/his peers.

Friendship nominations - Boys

There were twelve boys in the study. Analysis of peer
nomination forms showed that for i1tem 11 "The children 1in
the class I like playing with the best are...." results were

as follows:
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No. of Children

Nominated by 25%......... 1
Nominated by 20-24%...... 3
Nominated by 5 -9%....... 2

A total of six out of twelve boys were nominated by 5% or
more of the class, Two received n6 nominations in this or
the following category.

Results of Item 13 "Next year I would like to sit beside..."

No nominations........ccev.. 9 |

Nominated by 33%............ 1
Nominated by 12%............ 1
Nominated by 3%............. 1

Peer Acceptance Difficulties - Boys

One of the two boys who got no friendship nominations
at all spoke of "keeping a low profile" at school. The
second had been disruptive i1n earlieY¥ years and had trouble
with handwriting which d4i1d not endear him to teachers. Both
these children had recently found enjoyable social outlets
outside of school and thus their overall scored and their
scores on the happiness dimension were well above average.

A total of four boys were nominated by three or Lmore
peers 1in the two categories combined. Three of these were
engaged 1n activities where social solidarity mattered and
where success could be shared with the less talented. To be
more specific, all three were football team captains. The
fourth +took a leading part in school dramatic activities
although the number of nominations hére may have more to do
with the fact that there were very few boys in the class and

choice may have been limited.
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Six boys admitted that they were made fun of or picked

on at school over long periods, and three of these were

bullied.
(1] One of the six was outstanding by virtue of has
advanced vocabulary. He found 1tid1fflcult to understand

how others could not see that you had to combine ideas.

[3] This child spoke of being picked on, but did not
specify by whom, except that 1t di1d not happen at homne.
Until recently he had a fear of physical injury which may
have been 1linked to a medical condition and this was not
acceptable 1n a school where competitive games were almost

de rigeur.

;7] This subject had a minor physical 1irregqularity which
led to jeering and name-calling, but he had learned to fight
back and was gaining more acceptanceé. His life-style left
little room for normal informal social contacts.

{12] This c¢child was seen as an achiever 1n an anti-
intellectual setting and was subjected to long-term bullying
and organised isolation.

[21] This child had a full schedule of activities. He felt
left out during term-time and realised that he did things

differently and that his i1deas were not acceptable to his

classmates.
[23] This boy was called names on account of has
hayfever. He wanted to take charge of things, but was

constantly pushed out of the way by other children.

None of the six was involved in competitive sports ain the

school setting. Three of the <children suffered from
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allergies and two from asthma. Four wanted to be leaders
but were not accepted as such by peers. They each found
outlets for their leadership abilities outside the school

setting.

Peer Nominations - Girls

There were 10 girls in the study.
Results for Item 11 (The children in the class I 1like

playing with the best) were:

No. of Children

Nominated by 25%........... 1
Nominated by 15%........... 1
Nominated by 10%........... 3
Nominated by 5-9%.......... 3

The other two got one nomination each.

1

Results for Item 13 (Next year I would like to sit beside..)

were

Nominated by 20%........... 1
Neominated by 10-11%........ 2
Nominated by 3-7%.......... 7

All of the girls got at least one nomination 1n each
category.

Peer acceptance Difficulties - Girls

The pattern for the ten girls was more complex than
that for boys. They had more nominations on an individual
basis, eight having been chosen in one of the friendship

categories by three or more peers and the remaining two by
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two each. In all but one case at least one of these
nominations came from a child who had a Raven's score at the
75th percentile or above. Four girls had above average
scores on the popularity cluster scale. One of these,
nevertheless had problems at school. 1In all seven girls had
peer acceptance problems either in or out of school e.g.
Subject [4]:

Subjected to organised name calling and general
humiliation, she had a strong tendency to organise people
and situations. She believed her ideas were brilliant, and
could not understand why the others were so stupid and why
they resisted all her attempts to organise them.

Subject [6]

She was very much a leader in class. She always wanted
to be in control. " She had a strong belief in the worth of
her own 1deas and her competence was respected by other
pupils who accepted her leadership in class, where project
work was concerned. Her teacher tried to lessen her
dominance. In the yard, she was wusually 1left out of
organised activity.

Subrect [8]:

This pupil was accepted as a leader at school.
Although. she was quite popular, she was often left out of
organised activities 1in the yard. She was conscious of

differences 1n her lifestyle and reading habits which set

her apart.
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Subject [10]:

This child was gquite popular, but her attempts to join
games 1n the yard were resisted. She had a very different
concept of what constituted a game and when she tried to
convert others to her way of thinking, they fought her all
the way, apparently because her games were so complicated
that they could not follow her rules.

Subject [12]:

This girl tended to take control of every situation and
could be very persuasive. In school she picked the teams or
as another child put 1t : "She's the boss in the yard". She
§eemed to be popular, but in at least one case friendship
was conditional on her picking the "friend" for teams. At
home there was a concerted campaign to exclude her from
pleying with others, which she felt might be linked with
lealousy over her lifestyle and her success.

Subject [i4]:

This child showed great physical endurance and was very
ambitious 1n competitive sports. By sheer determination she
had got a place on the football team where she was the only
girl. When she appeared in the yard, 1f the game in progress
wa3 one 1n which she excelled, it was immediately changed.
She could not understand why her classmates still wanted to
play with dolls.

Subjcct [20]:

This girl also had organisational abilaity. She was
single-minded where academic achievement was concerned and
this love of learning had alienated her from other children.

Tn an anti-intellectual school setting she was labelled as a
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"knowall" picked on in the yard, bullied and, with her
friend, excluded from activities. She was described by her
teacher as a 1loner. Her teacher tried to minimize the
damage by not giving her more difficult books, although a
gifted boy in the same class who also had similar problems
was allowed to work on a different mathematics book.

Three of those whose neighbours attended different
schools seemed to treat the class as a place to make and
keep friends. They were not regarded as leaders and did not
try to dominate others. These three had no noticable peer

problems.

Conclusion

It seems that popularity with peers 1s dependant upon
social solidarity grlterla. Prqblems often arose as a
result of dlfferenceg in the way gifted children thought and
the 1nability of others to follow their reasoning processes.
Differences 1n interests and lifestyles also contributed to
difficulties in blending in with peer groups. Only six
children 1n the whole sample had dally contact at school
with children who shared the same interests. Six had more
interests 1in common with other family members than anyone
else. Girls had more friendship nominations on an
individual basis and in all but one case at least one of the
nominations came from a child with a Raven's score of at
least the 75th percentile. However any attempt to step
outside the passive pupil or the submissive glrl role by
outperforming the others, competing with the boys in

traditional male areas or taking control of people or
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situations was only tolerated where there was some mutual
benefit to be gained (e.g. teacher approval or best group
prize), but was moreboften resisted. For boys, becoming
1nvolved 1in aintellectual pursuits, but not in competitive
physical ones reduced one's acceptability to peers.

It appears that 1leaders are only acceptable if by
virtue of thear leading, others can share in the success.
Competitive sports seem to meet this requirement. However,
few girls schools seem to proslde this type of activity and
many boys are not interested. Project work would seem to
have Dbenefits in this regard, since a gifted child who ais
regarded as competent can take care of the overall
organisation while each individual can contribute according
to abilaity and all can share in the project's success.
Individual successes 1n a competitive setting, for example
coming first ain the class i1inevitably results 1in everyone
else coming 1n an 1inferior position and can lead to
Jealousy and resentment. Some of the more ambitious
achieving children were very aware of this.-

It might reasonably be assumed that these were very
unhappy children. This was not alwa&s the case. Only three
had very low scores on the happiness dimension. (One other
child's score was suspect as explained earlier). These
three also had the lowest overall scores. One of these was
undergoing a radical reappraisal of his self-concept. What
different:iated between the remaining two and other children

who considered themselves unpopular but not unhappy was that

they were not engaged 1n any out of school activity. Those
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children who had other stages on which to operate where they
could meet with other achievement- oriented children on
roughly equal terms, not necessarily in a competitive
setting, seemed to have a greater level of self-acceptance
ang be Dbetter able to cope with the isolation which can

result from being outstanding.

THINKING STYLE

Twenty one of the twenty two children filled 1n a Style
of Learning and Thinking form (see Appendix B ). This 1s a
sgries of paired statements, each pair describing one
acF1v1ty which 1s commonly associated with use of the right
hemisphere of the brain and one which 1s associated with the
left. Children tick either or both 1items. Their choices
are designed to show hemispheric preference. Results show
tpat only five children showed a preference for 1left-brain
agtlv%ty, two having a left-dominant pattern. Four of these
topped the class regularly. The fifth had a peer acceptance
problem which interfered with her performance. Both of
the 1left-dominants were high achievers and both suffered
problems from their peers on this account. Three children
had a distinct preference for ticking both options. The
manual describes these as "Whole Brain Dominant". These
three 1liked school. (Two of them professed to 1love 1it).
Their teachers held them in high regard. In class their
behaviour appeared to be exemplary. They also appeared to
be able to enjoy their own company and concentrate for long

reriods.
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Children who made more right-brain choices suffered
more 1nappropriate and restless behaviour. There were
twelve of these of whom six had a dominant right- brain
pattern (L.e. scored at or above the 84th percentile by
comparison with grade norms). Teacher descriptions of them
were as follows ( * indicates right-brain preference; *x
indicates a dominant right-brain pattern; 6$ indicates a

whole brain style of thinking)

Teachers' Descriptions of Pupils' School Behaviour

Boys
* Good. Previous teacher: Daistractible, lacks
concentrataion, engages 1n silly pranks

* A little nervous, finds 1t hard to be enthusiastic to be
enthusiastic over subjects he does not like.

No problems, one of the most popular without pushing
hiwself.

* Lacks concentration, fidgeting, withdrawn.

$¢ Very well Dbehaved, liked by staff, selected for
responsible jobs.

* Excellent, 1inclined to be a bit timid (last teacher:
restless)

Very good, 1inclined to act the "funny man" at times.

Very good

§$ Very good, does not like being criticised.

Good 1n class, group work usually ends in a row.

* Well behaved, self-motivated, self-disciplined, somewhat

timad

*& Very precocious, disruptive, lazy, passive.
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Girls

-

**x Hyperactive, giddy, talkative, distracts others.

* Co-operative if interested, anxious to be best, friendly
with adults, bossy with children (group work ends in a
row).

** Co-operative 1f interested, can be disruptive, attention-
seeking (tummy pains), likes to take control.

** Refuses to accept failure. This causes sickness. Leader.
No problems, respectful, leader.
** Good behaviour, reliable, has leadership potentaial.

Non-communicative to adults, dominant among group of
friends, competitive 1in sport,

**x Hyperactive, anxious to get everything right, works hard,
talks all the time except during class discussion)

59 Excellent.

P

Very good, often seeking attention (dramatic pains)
alienated from class by love of learning.

i

Perhaps the preponderance of convergent thinking tasks
being set for these cliildren at school contributed to the
;estlessness of the right-dominant children. The right side
of the brain 1s usually associated with tasks involving the
kind of parallel processing required in divergent thinking
while the 1left side 1s more commonly associated with the
sequential processing required by convergent tasks. Since
none of these children appeared to be setting out
deliberately to cause disruption, and since most of the
behaviour described, seemed to involve involuntary movements
or a need to communicate perhaps these children needed just
that - more scope to move around and to share 1ideas. In
fact two of the children's behaviour improved when these

conditrons were present. Reported timidity and withdrawal 1is
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more difficult to explain, éspecially since two of the
children thus described were veterans of public
performances, and one was by far the most entertaining,
outgoing child interviewed. The <child described as
"passive" was a dynamic organiser of activities in the park.

Had they just switched off school entirely?

ATTITUDES TO SCHOOL

Nine of the twenty-two children hated school. Six of these
were 3-8 months younger than the class average. One was of
average age and two slightly above. Six of the total were
boys. Only two were Jjunior pupils and these were from
classes where no provision whatever was made for the
brighter pupils. All the children who believed that their
parents expected too“much of them hat;d school as did those
who were heavily involved in music (either performances or

competition). Four of the subjects loved school, six liked

i1t on the whole and three were unenthusiastic.

Children's Attitudes to Achievement

Almost all the children enjoyed challenge and 1liked
diffrcuit work. Most of the younger ones, given the choice
1n a test would choose two more difficult questions rather
than four easy ones. Most older children, while preferring
more difficult work, would choose the easier questions 1in a
test situation to ensure getting full marks or because less
thinkzng mesant quicker completion i1n a situation where time

mattered. This was particularly true in the schools which
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were streamed and where children were aware of their class
ranking. These were mostly examination classes where
children had obviously learned that results are paramount.
Younger children were more prepared to take the risk of

being wrong than of being bored.

All but faive of the children would be disappointed,
dissatisfied, upset or just plain mad 1f they got much lower
marks than expected. At least three would repeat work again
and again to get 1t exactly right. Four of the five were
children who believed that their parents expected a lot of
them. Perhaps they were working to please their parents and
thus would not take failure as something 1in which they

should be emotionally i1nvolved.

Seven children were reported by parents to react very
badly to failure. Failure 1n this context often meant not
qetting full marks, féillng below a previous high mark or
not keeping one's place 1in the class. These children were
very conscious of their academic reputations and worked hard
te 1live up to them. Four of the girls were reported by
their teachers to be over-anxious to achieve and 1in two

cases this resulted in tummyaches, real or imagined.

All Dbut one of the twenty-two children in the study
would attribute unexpected failure to themselves - eight to
not working hard enough, seven to rushing or carelessness,
and six to nof paying attention. Only one, knowing that she

always works hard, would say that someone had distracted

her.
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Actual Achievement

Information on academic achievement was gathered from scores
on the Drumcondra Achievement Tests (see APPENDIX B), end of
year reports, school test results and teacher comments.

Results on the Drumcondra tests were available for
seven pupils. Four of these scored above the 95th
percentile i1n both English and Mathematics. (Three of these
hated school). All four were achievers in out of school
settings as well,
A fifth child scored at the 90th and 88th percentile ain
English and Mathematics respectively. Her end of term
report showed excellent and very good for these subjects.
She suffered acute test anxiety which probably lowered her
results. The sixth , a boy, scored very highly on the
Drumcondra mathematics test (his Englaish result was not
available), but his teacher felt that he was underachieving.
Both of the 1latter children held national awards for
computer problem solving. The last child ain this group was
feit by teachers to be underachieving, even though he scored
at the 80th and 94th percentile in English and mathematics
respectaively. He was an accomplished musician out of
schocl. In common with the other child whom teachers felt
was underachieving, he felt that parents expected a lot of
him. Both hated school.

Five c¢f the remaining children scored first ain the
c¢lass, four others had a score almost identical to the
ieader 1in oune of the two subjects and came within six

percent of her/his score on the other. Two of these were
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nevertheless believed by theair teachers to be
underachieving. All but three of this group had major
interests outside of school (two captaining football teams,
three music, one of these being a national prizewinner and
one gymnastics, also a national prizewinner).

The remaining group of six contained one boy and fave
girls. Three of these had been under considerable emotional
pressure. The first of these, a boy, scored 69% and 89% in
Fnglish and mathematics, and even though these may appear
perfectly respectable results, they still only earned him a
placing 1i1n the middle of the class. He found great
difficulty ain keeping his mind on schoolwork, but was a mine
of information on subjects which interested him. The
second, a girl, was bullied at school, and felt nobody liked
her and her performance had dropped from a previous all-A
rating to A and B. The third, a girl was suffering from
peer acceptance problems and high perceived parental demand.
Her performance had been average but was improving
dramatically with a change 1in these circumstances.

The last three children were girls. One, 1in a small saixth
class with at least two other very bright children did not
consider herself very clever. Her parents expected a lot of
her 1n academic and other areas. She usually scored 80-90%
1n class tests, but her teacher still felt that she was
underachievaing.

The second of the three suffered acute failure anxiety ain
subjects where she felt she did not excel e.g. mathematics.

She still scored 88% in English and 81% in mathematics in
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end of term tests, but parents and teachers felt she could
do better. Her teacher considered her artaistically gifted.
The thard girl was, according to her teacher giddy, and
under pressure to achieve. Her results were normally just
under the "A" grade. By her own account she worked hard and
equated work with success. She was an accomplished dancer
and had won many prizes for this.

All but one of the twenty-two children could be
considered high achievers by normal class standards. No
child scored below 69% 1in anything. The child who was
performing worst by class standards was on medication which
affected his performance.

Teachers had originally been asked to nominate children
i1n various categories of achievement or ability. Thirteen
of the twenty-two children had been nominated among the four
most 1intelligent children 1in the class. Five had been
nominated as children the teacher suspected were
intelligent, although not performing as such in class. Four
of these were under some emotional pressure at the time, and
although not nominated by their teachers as being among the
most 1intelligent were believed to be gifted by their parents
(Four had psychologists reports to prove 1it). Three of the
five suffered from asthma (two of these cases being of
recent o¢rigain), and one from hayfever. Three of the five
showed improved behaviour and performance over the course of
the study due to 1increased teacher acceptance and/or
reduction 1n the factors causing stress.

Four pupils had not been nominated in any ability or

achievement category. One of these was suffering peer

183



rejection and her achievement levels were slipping. Her
teacher dad however remark on her high achievement
motivation, and her incisive manner of questioning. The

second unnominated child was in an accelerated high-ability

class. His motivation was reduced due to sudden failure in
Irish tests, but this recovered again after remedial
intervention by the mother. The third unrecognised chaild

talked all the time but did not contribute to class
discussion. Her teacher did not consider her outstanding.
The fourth child did his best to make himself invisible 1in
class and his disengagement from class activity resulted in
non-recognition of his ability. His teacher believed that

the mother had unrealistic expectations of the child.

Conclusion

High achievement did not necessarily result in 1liking

school. Some high achievers hated i1t and pursued their
interests elsewhere. For these, most of what went on in
school was 1irrevelant. They tolerated 1t because they

believed 1t was necessary to keep open the contingent paths
to a "good" secondary school, college or an interesting
well-paid job or because their parents expected 1it. Only
four of the children had expressed any real enthusiasm for
the place.

While these children were high achievers in terms of
other classmates, they may in fact have been under-
achievers. None of the four children doing accelerated work

complained of 1ts difficulty, only i1ts volume. The fact
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that children who regularly turned in high scores became so
upset at the possibility of failure or at minor downward
variations in thear scgrés would lead one to believe that
they equated success with coming first or gaining 100%
Because these children were so rarely exposed to failure
they understood 1t as a personal affront, and not as a
learning experience. The fact that so much of the work
prescribed for them i1n mathematics and English had one right
answer may have contraibuted to this effect. Inabilaity to
cope with failure 1n a constructive manner can lead to
crippling drops in motivation when a really difficult task
1s encountered. This very effect was remarked upon by Carol
Mc Cartpy, Director of the Programme for Talented Youth at
Kalamanzoo College 1n a recent talk to the Irish Association

for Gifted Children (21st August, 1991).
PROFILES

There 1s always a danger 1in extracting statistics from data
dealing with children that one may end up depersonalising
the children. The 1nability of the data to make seemingly
reasonable connections 1i1n places, for example between
percelvgd unpopularity and perceived unhappiness, arises
because each child 1s a complex adaptive system. In order
to fully understand how each child selectively perceives the
factors which impinge on her/his behaviour, motivation and
achievement, 1t 1s always necessary to keep the whole person
in mind, individual and unique as s/he 1s. For this reason
a separate profile has been drawn up for each child in the

study. These describe the factors which seem most relevant
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at the time of study for that particular child's
achievement-related behaviour and highlight any areas of

concern where appropriate.
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VI CONCLUSIONS AND RECOMMENDATIONS

This thesis has attempted to explore the achievement-
related behaviour of a group of twenty-two gifted children.
Achievement motivation has been understood to result from a
complex 1nteraction between the child and the environment.
Many environmental factors are implicated i1in motivation and
achievement. Among these are the availability of models of
achievement behaviour, the level of stimulation and
challenge encountered, the amount of training available to
access and use 1nformation, the degree of freedom allowed
in choosing one's activities, the time allocated for work,
the nature of feedback on performance available, the goals
and standards set, as well as the degree of acceptance and
emotional back-up for one's achievement efforts. The
child's perceptions of her/his action potential with regard
to environmental challenge and hers/his understanding of the
affective consequences of success or failure are also major

factors in determining her/his achievement orientation.

The children in this study have been described in terms of
their ability, self-concept, preferred thinking styles,
academic and out of school achievement, attitudes to school
and peer relationships. The home .and school have been
egamlned in terms of their ability to function as

facilitators of achievement behaviour.
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General trends and paﬁterns have been extracted from the
data. Profiles of i1ndividual children have also been drawn
up 1i1ndicating which factors appear to have most 1influence
on particular children's achievement-related behaviour,

highlighting areas of individual concern where appropriate.

SUMMARY OF MAIN FINDINGS

The Bome

The parents of the children studied provided models of
%qvolyéﬁedt, interest, caring, learning, commitment and
responsibility. They viewed learning as a life-long
Eursult, at least one parent 1n all but one of the
twenty-one homes having undertaken an apprenticeship or
further ccurse of study after leavaing full-time education.
Tnese parents pursued a wide variety of interests. The
metnerg, i1n particular, were models of caring, leadership
and responsibility. Fourteen of them 1.e. all of those
with spare time during the day, were 1in positions of
leadership, trust or responsibility in some charatable,
community or educational organisation. Seventeen were
involved in direct caring activities. Commitment to the
family was not at risk as these activities were generally
scheduled 1n such a way as to cause minimal disruption to

family life and ensure that the children were almost always

in the care of a near relative
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In all but two of these families, the father was the sole
brea@w1nner, but during the study the jobs of five of these
were either threateneé or lost and in four cases the mother
found employment to supplement the income. Fifteen of the
twenty available fathers (one was abroad) took part in the
household chores. Family networks were also strong. In
all but three cases a grandparent, aunt or uncle had taken
a constructive interest in the child. There was a strong
sense of the family acting as a unit. Eighteen of the
families had regular outings togetﬁer. Even those who did

not shared interests in common. Consultation and

negotiation were also the norm in most families.

Independence training has Dbeen Ilinked to achievement
motivation. Almost all parents placed restrictions on
their children's movements, but most children were given
reasonable freedom of movement and association commensurate
with age. 30% of children's school achievement has been
linked to parents' attitudes and 20% to their material
circumstances (Plowden, 1967). Parents i1n this study took

a keen interest 1n their children's education. At least

fifteen had chosen the school on academic criteria. They
had high aspirations for their children's future, almost
all aspiring to third level education. Many had already
made financial provision for this yet only four put any
sort of direct pressure on the <child to achieve

academically and two of these were careful not to exert too

much pressure.
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Only four sets of parents encouraged competition without
any reservations, although many of the children were very
competitive and needed no encouragement. Children were
generally allowed to develop their talents naturally.
Parents were concerned with the school progress of their
children, but rarely intervened directly in day to day
schoolwork. Four were given schoolwork during holidays,
but 1in three cases the amount was small. Parents were more
concerned with complementing the work of the school by
concentrating on their children's social, musical and
?hy51cal development. Seventeen children took part 1in
organised out of school physical activities. All but two
h%d had the opportunity to learn a musical instrument. Two
thirds were engaged 1n club type activities. Parents
provided the transport, the time and the money for these
gct1v1t1es as well as rearranging the household schedule
around them. This willingness by parents to assist thear
chi1ld's achievement efforts was found by Bloom (1985) to be

an important factor in talent development.

Most parents appeared to be emotionally tuned to thear
children, calming them down when they became emotional, and
monitoring situations which might ‘cause undue pressure.
This overall sense of cohesiveness of the family unit was
also found by Cornell (1981) 1in a study of families with
gitted children. These families fit the description of
families of successful younger students of the Early
Entrance Programme at John Hopkins University. These were

described by Stanley (1981) as those which encourage
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academic excellence and which show combined purposiveness,
respect and support for their child's efforts. Parental
harmony was also found to be an essential requirement,
freeing students to concentrate on academic challenge.
Early stimulation and the ready availabilaity of books was
found by Clark (1976) to lead to early reading abilaity and
this was true also of the homes covered in the present

study.

Bandura (1969) believed that much behaviour was learned by
modelling. These children grew up 1n homes where parents
took pleasure 1n intellectual pursuits and where showing
leadership and responsibility were considered normal. It
1s not surprising then that so many of them took an early
tnterest 1in reading and music and that so many showed

tendencies to lead and organise.

3loom's (1985) study of highly talented individuals shows
that parents' values and Dbehaviours had a ‘large
deterministac effect'“on whether children were encouraged
in sports, music, the arts or intellectual activities, but
that the area in which the child eventually achieved had to
do with availability of resources, and parental support.
Parents 1in this study, even though for many finances were
scarce, allocated their resources in such a way that
children were not deprived of anything materially
beneficial to their progress 1n any area in which they were

determined to achieve




It seems that as a group, these parents were providing a

home background favouraﬁle to the development of gifts and

talents.

Personal and Social Factors

These children, as a group, had very high overall
sglf-concepts. Two, however, scored very low and one barely
average, Seven of the children had low self-concepts of
popularity, six of these scoring at Dbelow the 16th
percentile on this dimension Six boys and seven girls had
difficulties 1n being accepted Dby peers. These were
manifested in bullying, name calling, being picked on or
excluded from activities in the yard. These difficultaies
appeared to be related to difference i1n thinking ability,
interests and lifestyles, non-conformity with sex-role
stereotypes and a tendency to lead and organise. Social
acceptability was enhanced where the child was an achiever
1n a s3o0cial-solidarity goal situation where success could
be shared. Peer non-acceptance was not constant across
s%tugtlons and children neglected or rejected i1n one area
often sought out other areas of achievement activity where

their talents were valued e.g. organising younger children

into successful teams.

Only three children scored below the 30th percentile on the
happiness dimension of the self-concept scale. These also
scored very low on the overall self-concept. Two of these

were not engaged i1n any organised activity outside of




school where they could meet intellectual peers. They also

believed themselves to be unpopular.

Hollingworth as far back as 1942 showed that some children
with IQs of above 180 had difficult-es of this kind. The
Raven's scores do not make fine distinctions possible at
such a high level. High IQ alone may not have been the
only factor 1involved. Many of the children were three
months or more below the average class age, which could put
them at a physical disadvantage 1in class sports. Those
children fortunate enough to have‘found others who shared
their abilities or 1interests i1n the areas 1in which they
wished to achieve managed to maintain reasonably high
sel?-concept levels. Unfortunately these opportunities

often have to be paid for.

Interestingly enough, although many children had
difficulties 1n being accepted into any group at school, as
far as could be ascertained every child had at least one
friend somewhere. Girls were generally nominated as
friends by other bright girls. However, many children
appeared to have difficulty retaining friends. Only six
had daily contact at school with children who shared their
out of school interests. The need for 'belongingness' is
considered by Maslow (1986) to be one of the lower needs
which must be satisfied Dbefore higher needs such as

self-actualisation become motivating factors.
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It would seem desirable that some provision be made at
school or between schools for children to spend at least
part of the week i1in the company of their intellectual peers
and/or other <children who share their achievement
interests A half-day pull-out class or club one day per
week serving several schools i1in an area, bringing together
pupils of similar 1interest and ability and run by a

competent enthusiastic teacher might serve this purpose.

In actual academic achievement only one child was a low
scorer by class standards and this one was on medication
which would slow down performance on tests. Besides thais
child, four others were believed by teachers to be
underachieving and four were not believed to be
exceptional. Among this group of eight were the children
of the four self-admitted ‘'pushers' for achievement, one
child who had a heavy burden of chores, and one whose
teacher believed his parents had unrealistic expectations
of him. Pringle (1970) found that unrealistic parental
expectations were linked to under-achievement. Six of
these nine children not recognised or believed to be
under-achieving were also having difficulties fitting ain

with peer groups at school.

The children's preferred style of thinking was also
examined using Lorrance, McCarthy and & Smith's S.O.L.A.T.
instrument (See Appendix B) Three were shown to have a
whole-brain dominant pattern, two left-brain dominant and

S1x right-brain dominant.
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The whole-brain dominant children appeared to approximate
the 1deal pupil, achieving well, liking school and held in
high regard by adults. The left-dominants came regularly
at the top of the class. Okabayashi and Lorrance (1984)
found that under-achieving pupils had higher right-brain
scores than achievers Twelve of‘the children made more
right than 1left brain choices. Seven of these were
included 1n the group of nine children unrecognised or
believed to be under-achieving Dby their parents All
twelve showed i1nappropriate classroom behaviour e.g. were

;Pstless, timad, disruptive, talkative or lacking

concentration.

Stellern Marlow & Cossart (1988) found similar links
between predominantly right-hemisphere children and acting
out, distractibilaity and total scores on a 1last for
1dentifying problem behaviour. They felt that this might
be a consequence of predominantly left-brain teaching which

was unsuited to their preferred thinking styles.

Torrance (1988) has linked right-hemisphere processing to
creataivaity. Analysis of the type of wraitten Englash
questions set for these children has shown that there 1s
very lattle scope for creative response. It would seem
that more schoolwork which allows for creative response 1s

required by these children.
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Health

The children's health status was.a matter of some concern.
Nine had chronic or occasional attacks of asthma; faive
currently had skin problems e g.‘ eczema; three suffered
frcm hayfever; three from breathing complaints other than
asthma, four from miscellaneous allergies other than
hayfever and one from epilepsy. Some children featured in
several categories Two had current eye problems. Many of
the above complaints are commonly believed to be linked to
the auto-immune system and triggered by stress. The group
of nine children unrecognised or believed under-achieving
contained five asthma sufferers, one child with epilepsy,
one who was extremely short-sighted and one who had a

¢

serious congenital condition which had been operated on.

Poor health 1in 1tself did not cause under-achievement,
since others with similar conditions were doing extremely
well. It may, however, be that 1t 1s the accumulation of
factors such as high parental demand, lack of a genuine
peer group, having a thinking style inappropriate to
convergent school-type tasks, as well as poor health which
leads to wunder-achievement. The child 1s after all a
complex adaptive system. It 1s 1likely that one or two
unfavorable circumstances can be compensated for in some
way, and that the adaptive system only breaks down when

over-loaded.
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Children's Attitudes to School

Almost all children showed positive attitudes to learning
per se and enjoyed 1intellectual challenge. Nine of the
twenty-two hated school All the children who believed
their parents expected a lot or too much of them hated
school or just could not see the point in going and four of
these said they would not be upset by unexpected failure.
Parent's seem to tread a fine line here. Judging by the
children's performance on the W.I.S.C.-R or the Raven's
test most of them could reasonably be expected t> be
performing better. However, achievement does not take
place 1n a vacuum. The schools may not have been providing
sultable conditions for high achievement to happen even

where children were highly motivated. Thxzs kind of

frustration could very eas:ly produce symptoms of 111l

health and hatred for school

The Schools

The schools were also looked at 1in terms of their ability

to provide an environment which facilitates giftedness.

Tlhe curricular provision being made by the schools was
compared with the children's real interests. Many of the
children's achievement activities took place out of school
anrd with the exception of football, had to be paid for.
This led to tiredness in school, difficulty in

concentrating on homework, and lack of time for normal

197



social 1ntercourse Many of the high out of school
achievers were also performing at the top of the class ain
school. Much of Dboth schoolwork and homework simply
represented 'busy-work' for them It would seem sensible
to reassess the value of homework simply given to reinforce
schoolwork which the child has already mastered leaving
these children time for the intensive practice demanded by
their talent-field, and also spare time for normal informal
play. Many children were interested in music, art or P.E.
Development 1n these areas tended to be erratic with
progress from year to year often being dependent on the
skills and enthusiasms of the class teacher and these
classes sometimes being treated as optional or used as
't;eats' for gcod behaviour More teachers would need to
be trained 1n these areas, and an annual school plan should
specify how human resources are to be deployed so that
continuity of progress 1s assured. Many children engaged
in creative writing out of scnool 'just for fun'. Often
this was not possible at school because written work had a
set time allocated which did not allow for the proper
development of themes or the writing of long pieces of
work. Time slots do however, appear necessary for
effective school management It would seem that some area
should be set aside where children can have long enough
uninterrupted periods of time to do creative work. This

might be a resource room supervised by a trained parent.
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Some children showed an interest in computer work and two
had gained awards for this, but only two schools gave
children access to a computer and in only one was training
provided. Computers are expensive 1tems, but are more and
more essential to many normal jobs. Computer courses
centrally located and available to a number of schools in
rotation may be worthy of consideration. Some children
showed very specialised 1interests such as astronomy,
pnotography, ornithology which are not catered for at all.
Some were extremely knowledgeable 1in their areas of
1nterest. At least five were doing praivate research. Many
cplldren were avid readers and able to concentrate for long
periods. It would not be reasonable to expect that the
curriculum should deal in depth with all these specialised
areas. These c¢hildren will frequently be dependant on
tp?mselves to find out what they want to know. Ambach
(1982) considers that 'a major objective for the schools
must be to help students learn how to learn by themselves'.
Renzulli (1986) agrees, saying that transforming children
from consumers of knowledge dependant on the teacher into
first hand enquirers and producers of knowledge should be
the end-product of education for the gifted. This research
shcws that many teachers were not équlpplng children to be
independent learners Only four teachers regularly allowed
children have an input i1into setting goals for learning

Only six out of eleven classes were taught to use a library
catalogue and only one a telephone directory. Scientific
observation was engaged 1in by only two of the eleven

classes Tn only seven was gquestioning encouraged. Less
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than half the teachers interviewed encouraged criticism or
argument or taught children how to analyse results. Higher
order thinking skills are necessary 1f children are to cope
with large volumes of complex 1i1nformation. Higher levels
of Bloom's Taxonomy of Cognitive Abilities (1956) are often
used as the basis of programmes for the gifted (Wallace,

1983) .

Teacners were asked what kind of thinking skills were
involved i1n the tasks they set for their pupils. Results
show that only about half of +the eleven teachers
interviewed set tasks requiring analysis of situations,
justification of decisions, application of knowledge to new
situations or evaluation. Bille Wallace (1983) believes
that questioning 1s the key skill in eliciting certain
kinds of responses and promoting higher order thinking
skills. Analysis of the written English questions set for
the senior classes 1n this study over a two week period
revealed that 87% of them involved basic comprehension and
making simple 1inferences; only 5% required creative
response and two classes accounted for almost all of these.
5% required the child to find the information out from
another source. Only 3% 1involved evaluating alternataves
and jJustifying decisions. Kerry (1982) found similar
results 1n a study of thirty-six teachers in England.
Information accessing or processing skills cannot develop
in a vacuum. They must be applied. Project work 1s the
generally accepted vehicle for this. Simply looking up

encyclopaedias and summarising the contents 1s not the
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objective. Renzulla (1985) describing his Type III
enrichment activities proposes that children should take an
active part in formulating the problem, designing the
research methods and planning the final product with the

teacher acting as guide and facilitator.

This study shows that many of the teachers considered
project work to be a low priority 1item, often to be
deferred to the last term or 1in one case avoided
altogether. Scarcity of reference materials may have been
a factor as most classes had none of these 1in evidence
unless provided by pupils or teachers themselves.
Libraries were typically unmanned for most of the day and
conﬁalned one encyclopaedia for the whole school. Having
al} pupils doing project erk 1n class at the same time 1s
therefore difficult. A Special Resource Room 1s needeq,
manned by trained pareants or teachers, where children can
have access to information, advice on locating and using 1t
and long enough periods of uninterrupted time to produce
really worthwhile work. Most of the subjects in this study
showed that they have the reading ability, the powers of
concentration and the interest to pursue this type of
activity; what they need 1s systematic training in the
necessary skills. There 1s no reason why the curriculum
should not specify a taxonomy of skills for accessing and
handling information, beginning with the simple things like
using a contents page and index. These skills could then

be taught 1n a systematic way to all pupils according to

abilaty.
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Children were questioned about their understanding of world
problems. All showed an awareﬁess of these and had given
some thought to their solution However, only five out of
eleven teachers interviewed gave any serious amount of time
to current affairs and only five dealt with environmental
i1ssues. It seems that children were largely dependant on
the media for their information. Many were said by parents
to be concerned for their future world. Information
without understanding can be anxiety-creating Media
studies should be 1ntroduced to give children some i1nsight
into such topics as agenda-setting, bias and fact v
opinion. They need help 1n interpreting the vast array of

information with which they are daily bombarded.

In this age of rapid change, of new 1deas like Thatcherism
and Perestroika and new 1inventions like laser technology
which are changing our world, one would expect that these
would somewhere feature on the curriculum. Maker &
Schiever (1984) believe that 'significant i1deas, concepts
and underlying prainciples are the substance of activaities
designed to develop 'higher order' aintellectual skills'.
None of the teachers 1n this study bothered with great
i1ideas or 1inventions It would seem logical to allow
teachers more scope to introduce into the curriculum the
significant 1deas which shape our age. Examination

pressure 1in the higher classes probably accounts for the

fact that they have not already done so.
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Leaving aside the currzculum content for a moment we must
ask ourselves what else the schools are doing or could to
to promote excellence. Defining what 1s required, the U.S.
National Commission for Excellence i1n Education (U.S. Gov.,
1983) states 'At the level of the individual learner, it
means performing at the boundary of individual abilaity ain
ways that push back personal limits.. ' (p.12). Only two
classes of the thirteen studied offered accelerated work.
None of the four children from these classes complained of
the difficulty of this work and only two complained of the
volume. No other child was 1n a situation where superior
ability or effort would have resulted in being asked to do
work suited for a higher class. Fourteen children in all
¢omplained that the work was too easy. Thirteen complained
of lack of ability to progress. Many were bored, including
some who were regularly at the top of the class. Some kind
of acceleration 1s obviously required for these children.
Screen (1982) has pointed out that 'even the very brightest
children... should at times experience failure. Until they
know what they cannot do they cannot reasonably be said to
kncw what they can do'. At John Hopkins University,
@alplmore, a Study of Mathematically Precocious Youth has
fesulted 1n programmes for developing mathematical talent
that have been widely replicated. Children here are tested
for mathematical ability and then taken to a central
}ocatlon, typically a third level college, where in three
hour long weekly sessions they are expected to cover a

normal two year curriculum in one vear. A facility such as

this :n the area of a child's outstanding ability would
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provide intellectual challenge as well as introducing the
child to a genuine peer group Another measure which could
be tried to alleviate boredom 1s ‘'curriculum compacting'
recompended by Renzulli (1986). This 1involves cutting out
work already mastered cutting down on the number of
examples to be worked, and laying aside low level basic
comp;epen51on type tasks to buy time to do independent
research work 1in a resource room, or to do higher level
work with an accelerated group. Textbooks are also a
problem for these children because many of them are just
too easy. The National Commission for Excellence 1in
Edugqtlon (U.S. Gov. 1983) recommended texts which present
more complex and abstract materials and which challenge the
children intellectually While some extension readers and
workbooks 1n mathematics which present more difficult
problems exist and were 1n use i1n some classrooms, there is
a need for even more advanced texts for the gifted, which

woala take into account their advanced reading ages and

interests.

Feedback on performance has been shown by Bloom (1985) to
be ¢f major importance to the development of talent.
Examination of the feedback on written English being given
to these children showed that only one child was getting
constructive feedback on the actual content of the work
while spelling grammar and pupctuatlon errors were

regularly corrected.
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To conclude then, the schools did not appear to be meeting
adequately the needs of these children for 1intellectual
challenge, for sklils to access and deal with i1nformation,
for help in interpreting their world, for informational
feadback on work content and for opportunities to produce
significant creative work. The fact that so many dad

schoolwork' at home for fun or did their own private

research shows a hunger for learning.

The recommendations which are summarised here should go

some way to satisfying 1t.

- Systematic training in skills for accessing, processing

and presenting information for all children according to

ability.

- More project work for gifted children with choice of
topic, planning and execution being largely the

responsibility of the child under teacher guidance.

- Teacher training in the arts of (a) questioning to
elicit creative response and the use of higher order
thirking skills, and (b) giving constructive

informational feedback on work content.

- Textbooks which deal with more complex and abstract
material and which take 1into account the advanced

reading ages and interests of gifted children.
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A wider curriculum to deal with current affairs,

environmental 1ssues and great 1ideas and inventions

\

which shape our world.

Media studies to help children interpret what they see

and hear 1n newspapers and on radio and television.

A School Resource Centre, manned all day by a competent
person, containing suitable reference material and a

guiet area where long-term projects and creative work

can be done

Reassessment of the usefulness of homework which 1is

merely reinforcing work already mastered.

Use of curraiculum compacting to buy time for serious

long-term or advanced work.

Children grouped by ability and interest for at least
part of the week, preferably in the charge of an

enthusiastic adult who shared their interests.

A facilaity to progress to higher levels of achievement

in the chaild's area of high ability.

Better human resource management to ensure that children
are taught music, art and P.E. by competent and
enthusiastic teachers and that continuity of progress 1is

maintained from year to year.

More tasks which can be tackled at a variety of levels

and allow for creative response on the child's part.
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APPENDIX A: PROFILES OF INDIVIDUAL CHILDREN
(To protect confidentiality, names have been altered ).

{1] BEN

Ben, aged ten years, ten months was 1in sixth class. He
read well before school without formal teaching. Early
schooling was traumatic He was disruptive at school and
often threw tantrums at home More stimulation was
recommended and a combination of more difficult schoolwork,
less homework and 1lots of out-of-school enrichment
activities eased the situation. By fifth class he combined
outstanding ability and clarity of thought with engaging 1in
s11lly pranks and generally i1mmature behaviour. He was a
self-confessed "mesger", telling questlonable jokes and
dlstractlng other children. When first encountered he was
sitting 1in front of the blackboard where teacher could keep
an eye on haim. He didn't exactly hate school all the time,
but <certain aspects did frustrate him. The 1inabilaty of
other <children to combine 1deas annoyed him. He was a
perfectionist and hated messy sums 1like long division.
Repetition, Dbeing forced to work at the same pace as
everyone else, questions requiring long answers, mathematics
roughwork and anything else that wasted his time was
resented. He equated speed with success. He could not bear
piranc practise At school he often had difficulty keeping
his mind on the task in hand - one of his teachers thought
him distractable and lacking concentration, hence his seat

at the top of the class from where extraneous stimuli and




communication with classmates were less readily available.
He loved a challenge and wanted to succeed. He was not as
fast as the others 1i1n finishing essays. Beaing a
perfectionist, he 1liked +to think up good 1deas first.
"Thinking takes time". While he was developing and
perfecting his 1deas, others were writing and i1n order to
finish 1n time he often had to rush and this resulted in
censure because of messy handwriting. He would have
preterr>d his own time-scale. At home he walked and talked
in his sleep and found getting to sleep 1n the first place
difficult because he was "thinking about so many things".

He had very little interest in recreational reading,
but loved doing his own research on projects in the library.
He had won prizes for these He wanted to be a scientist.
His special areas. of 1interest were archeology and
ornithology and he was very knowledgeable on these topics.
He was couscious of the fact that his i1deas were different
from those of his classmates. He sang in a choir, often
taking a solo part and had taken important parts in school
concerts. In games and sports he would have liked to be an
organiser, but his classmates thought him too bossy. He
organised a group of younger children out of school instead.
The clirldish pranks he engaged 1in were probably a
combination of attention seeking and trying to be accepted
as one of the boys.

During the study Ben changed classes. A much smaller
class meant that the teacher could give more indivaidual
attention. In common with three or tour of the brighter

children he was occassionally given mathematics problems to



solve. (He had been highly placed in a national problem-
solving competition). He was given responsibility for the
library and access to the school computer. The greater
volume of ©pupil-teacher interaction meant less need for
attention-seeking tactics. He-still regarded himself as a
bit of a "messer" and could not resist telling the odd
risque joke to make the class laugh. He was not sure why he
behaved as he did. Perhaps old habits die hard. In any
case the teacher had no real complaints. Greater teacher
acceptance was accompanied by greater acceptance of his
1deas by other children. The fact that this was an
examination class probably increased his status as a brainy
child and he got on well with his friends. At home he was
given a reasonable degree of freedop to go to parties and
discos and visit friends on his bike.

Ben had a great neéd for stimulation and communication
which appeared 1in the classroom as distractability. The
extra responsibilities and greater freedom of the present
class was much less frustrating for him. Little failures
still annoyed him. Perhaps exposure to greater challenge
where succees was less predictable would help him see

failure as a learning experience rather than as a personal

stigma.




[2] ) SARAH

Sarah, aged twelve, was 1in sixth class. Her parents
believed 1n 2investing time and money 1n their children's
early learning experiences. They were models of the work
ethic and Sarah shared their views on hard work being the
basis of achievement She would have 1loved to be an
important person and said that , while a dreamer at home,
she did not daydream at school. "You have to force yourself
tc work or you won't get anywhere". She was facing
entrance, scholarship, bible and music examinations all in
the same year. She stuck at music even though she often
wanted to give up, because adults she respected assured her
that 1t would be worth 1t ain the end. She worked hard for a
scholarship examination. "Even 1f I do not get 1t,I will
heve done my best;i While performing well, she did not
qualify for the scholarship. The news was greeted waith
mixed feelings. To have won would have meant parting from
her friends who meant a lot to her.

At school she preferred difficult problems and would
stick at them because she hated being beaten. She would be
disappointed at less than 80%. "I know I can do it". The
time spent on slow learners, on homework and on mechanical
sums annoyed her. Her handwriting was a constant source of
trouble. She hated slowing down to write and wanted to
finish fast to get on to more ainteresting things like
projects, art or P.E. Homework was a pet hate and she would
rather come to school at seven in the morning than face it

after school. She slept poorly ("I'm not really tired
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enough to sleep") but then sometimes awoke tired. Her
relations with the teacher were good. Sarah descrabed
“chatting" with her as distinct from "talking" to her
predecessors. Nevertheless she was described as
hyperactive, talkative and distracting others, but
outstanding 1n .intelligence, reasoning and memory. Her
behaviour was i1mproving since she moved into a smaller class
which allowed for a freer atmosphere and more movement.
Peer relations were good. She had one or two friends at
home and hung around with what she described as "a gang of
messers, but good workers" at school. She was cooperative
by nature and the gang usually came up with 1deas as a
group. She would have preferred to work in a group in
scpool and to compare answers (not copy), but this was not
allowed. .

Perhaps cutting down on the quantity and improving the
quality of written work would have made school life less
frustrating. Allowing accelerated progress for the small
number of very bright children in the class might have- left
her with more high-level cognitive tasks and 1less spare
resources for distracting other children. More project work
might have channeled her natural desire to communicate 1nto

a more constructive and less disruptive pattern.




(3] . COLIN

Colin, aged twelve and a half was 1n a very high
ability fifth class which was doing sixth class standard
work 1n some subjects. His interests were varied. He
played four instruments and enjoyed swimming, art, nature
and comics. He worked hard at school and had given up musaic
classes because they 1interfered with his lessons. His
teacher said that he was a little behind in schoolwork and
seemed a little nervous He liked mathematics best, but
worried a lot about Irish tests. Even the child who came
ﬁlrst in the <class found i1t difficult to cope with the
amount of verbs to be learned every night. While hzis
mathematics results were almost 100%, his Irish result was
qgaéer 30% Irish verbs were a particular source of anxiety
and he got so upset sver the last test that his mother had
to reassure him that 1t did not matter now. He talked Irish
i1n his sleep. His confidence was shattered and according to
his mother he wanted to leave school. He was very emotional
and had to be taught to give expression to his feelings.
Haif an hour's tutoring by the mother per day‘lmproved the
situation. He worried about not having time to complete his
schoolwork. Homework took two hours per night and was
tackled 1immediately after school: Sometimes there was
weekend work as well. Colain found the disciplinary regime
bartlcularly restrictive - double work 1f 1t was not done
right the first time, 1lines and detention for minor
infringements of the rules. He perceived school as a hagh

demand,/ low acceptance situation. He would have preferred




learning to be more fun, to have more prizes and more
teacher encouragement. His teacher realised that more
unconditional praise would probably be beneficial. Tests
were marked out of 100, which meant that quickly found out
their children's place i1in the class and the parents compared
notes. Under these conditions a low mark, even though the
class was working at a higher overall level could seem like
failure and a low placing 1in such a high ability class could
result from very little difference in marks. In such a
situation a bright hard-working child could appear to be an

underachieving failure.
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[4] TERESA

Teresa aged nine and three months was in third class.
Her mother described her as a deep thinker, asking
impossible questions, always requiring exact information and
not ecasily fobbed off. She was very imaginative and creative
and often wrote stories and poems for the family. She 1loved
being the centre of attention and had even given talks at
her \club for children three years older. She got very
enthusiastic about new things l%ke learning piano or
dancing, but rapidly became bored. Her teacher described
her as lcving to" question everything, often i1n a negative
way, at times looking towards a positive answer". She was
highly motivated when her questions were answered and loved
to be praised for her excellent beautlfully presented work.
Wanting to be always first was a cause of anxiety. She was
friendly with adults, often coming up to chat to the teacher
1n the mornings.

At school she worked hard when she was 1interested.
"I'm bored at home, more bored at school, when you're
finished, 1t's just more work". She found 1t very hard not
to daydream during mathematics class. She hated having to
write down problems when she coula do them faster in her
head. She would stick at a problem until she got 1t raght.
Snhe claimed not to know whether she was good at mathematics
even though she usually got all her sums right. She found
the questions 1n English stupid and wondered why they could
not be blended together. Having to write the question as

well as the amswer really annoyed her. She said that there
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were no really hard English guestions. She hated simple
ones and really difficult ones. Given the choice, and for
the same total mark, she would! choose two difficult
questions over four easy ones, - because she 1liked to get
things done fast. She raced another child for second
finished, but took care because she wanted to get everything
right. If she got things wrong, especially 1in examinations,
she would be disappointed and cry. "I want someone to be
proud of me".

Peer relations were very dlfflcult for this <child.
When group work was involved, she always though her 1ideas
were Dbest and tried to be leader This led to rows. Her
teacher had tried putting her in various different classroom
locations, Dbut found constant disagreements. She  was
currently sitting q@ the back of the class with the only
ch1ld she seemed to be happy with. Her i1deas for play were
also different from thé others. As a small child she had
often played quite happily on her‘own. Now she was most
unhappy. She thought the other children's games were
stupid: "They want to play fairies":. She believed that her
1deas were good, but that the others didn't think so. They
thought she was cranky and bossy. She was excluded from the
activities 1in the yard, She was called names and at one
point there were organised name-calling sessions at the
school gate. At home things were not much better. Apart
from one girl from another school she was totally
friendless. She came from a large family with considerable

sibling rivalry and sometimes the other children, when they

wanted to annoy her, took their cue, from her schoolmates and
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also called her names. She cried a lot and felt victimized
and unloved. Her mother tried to pialse and encourage her,
but seemed unaware of the school situataion.

The fact that almost half of this class scored at
or below the twenty-fifth percentllg on the Raven's test may
go some way towards explaining the daifficulties this child
had 1n getting others to see her point of view and accept
her 1ideas for work or play. This child badly needed to be
among a group of other gifted children where she c¢ould
question, discuss and argue 1deas freely without being seen
as bossy or disruptive. Meeting other children with better

1ideas than hers would also give her an insight into the

difficulties her classmates were having in accepting her.
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(5] BART

(2

Bart, aged twelve and a half was in fifth class, but
the whole <class was accelerated 1n some areas. He was
pgpular and respected by his peers. He often topped the
class for achievement and rarely pame below fourth. He
guarded his reputation for high achievement and felt has
parents would be disappointed 1f 1t was not maintained. He
believed that effort led to succesé and worked hard never
coming to school without all his homework done, even 1f this
meant getting up early. He was a sports enthusiast,
spending about seven hours out of school and four-five ain
school on these activities. This' included coming 1in one
hour early, and playing through part of lunchtime every day.
Hé was captain of his school team and held various medals
and trophies. He was well thought of by the teacher and
pftgn selected to run messages or mind the class. He was
accepted as a leader by his peers. At home he had no
{espon51bllltles, apart from washing the dishes.

He worried about tests. Weekly Irish tests were a
particular cause of concern. He really had to slog at Irish
verbs because of the sheer number of these to be learned
each night. He did not give up easily and would stay at a
problem all night to get i1t right. However he would prefer

[

easy English questions because they took less time. He was

not a;ﬁreat recreational reader but would look for specific
information and research projects thoroughly. He was
described Dby his mother as "alwayé happy". Apart from the

Irish verbs, which appeared to be a temporary phase the
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teacher was going -~through in preparation for impending
entrance examinations ,schoolwork was not a cause for
complaint and was generally interesting. Test anxiety was
real, but not handicapping. The child's main problem was
trying to perform superbly in both academic and sporting
pursuits and managing to fit homework into a tight and

demanding schedule.
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[6] BERNADETTE

Bernadette, aged eleven and a half, was 1n fifth class.
She read before the age of four and was writing stories by
five. ©She was a bit anti-social i1n the early years, showing
more 1interest 1n her books Often she felt that other
children were stupid She came from a close-knit family of
very high ability children. The parents believed in
exposing them to a wide variety of activities to widen their
horizons. Bernadette was fiercely loyal to her family. She
was very conscious that their standards differed from those
of others and often felt left out at school when other
ch.ldren were discussing late night adult T.V. shows which
she considered "thick" and 1n any case she was not allowed
to watch. 8She avoided some of the local children who were
on the streets until all hours and considered them "yobs",
although she did play on the street occasionally.

Bernadette was very determined. She had plans for her
career and at school she did not bother with subjects which
held no interest or in which she felt she could not excel -
mainly mathematics and Irish- but she still managed to score
80% 1in these 1n end of term tests. The only aitems which
stimulated her were projects and she excelled at these. She
had harder books than the other children and she was
frequeatly asked to tell the class about these. She hated
school. Homework was especially irksome : "We never get to
work out new things". She found her class readers
uninteresting and in any case had read them all before. She

had a tendency to wander round the classroom. She was not
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found very reliable when given resﬁon51bllltles at school.
€he often complained of tummyaches which her teacher

interpreted as attention-seeking.

Her abiding passions were writing, art and drama and
every spare minute was devoted to these. With her saster,
she wrote plays, designed costumes and sets, acted and put
on performances at every possible opportunity. She liked to
organise and take control of situations, and received the
most nominations for class leader. This created a problem
because she was very aware of the féct that the others would
think her Dbossy, and“ might resent her. The teacher,
presumably for the same reason, did not always choose her
gvéq when she was first finished and had her hand up to
yolunteer. She concluded that the teacher did not like her.
Tests were a cause of worry, because of her need to live up
Fo her excellent academic record. Being a slow runner, she
designed games for the §ard which did not involve speed and
pana?ed to get the others ainvolved. Her classmates
respected her competence. In choices for model-making and
member of the quiz team she was nominated by seven and
fourteen <children respectively out of a total of twenty-
four. For "the child I most like playing with" and “"the
child I would like to sit beside" she got one each and only
one of these choices was mutual. ‘She was very sensitive.
Violence on T.V. (real, not imaginary) upset her. Injustice
or bullying to members of her family made her fly off the
handle. She often had to be calmed down.

pernadette was a very determined child, focussed on her

long-term ambition of being an important
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authoress/illustrator Her tendency to take the ainatiatave
and organise activities had social consequences in i1ncreased
respect and decreased popularity On the Piers-Harris scale
her overall score and happiness score were high, Dbut her
perception of her popularity was low. It seemed that she
was happy that she was the kind of berson she wanted to be,

even 1f there were a price to be paid.
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(7] EAMON

Eamon was aged 10 years.9months at the time of the
first 1interview and was i1in fifth class. His Piers-Harris
self-concept score was average He had been a very braight
baby, passing all the usual developmental milestones early.
Before his third birthday, he was bgcomlng so bored that he
was sent to Montessori preschool to mix with other children.
At 8 years of age he was refered by the school doctor for
psychological assessment because Ehe was reported to be
disruptive 1in class. His I Q. score on the W.I.S.C.-R was
in excess of 140. His teacher was aware that he had been
professionally assessed. "I know that he 1s supposed to be
gifted, but I can't see 1t. He does not show any unusual
talents". Both parent and teacher did however tell the
chiid that he had ;bralns to burn“ and the child agreed.
Apart from problem work in mathematics and presentation of
written Englaish, he had been given a straight A score by his
three previous teachers. All his teacher ratings dropped to
mainly Bs 1in thais class, even though he managed to score
above the 90th percentile on the Drumcondra tests for
ﬁat&ematlcs and English. His teacher found him withdrawn,
showing a lack of committment, often having to repeat work
and distracting others by talking during class. He was
seated "right under the teacher's nose' because "he could
not work unsupervised". {(When an opportunity arose to
check with his teacher the following year. The same lack of
concentration was reported, and 1hlS English score had

dropped to the 80th percentile).




what had caused the' deterioration in the teacher's ratings

of the child's performance?

Apparently the mother had told the psychologist that the
child lacked concentration and she was told to "keep haim
busy". She had 1interpreted this quite 1literally. The
chi1ld's schedule at the time of interview was nothing short
of mind-boggling. Every week-day he played in a band for
several hours. Aside from his musical actaivaities, he
attended a youth club, scouts and karate lessons, as well as
spending ten hours at homework per week. All this totaled
twenty-five hours per week, not counting travellaing time.
He also occasionally had to attend a church service very
early 1n the morning. The child stated that the mother
expected too much of him. He complained that he had not
enough time to eat and that his tummy rumbled. He said the
teacher understood when he was half-asleep 1i1n class and
often repeated things for him. The band was the mother's
1dea and even though he liked music, he wished that he had
never seen the instrument. He felt cheated of his social
life,unpopular and left out because he had no time to play
with friends. On the academic front, he was also under
pressure to be the best in the class, which would have been
difficult enough under the circumstances, but was also made
more difficult by the fact that there were other extremely

bright children to compete against.

Eamon was not without ambition and had set his heart on
entering one of the caring professions. He prefered the

questions in his schoolbooks that had to be figured out. "I
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like to use my brains”, he said. He classified himself as
a slow careful thinker because he wanted to get things
right. "* I get mad 1f I get things wrong; I get
embarrassed”. He loved doing English essays and liked the
teacher's system of giving bonus points for doing extra or
better quality work. He would "throw Irish out the window"
and substitute history He could not really see that school

was good for anything except getting a job.

All this perceived demand might have been tolerable 1if
1t had been accompanied with emotional support. However the
chi1ld must have been aware that the mother was disappointed
and felt let down by his results. She believed that he was
deliberately underachieving. "Some gifted children do that",
she remarked. She was Plannlng on sending him to a praivate
secondary school on theréther 31de of the caity, even though
1t 1nvolved a long journey. She hoped that 1t might "sharpen
him up". Eamon was not consulted when family decisions were
being taken, and obedience was 1insisted on without
negotiation or discussion. To make life more difficult, his
father, with whom he shared many interests, had emigrated in
search of work, a few years previously, and even though good
contact was maintained and the child had visited him several
times, the day-to-day emotional support that he had provided
was now lacking.

The teacher had reported what he interpreted as
attention- seeking behaviour. On first interview, conducted
in pravate, this subject had presented as mature and

articulate. At the time of the interview with the mother,
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he engaged in silly pranks which seemed designed to trap her
attention. He was described by her as a "manipulative
brat", although she said that she would hate anything to
happen to him. Finally, Eamon was subjected to constant
jeering at school, on account of a minor physical
irregularity, and he felt that this was facilitated by the
teacher's frequent absence from the classroom, telephoning
parents etc. On the peer nomination form he obtained a
total of twenty-two mentions. Four of these were from a
newcomer to the class Seventeen were 1in reply to the i1tem:
"If we were going on a school tour, and there were three
children too many for the bus, the ones I would leave behind
are. ." This might seem to i1ndicate large-scale rejection
of the <c¢hild, but further enquiries showed that at 1least
some of the children had made this choice on the basis that
the child was widely travelled already. Physical
support was probably also lacking. Because the mother worked
outside the home, the child had to get himself ready for
school.

It would appear that this subject started his career,
as an active achieving youngster, but that through a
combination of parental demand on his physical and cognitive
resources and a lack of emotional support from parents and
peers, he was handicapped 1n his attempts to realise his
potential to the full.

His lack of concentration in the classroom was probabl
mainly caused by sheer physical tiredness, and his
attention-getting behaviour by a desperate attempt to gain

acceptance and approval.
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(8] KATHERINE
Katherine, aged nine years and two months was 1in

third class. She came from a home where the children were
encouraged to try different experiences- sSwimming,
gymnastics, dancing, instrumental music etc.- but were under
no pressure to compete. There were at least two other
gifted children in the family and each tried to achieve as
highly as the other. The pace of activity and the volume
of conversation 1n the household was far above that
encountered in the other homes studied.

Katherine was an avid reader, reading up to two books
per day, early in the morning, late at night and 1in spare
moments at school. She also wrote a lot of storaes. She
was taking lessons i1n two instruments and saving up to buy a
third. Swimming, drama computer and tennis were among her
other 1interests. ©She was by nature gregarious and anxious
to please. She often played on the street although she was
subjected at times to name—calllgg from a few T"nasty"
girls. She had one good pal locally, but her best friend
was an older gifted sister whose lead she followed and whose
interests she shared. There was often friction between her
and a younger sibling who "pestered her" and caused her to
fly off the handle.

At school she was very anxious to be the best. In her
previous class she had often been sick in school and her
teacher attributed this to achievement anxiety. Although
her school report for the year showed ‘"excellent" for
English and mathematics this year and 99% and 95% last year,

she was nervous at tests "in case I get anything wrong".
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She found 1t hard to sleep worrying about things she had not
learned and afraid she ﬁbuld get i1into trouble - even though
she thought the homework easy. She often forgot the things
she learned "because there 1s so much going on". She awoke
tired i1n the morning. The actual schoolwork was described
as easy and she was one of the first finished. She 1liked
splv1ng problems and had been highly placed in a computer
prob}em-solv1ng competition, Dbut she said that there were
not many hard problems at school, even though she was
workaing with a higher level group. Given a choice she would
opt for more difficult questions "because they give the
brain something to work on. In English she prefered the
gquestions requiring a creative response or asking her
opinion, and the teacher set plenty of these. The things
she enjoyed best were going to gym or "doing something
special, like library". She felt different to others. "I
read - they do thangs like runnlﬁg - not exciting".

Her teachers regarded her as a leader, although she was
often 1last to be chosen for games both at home and school.
She was 1n charge of the library. She often volunteered to
go messages to other classes because 1t made her feel
important. Being Minister for Education was her current
ambi tion. Her peers gave her more leadership nominations
than any other child and she was also selected as a suitable
quiz team member by many of them. She was popular with the
others. Her acceptance was possibly due to the fact that,
being herself 1led by an older sister whose talents she
respected, she knew how to be a follower as well as a leader

and did not try to control the classroom situation.
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{9] THOMAS

Thomas, aged twelve and a half, was in saxth class.
He had been reading books by age four. He had developed an
interest in music and could ask for composers by name before
he could walk. This enthusiasm had persisted until the
present, He played four instruments and was a mine of
1nfor@at10n on the minutae of his chosen period of music.
He listened to music for fourteen hours per week and
practised for about twenty. His academic record showed
straight As for four years. He was also talented in art and
creative writing. His headmaster considered him
exceptional. He did his work carefully because he liked to
get things right, but flew through homework. He volunteered
for everything because he liked to get 1involved and was
often chosen for responsible tasks. Co-editing the school
magazine was his latest project. This involved 1liaising
with the principal and staff and missing a lot of lessons.
He quite happily worked through break but was worried
because others were jealous and teased him. He appeared to
have a special relationship waith his teacher who often
lisctened to his suggestions. He worked hard and would have
been ashamed 1f his music homework was not done to his
teacher's satisfaction. Tests were not really a source of
worry, but examinations made him panic. Failure +to reach
his self-imposed high achievement standards had been a
source of anxiety and frustration, even before school age.

At school he would control this frustration, but often 1let

oft steam at home, pacing up and down and having to be
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reassured and told 1t did not matter. According to his own
description he was always focussed on his work. He liked to
keep another gifted child under observation. School sports
like football were regardgd with active dislike - "because
they're competitive and you can't relax like at tennis or
snooker". While Thomas had more freedom and responsibility
than any c¢hild in the study, being able to skip classes
without apparent 111 effects, there was a price to pay. His
very success 1n eliciting freedom from adults and his easy
rapport with them risked distancing him from some of has
peers. He was however lucky to have two very bright friends
with whom he worked well. He thought school was
"brilliant". Many extras were provided and he availed of
swimming, French, i1nstrumental music and art.

Thomas tended to see a lot of his activities 1in
achievement terms. The dual burden of very high personal
standards i1in music and ééhoolwork meant that there was very
little margin for error 1f disappointment was to be avoided.
His mother suggested that some non-competitive physical
activity would help relax him, but, apart from the weekly

swimming session, the school had no facilities for this.
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(10] LENA

Lena was in fourth class She liked school, but found
the pace slow. There were about seven very bright children
1n the class and the same number of very slow ones. They
were taught mathematics concepts as a group and Lena often
fiddled around while things were explained again and again.
Once the 1initial concept had been grasped, the c¢lass was
divided 1nto two groups and Lena's group used "Figure 1t
Out" to supplement the ordinary textbook She enjoyed
mathematics. She also worked hard at English. She was a
voracious reader, having her own library which she went
through at the rate of a book a day, often rising early to
do this Her school results in Mathematics, English and
Irysh were excellent (92-97% on last report). She found it
hard to pay attention to Irish, history and geography which
she considered boring. The ambience of the <c¢lassroom was
congenial and she liked the fact that the teacher treated
everyone as 1f they were important. Her teacher thought she
was a leader and sometimes she was asked to mind the class.
She had three good friends in school.

Playtime 1in the yard caused problems, however and she
often felt lonely and left out. At home, she was extremely
busy, organising actaivities for the local children although
they sometimes had difficulty following her rules. She lived
1n an 1isolated area and thought that her classmates knew all
the rules of the games while she did not. This sounded
plausible enough, until she mentioned skipping and a common
chasing game as being among those she did not wunderstand.

When she suggested alternative activities, the others showed
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initial interest, but could not follow her complex rules.
If there was dlsagreeﬁént they wéuld "fight her to the
last". She said "I think my 1deas are brilliant, but others
don't like them. My games are different to other people's,
they're all complicated". Her problem may have been that
anything not complicated d4id not rate as a game to her, and
that she felt that 1f people were playing “"chasing" there
must be more to 1t than meets the eye; otherwise why would
anyone be bothered? Alternatively the others may simply
have resented attempts to organise their free time.

She was teased a lot and lost her temper easily. She
was conscious of the need not to stand out of the crowd.
With some prompting she admitted being one of the cleverest
in the <c¢lass "but I wouldn't say that to anyone". Her
overall Piers-Harris score was barely average. This on the
one hand may have reflected a reluctance to admit to
anything which might tend to make her seem exceptional. It
could also reflect the fact that almost uniquely among the
subjects of this study there was no out-of-school forum
where she could gain recognition for her ability or be part
of a group where skills were developed and excellence was
expected and normal.

By May the class had done no projects at school, so the
opportunities she might have had to trade ideas on subjects
of interest and become part of a team had never
materialized. This was a child who would probably have
benefited greatly from an organisation such as an Explorer
Club where high-ability children can meet their intellectual

peers 1n a fun atmosphere.



(11] BERTIE

Bertie, aged eleven years and four months, was in a
fifth class which was often doing sixth class work. He was
a very articulate, humourous child, never showing any signs
of stress. He was very creative and this manifested i1tself
in poetry, model making and creative essays. He often wrote
fantasy essays at home but was afraid the teacher might
laugh at them. Talented 1n music, he played four
instruments and 1in competitions and feiseanna generally
walked away with the top prize. He joined a band and was
promoted almost 1mmediately to the senior section. His
ambition was to be an engineer and, judging by his complex
models this was a realistic choice. He was a keen reader,
having learned before school and often read a book per day.
He had lots of friends who visited frequently, but he rarely
plgyed locally.

At school he was given responsibility for money, office
keyg etc. He was delighted to be doing advanced work and
rgéented anything or anyone who wasted taime. "Messers",
revision of very early work and homework were complained of.
Homework took three hours and left no time to play before
dark 1n the winter. He also felt that school was okay, that
the teacher was interesting and good at explaining, but that
the school day was too long.

He was very competitive , but felt that his parents
expected too much- good marks- good place 1in secondary
school- good job- rich wife. Being packed off to bed when

interestiung adults came to visit was a particularly sore
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point. When his older siblings' friends came he got
involved and was accepted by them even though there was an
age difference of at least six years.

He placed himself about fifth or sixth in the class and
wished he was better at mathematics. He "only got 95%" in
the previous test. For subjects other than English, at
which he excelled, he often reported getting "bad grades-
ei1ght out of ten when others got more".

All things considered this was a happy, well adjusted
chi1ld, who enjoyed his many interests and took a mature but
humourous view of life. He liked the accelerated classwork
and the responsibility gaiven him and, since others also
enjoyed these, peer jealousy did not arise. They did not
regard him as a leader. He liked to keep a low profile and
stay out of trouble. The number of hours spent at school
and homework did pose a problem which was probobaly
aggravated by the need t6 find time for his music. A simple
adjustment to the homework, omitting the revision element,

might have solved this problem.
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[12] ELAINE

Elaine, aged nine, was very self-confident. She was
used to a lot of attention from adults and 1liked being
praised for her good looks and ability. She could “"wrap
adults around her little finger" 1n the nicest possible way,
being well Dbehaved, diplomatic and polite, but she could
sti1 throw a tantrum 1f necessary to achieve her purposes.
("I love to go wild")

The lowest mark she had ever received 1in a school test
was 79% and she liked to please herlparents and keep up this
record. She often did extra mathematics and writing 3Just
for fun She enjoyed "knuckling down to work". She was
frequently asked to teach the class mathematics and her
teacher found her very reliable when given responsibility.
School was very easy for her. She rarely got a difficult
question. Computation and things which "do not exercise the
brain" she considered a waste of time. Spending a long time
at any one subject also annoyed her, since this left less
time for crafts at which she also excelled. She felt her
teacher was under a certain amount of strain. Since thas
was a large class where almost half of the pupils had scored
at or below the 25th percentile on the Raven's test, this
would not have been surprising. Elaine almost always got
full marks. She felt that "school 1s 3just a big
building ..I don't know why we have to go there", and she
just wanted a "free life".

Although she had suffered a lot of 1ll-health, she had

become a champion gymnast, having received awards at
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regional and national level Winning came easily and she
did not have to practise much. She was a "bundle of energy"
and would stay up all night 1f let. She was always up early
and planned her activities. She managed to fit a foreign
language, a sport and swimming into her busy schedule.

Her overall self-concept score on the Piers-Harrais
scale was extremely high. Peer relations however were
somewhat strained. Although 1involved 1n everything at
school, and always picked for games where a winner was
required on the team, she appeared to be subject to a fair
degree of psychological pressure from one of the other
chlld;en. At home there was an orchestrated effort by one
child to deprive her of friends. Often when she appeared on
the street the other children were "swept", as 1f by some
secret signal, into another house. This situation continued
for months, with previous friends not speaking and rows
ensued. Often she 7Just stayed in and played with her
computer or minded younger children.

The reason for this <child's problems with peer
friendships was not 1immediately obvious. Elaine was
extremely successful. Her very success however meant that
she was 1invariably a leader 1i1n any situation. This
experience, combined with her independence of mind and
refusal to be a follower presented difficulty in play
situations where social solidarity rather than achievement
was the objective. There may also have been an element of
jealousy, since other children in the neighbourhood did not

have the same enrichment opportunities or the same levels of

success.



[13] RONAN

Ronan, aged ten years and nine months, was in fifth
class. He lived 1in a depraved suburb of the city, but went
to scnool in an affluent middle-class area. His mother was
very conscious of her own lack of education. ©She mothered
her son and monitored his movements closely, although he was
allcwed considerable freedom. Accountability was the
keynote here. His siblings were very high achievers. He
was very competitive, and though his school performance was
consistently good, he worried that 1t might fall below has
own previous levels of achievement. He felt that has
parents expected a lot - 100% 1n tests. He worked hard at
school. He was tenacious, especially where football was
concerned. He often picked the school team and 1liked to
organise the play. His ambition was to be a professional
footballer. The fact that he suffered from asthma which was
induced Dby exercise did not inhibit him 1n the least. He
was co-operative by nature and preferred group work because
everyone could add i1deas. A "reading fanatic" according to
his mother, he loved doing research and treated the library
as a second home. He read approximately fifteen books per
month - a mixture of fiction and non-fiction. He was also
‘involved 1in craft work, scientific experiments and praivate
historical research. His Drumcondra mathematics score stood
at the ninety-sixth percentile. Possibly because he was
working for some of the time at the level of a higher class,

he found the school day long and tiring.
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Generally he was one of the first finished ain the
class, and not being aiiowed to go on caused frustration.
The amount of homework (one-two hours) was found to be
excessive at times, especially since he had swimming and
football sessions after school. His mother, however, kept a
close eye on this and , with the teacher's agreement ,
modified the amount 1f she judged 1t to be too much. In
common with other boys 1i1n the study, he found the
disciplinary regime annoying All sorts of chasing and fast
rovement were banned i1n the schoolyard and, worst of all,
everyone got extra homework 1f some pupils talked whaile
teacher was out of the room. J

This was a very well-adjusted child who had learned to
cope with his physical ailment and who enjoyed the
friendship of many other <children. The parents high
academic expectations were tempered with good sense, and
their 1insistence on accountability, balanced by a fair
measure of freedom. He enjoyed doing more difficult work
with the higher class and would have liked more project work

where he could combine his cooperative instincts and his

love for ferreting out information.
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[14] JANE

Jane was aged ten and was the oldest <child 1in the
family. She was 1n fourth class i1in a co-educational school.
Being a first child, she was given a lot of attention. Both
pafents had been 1nvolved in youth work before marriage, and
we;e favourably disposed towards children. Lots of
educational toys were purchased, ‘regardless of expense.
Puzzles were plentiful and parents played board games with
the child. éoth parents were avid readers and read to the
chi1ld from an early age. She showed g¢great interest and
asked lots of questioas. There were, and still are frequent
family outings to places of i1nterest, often involving whole
q§ys 1n the outdoors, with picnics. The whole family gets
}nyolved 1n tdentification and classification of plants and
nature books are available for reference. The father often
brings the «c¢hild to see him at work, and she shows great
1§§erest in this. There 1s no préssure on the c¢hild to
spéceed academically. According to her father she needs no
guldellnes and works to her own perfectionist standards. "We
prov.de the infra-structure”. She 1s consulted in
decisions that affect her. |

Jane could read before school. The mother recalls how
she read a whole book one day without any formal teaching,
having hnad 1t read to her as a bedtime story the previous
night. She attended playschool for almost two years, and
wnile clingy at first, settled i1n and started to thrive.

Problems began with school, as she did not mix with other

children. She would not join in drama or other activitaes,
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even though she would act out the parts at home. Playtime
was spent alone 1n the corner with her teddy. Two other
children started to bully her. The.child became disobedient
and was obviously regressing The teacher sorted out the
bullies and suggested assessment. The assessment was a
fiasco The child had asthma which went away when she left
the teacher she did not like. The next teacher set very
nigh goals and paid great attention to the achievers, and
this c¢hild who was not achieving felt neglected. Being
left-handed, she had great difficulty producing handwriting
to the teacher's specifications. This was not due to a
cocrdination problem as her ability for accurate colouring
at age four was impressive. According to the child 1t was
always "too big or too small"” The unhappy school situation
contlpued right up ugtll the time the researcher first met
the child. She was very reluctant to go anywhere without a
parent, was deeply suspicious of adults, especially
teachers, would not read aloud 1in class and when interviewed
the first time gave yes/no answers to almost every question.
The teacher went to great lengths to boost her self-
confidence and the help of other teachers in the school had
been enlisted, with the result that some progress had been
made.

Her father had a record of achievement in sport and was
st1ll very involved. The mother was totally devoted to home
and family and did not get i1unvolved in interests of her own,
although she was an avid reader, like her husband, and the
house possessed a wide range of well-read books. The mother

been given household responsibilities very young and
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appeared to consider the heavy load of home duties (up to
two hours, when needed) which she imposed on the child to be
normal for a child of that age, although no other child 1in
the study appeared to have so much demanded of her/him. She
nagged the child constantly to do the work. Pocket money
was dependant on doing chores Nevertheless the c¢hild
cnjoyed the actual work and took a pride in a job well done,
bﬁt her enthusiasm for 1t waxed and waned.

Possibly because she connected the mother with home
duties, work and being tied down to routine, the child
seemed to have adopted the father as a role model. She got
1pvolved in the father's hobbies and showed great
committment to getting jobs finished and done well. She
became very interested in sport and was very competitive.
She did however need i1nitial confidence to get involved 1in
activities. The parents would seek out activities in which
she might become i1nterested. At school she played Dboys'
games like football and cricket and could not understand why
the other girls wanted to stand around and play with stupad
dolls. She was jeered at in the beginning, but overcame
that with sheer determination and became the only girl on
the hoys' team, gain.ng acceptance because of her competence
and general grasp of the rules and her mastery of strategy.
She refused to dress up i1n fashionable girls' clothes,
showed no colour sense, and was much happier in a tracksuit.
This was a source of argument at home.

At school, she sat at a table with a group of girls who

"used' her to provide right answers for their sums. Some

34




of these children's Raven's scores were among the lowest 1in
the entire study at around the fifth percentile. Meanwhile
she used a very bright boy who sat at another table as a
marker and tried to keep up with him. This was very
difficult, since the other children were always trying to
see 1nto her copy, which she thouéht was all wrong, and
concentration was an effort. She would however often do
extra work at home and kept well ahead of the «class 1in
mathematics. She.became very annoyed 1if the teacher skipped
pages 1in the book and upset her private arrangement. While
using her for their purposes, the same children, in the
scacol yard, excluded her at every opportunity. By her own
account, when she appeared in the yard, 1f the game being
?iaged was one at which she excelled, 1t was 1instantly
changed to one 1in which she had no interest. The result was
that she had no one to play with. She used to organise
games for small boys on the street.

The second interview with this child differed markedly
from the first. From being almost totally unemotional and
suspicious and uncommunicative, the child had been changed
into a 1lively, attentive humorous one. Both parents and
teacher expressed delight and amazement at the new turn of
events. The 1interviewer had gone to great lengths at the
first 1interview to show acceptance for of the <child, but
this could not have accounted for the total transformation
which had taken place i1n the intervening months. So what
had happened?

The child had been moved to a new table where she sat

beside the boy whom she had used as a marker for her

s
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academic progress. This may have been because the teacher
was now in possession of the Ravens' results. She had said
that she had not expected the child to do so well (75th
percentile). The child stepped up her work and at one stage
was reading a book per day, to keep up with this boy. Her
place on the boys' team was accepted and the fact that her
tegghgr was a sports enthusiast who obviously encouraged
ghls activity can only have helped A girls' football team
had started in the locality and this contributed to making
her feel more socially acceptable. She no longer needed the

reassurance of a parent's presence at her various

i

t

@Ct%VltleS, and her mother who had been reluctant to allow
her go as far as the park unsupervised now gave her
considerable freedom This was made easier by the fact that

SQ@ had acquired a Boyfriend, another football enthusiast,
whose mother supervised the activities 1in the park
qgobtfu51vely from a distance. She had negotiated weekends
fr?e from housework. Her parents were delighted with the
change 1n her. Accordaing to her father she was "radiant,
bursting with enthusiasm" and had begun to live again.

Jane still disliked school, but went very early in the
morning for games. Schoolwork was too easy. She "liked
real hard maths. problems, but they'‘re usually real easy".
The teacher skipped the English questions 1n the reader
whicn -required higher order thinking skills or creative
response She got "excellent" 1n all her tests and her

mother was delighted, as was her teacher. To the gquestion

"Do ycu think that what you do in schocl really matters?"she
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replied: "No, 1t's. not a real test or anything - 1like
exams." She said she would not miss 1t 1f she did not have
to go.

Her Raven's score when tested at school was at the 75th
percentile, not high enough to meet the criteria for
inclusion i1n the study, but she had been retained on account
of tpe mother's belief in her giftedness, and when the

qnﬁaypurﬁble school situation came to light, she was tested
7 y
a

again at home many months later and scored at the 97th
percentile, without any apparent effort. This was after the
favourakble changes in her social and academic life had taken

place
t

Several themes emerge here A combination of demand
that spg engage 1n "women's work" at home and lack of
acceptance at school had resulted rn depression, 1solation
and underachievement. This child has suffered greatly from
;ole §tra1n - being unwilling or unable to play the role of
good 1little girl 1in frailly dresses playing with dolls.
While therz was some pressure from home to conform in dress,
at least, the greatest pressure came, not as one might have
expécted, from boys, but from other girls, who bullied by
exclusion. Secondly, while the school was making strenuous
efforts to develop the child socially, the fact that she was
spending most of her day beside children of vastly inferior
abilaity seemingly had not been noticed, and even when this
was corrected, the fact that she was getting extremely high
marks was dgreeted with relief and pleasure, but not as an

indicator that work of even greater challenge might be in

order.
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[15] ] BRENDAN

Brendan, aged ten was in sixth class. This was the
best sixth class 1n a large school, although in truth it
contained children of every ablllt¥ level. Brendan worked
hard, putting i1in two and a half hours per night at homework
and 201nq extra at weekends in preparation for the entrance
examination. The actual schoolwork bored him although he
was ‘g:ateful that the teacher tried to inject humour into
the proceedings. The class contained a few "messers" who
wasted time and Brendan resented the fact that the teacher
often had to explain things again and again because these
wersa got paying attention i1in the first place. He picked a
seat at the back and day dreamed when things got really
boring. The fact that they all worked as a class meant that
speealng up was impossible. He wouia have preferred group
work wpere consultation would be allowed, but by the end of
the flrst term none had been done His school performance
was very good but unspectacular, averaging 95% in
mathematics and 70% in English (probably reflecting his dis-
interest in reading) . He had no specific class
responsibilities although he often volunteered e.g. to go on
messages, to get a break from the classroom. He learned
music at school, sang and played an instrument. The musical
group of which he was a member held an All-Ireland trophy.

Unlike most of the children 1n the study he rarely read
a book. He listened to music in bed for hours and often was

st1ll awake at midnight. Getting up for school was

thoroughly disagreeable, although he did come 1in early to
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indulge his other passion, football. He wanted to be a
prof§331onal footballer and had overcome a serious medical
disability to become Player of the Year

At school he seemed popular with most boys. He had no
local friends as his home bordered on a rough neighbourhood
@pg 1he avoided bad company. His mother saw that the
children had plenty to occupy them at home. All had chores
for ghlch they were paid and the money was used to purchase
expensive leisure 1tems. Friends from school were always
wg%coge, but one of his brothers seemed to be his Dbest
frieud.

"This child was an achiever 1in fields where his
lHtQ%?StS lay. The problem was, that although he knew that
schqé% mattered for getting a job, try as he might, he could
generate no enthusiasm for most of- the subjects. Being
paceq by the class, which was of very mixed ability was a
constant annoyance. The fact that fifty percent of the
pupl}s were disadvantaged and that the area suffered from
ap;al%Lng sozial problems made the teacher's task very
dlfficult. The lack of inter-pupil consultation during
clasé time added to the boredom. The teacher had no groups
"because the class 1s streamed already". He did however
introduce extra material and harder problems to keep the
cleverer omnes 1nterested. Avallabillty to the teacher of
mera \pIEClse assessment techniques might have resulted 1in

this pupil being assigned more complex work. The teacher

1
!
see

seems not to have been aware of the enormous range of

abilities of his pupils.
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[16] TANYA

Tanya, aged ten years and four months, was in fourth
class. She came from a family of high achievers. Her house
was stuffed with medals and trophies. Her older siblings
had won awards at regional and national level. Her mother
felt very strongly about the value of a good education and
the need toc plan ahead for 1t. She encouraged her children
to do their best and aim high ; "If she says she wants to be
a nurse, I say 'why not be a doctor' - people will put you
down enough". She taught Tanya to read before school.
However Lhere was no direct pressure to spend hours slaving
over lessons and 1in fact the child shot through her
homework, often having most of 1t completed during free time
at school or in the car coming home. She was not a
commrtted reader - at most one book per week. She spent
most of her free time at home watching television or
creating fantasy worlds for her dolls.

At school she was often first finished. She work very
hard and her results always hovered between A- and B+ 1in
mathematics and English and she obtained "very good" for
everything else except gym. To her teacher she seemed
hyperactive and under extreme pressure to get everything
right. She felt that the child was too 1insecure to be
outstanding. Thers was speculation that the pressure to
achieve might be coming from the home. Even though there
was no evidence of direct pressure a bright c¢hild in a
family of high achievers, was bound to absorb the

expectation that she also should produce gocd resulcts. The
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fact that some of the others were sitting state examinations
meant that family conversation inevitably revolved around
the points system and subject choice. She sometimes tried to
compete with her older sister in Irish. She was also the
youngest and regarded (jokingly?) as the "great white hope"
of the family. She talked constantly at school, even when
the teacher was telling a story, although she rarely
contributed to class discussions and her general Xknowledge
seemed limited to what she picked up at school. Not being
allowed to talk about anything except work during class was
a trial to her. She had been a chatterbox as an infant and
she was sent to school at four partly for that very reason.
The street where she 1lived presented serious traffic
hazards, so school served a dual purpose as a place for
learning and socializing. While not regarded as a leader by
them, she was not unpopular among her peers.

She had won some i1mportant dancing trophies and several
evenings per week and most Sundays were devoted to this
activity. She also swam, but not competitaively. According
to her mother, "she never does anything unless she does 1t
well".

She liked school The children were taken out on 1lots
of traips. The teacher explained things well and did not ask
too many questions- just let them get on with the work. She
preferred more difficult questions, and while she got a lot
of these i1n Iraish, mathematics was mostly sums. Her Piers-
Harris score was extremely high and she did not see herself
as particuiarly anxious. A high need to achieve does not

necessarily cause anxiety, but when taken together with her
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constant chatter, the teacher may have wrongly interpreted
1t as such. If anxiety were indeed a problem, spending so
much time 1n activities which she regarded 1n achievement
terms and where a family record of success was at stake
would probably account for this. Tairedness could also be a
factor. More time spent 1in less highly structured
situations with other high-abilaity children where 1ideas
could be freely discussed and friendships developed, might

have been beneficial
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(17] MICHAEL

Michael aged twelve years and nine months was in sixth
class. He lived 1in a no go area of the city where mugging
and "joy-riding" were rampant and where children from the
local school were almost as likely to end up 1in jail as in a
10b Nevertheless he had got small paying jobs from time to
time and had gained access to a praivate library. His was
an atypical family. His parents, both from large families,
had no secondary education, but his mother in particular
took an active interest in the child's schooling. They
couild not help out with sums etc. but made up for this by
simply enjoying their child's progress: "He's interested and
interesting- you could sit back and listen to him". He was
very conscious of the fact that he came from a different
home background and not letting himself or his parents down
mattered more to him than anything else. He worked hard
2t school where he was popular and seen as a leader. He
orefered hard questions because he liked a challenge. These
wer> rare however. Often he was 1n danger of dozing off
when the teacher was explaining the same sum over and over.
He usually knew the answer before the sum was even written
on the blackboard. Tests were a source of tension but the
teacher tried to ease this by cracking jokes. His mother
caimed him down before exams, tellang him not to worry. He
was confident of his ability, coming first in the class
overall, Dbut was also conscious of the possibilaity of
letting himself and his parents down. Homework posed a huge

problem for him. The teacher demanded a high standard and




"would try to catch you out all day 1f it wasn't right-
though sometimes he turned a blind eye". He took two and a
half to three hours to complete his homework in the months
before the examinations. Being a perfectionist he would
often tear out a page and start again if there was one
mistake.He was very involved in sport, being the captain of
a football team. He played two matches on weekends for
diffent <clubs and trained most days after school for the
school team. School rules decreed that 1f chosen for the
school team training was compulsory. This effectively meant
being et school until 4 p.m. several times a week and longer
Lf there was a match. He also came 1in early in the morning
becaunse the ambitious footballers liked to have a game then.
This was seraious football- he would have prefered some fun.
He was very popular and worried that he would be letting has
friends down 1f he failed to turn up for the morning
session. This type of games-cum-homework schedule combined
with his committment to two other clubs meant that often hais
reading had to be curtailed and he had no time for Jjust
fooling around and playing impromptu games on the street.
He was often cranky after a match and 1lost his temper
easily. He felt guilty about this because he dearly loved
his family. Often he did not finish homework until 8.30
p.m. because he was too tired to think straight, and after a
match he often awoke feeling sore and in was bad humour all

day.
Apart from homework he loved school a lot but was 1n a

certain amount of awe of the teacher. The straict discipline

required in this school meant that pupils were very
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conscious of teacher surveillance. He said that he could
work faster if his teaéhé} was out of the room or i1f he was
told that he could go on with no set limit. This was rarely
allowed. Group work was also discouraged although he would
have liked to work with g-partner. This child according to
his mother was "a terror for the library" according to his
mother and after the entrance examination had done pravate
research on two of his favourite topics - football and the
environment. These were not for school but just because he
"wanted to know".

This child suffered because he saw the two main areas
of his life 1n achievement terms. He had a high reputation
to maintain in Dboth and was not prepared to sacrifice
either. Tﬂg interaction between the demands of both areas
was the point of stress. The timimg of examinations and
Confirmation in the same year exacerbated the situation. If
he did not have to spena so much time at homework which was
mostly high-volumne routine work, he could have enjoyed hais
football more. Allowing him to proceed faster, 1in school
would probably have eliminated the need for home&ork in the
first place. Project work on a cooperative basis would have
reduced the feeling of constant surveillance, but
examination pressure left the teacher with little discretaion

in the matter.
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[18] LOUISE

'

Louise, aged twelve years and nine months, was 1in sixth
class. She spoke <clearly at an early age and could
recognise words before school In the Infants class she
watched but did not mix She was bullied at various times
in tpe early years. She llved in a rough 1inner-caity area
and was often called names and had stones thrown at her.
Her parents were horrified at the way 1n which 1local
children were 1left out on the streets from the time they
could toddle. By contrast with the general mayhem which
prevailed on the street, this home was a secure haven. The
parents enjoyed listening to their children from babyhood,
tgok them on interesting trips and made time at bedtime to
discuss school and problems. Social life centered on the
school and on two clﬁﬁs from which Eﬁe children were always
escorted home.

Louise attended a non-local school. The atmosphere was
congenial and parent-teacher co-operation was the normn.
Pupils often worked with partners or with small self-chosen
groups. Louise was obliging and cooperative by nature and
chose her workmates on the basis of shared interests, not
necessarily similar ability. The subjects she enjoyed most
were art, music and drama. The teacher sometimes gave them
difficult mathematics problems. She often volunteered to do
these and enjoyed getting them right because "1t makes you
;éel good'. Schoolwork presented no problems. She dad

however find 1t hard sometimes to think of any 1ideas for

essays, but remarked that 1f she was 1interested she could do
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1t fast. Her work was done carefully and she took a praide
in doing 1t well. She was an avid reader and this was
actively encouraged 1n school In the classroom she had no
special responsibilities as these were shared, but lately at
home she could take charge and serve up dinner when her
mother was absent for sh&rt periods. She suffered from
headaches on the way home from school, but this may have
been caused by worry about bullying gangs nearer home.

She did not want to be important and had modest
ambitions - maybe a hairdresser or a chef. Her teacher felt
she was "university material". She needed a push to get
involved 1n activities, but then géve 1t her all. She had
won several best all-rounder prizes in c¢lub competitions.
O&erall this was a happy, well adjusted child, performing at
a high but not exceptional level at school and contented at
home. Later, in secondary school, she was still performing
well and had been placed 1in the "A" class on the basis of

her results i1n science.
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[19] KARL

Karl, aged ten years and five months was 1in fourth
class. He had been reading and writing by the age of four.
Now at age ten he read one or two books every day and had
his own library He had exhaustea the school library and
1n spite of his teacher's dlsapprovél would sneak back into
school to borrow books and tapes from a previous teacher who
had encouraged him and who followed his progress.

He spoke of writing a very lgng story: "The teacher
didn't Dbother to read the whole story, just two pages and
then she ticked the rest - I don't mind- I couldn't leave 1t
w1§§qut a proper ending". His school reports were
ggcellent. He had been given a special mathematics book at
his mother's suggestion and the teacher corrected the work.
He rushed everything and often made silly mistakes. Being
flnlshed first meant being sent on messages. He also had a
regular weekly responsible task to perform. At school he
was regarded as bossy and a boaster,and was subject to
bullying and exclusion tactics. He had one friend and they
were both excluded from all activities in the yérd. He was
often complained to the teacher for things he had not done
and gaiven lines as a result. Harrassment on the way home was
common . He was now careful to avoid confrontation even
though he had taken self-defence lessons. He did not play
on the ’streets because there were always fights. He was
also wary of appearing to boast and required reassurance

{
before the first interview that 2f he told the truth his

answers would not be interpreted in this way.
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Activities outside of school included Explorers, Cubs,
band, self-defence, arama and Dbasketball. One of his
suggestions for an environmental project had been acted on
by- his scout group. He showed promise at swimming and was
invited to 3join a club for competition purposes. He had
taken a star part in an amatuer musical which involved solo
singing Generally he was succegsful in everything he
undertook with the exception of ball games which did not
interest him as he was not a fast runner.

His unpopularity at school seemed to be due largely to
cultural differences. In an area where long-term
unemployment was the norm and the value of education not
immediately apparent, a highly motivated, achieving child
who had enrichment opportunities not commonly available was
bound to stand out. His very success and his tendency to
want to organise and take the lead met with jealousy and a
resistance which seemed aimed at cutting him down to saize.
He was not desperately unhappy however, and, apart from
pérce1v1ng himself as unpopular at school, his self-concept
was above average. His various extra-curricular activities
provided enough outlets for his talents and opportunities to
mix with others 1n circumstances where skills were fostered
and achievement recognised. The Explorer Club gave him the

companicnship of his wntellectual peers.
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[20] NORA

Nora aged nine years, nine months, was in fourth class.
She came from a close-knit family with roots .1n rural
Ireland and 1imbued with a love %or Irish language and
culture. She received cohstant stimulation from an early
age. She played the piano and enjoyed classical music. She
loved the Irish language and history, an enthusuiasm fuelled
by her grandparents The ethos of the family contrasted
sharply with that of the neighbourhood where unemployment
was rampant and the crime-rate high. She was conscious of
the cultural daivade While other <children were still
swinging off lamposts after dark, she was tucked up in bed
reading books of Irish interest. A At school they shared

jokes about late-night television programmes from which she

1
IR

Qqs excliuded. She was 1solated 1in the yard, the others
claimimg that her games were "stupid". Her only friend was
a newcomer to the area She did however play three

organised ball games after school and thoroughly enjoyed
them.

Nora thought that school was "the best thing that ever
nappened” Dbecause 1t 1led to a good 7Jjob and she could
evaluate the various subjects i1n terms of their usefulness
in this regard. She worked hard. _Because she always got
"A"s she worried about tests in case her standards would
slip and had been known to cry her eyes out because her
marks did not reach her expectations - even though she came
first in the class! The teacher taught everyone as a class,

but those who were finished were allowed to go on to "
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Composition and Grammar" questions or to" Figure i1t Out".
They were not allowed to go on to work suitable for a higher
class or to a different topic Nora's love of learning had
alienated her from the class She was often bullied and
teased as a knowall. She scored highest in the <c¢lass ain
mathematics. Her teacher was afraid of alienating her
further by giving her more advanced work or more
responsibilities, even though a gifted boy who was also
bullied used a more difficult mathematics book. She was
aware that this was unfair, but saw 1t i1n the light of a
damage-limitation exercise while she tried to think of a way
round the problem. Nora understood her teacher's dilemna.
She 1liked her teacher because she had control, had turned
"dessers" 1into workers, always gave more work when needed
and had a sense of humour. The problem of lack of progress
remained and Nora compensated by doing extra wraiting at
home, both in Irish and in English. This work was of a very
plgh standard both in content and presentation and was often
shown to her teacher and to a former teacher who had
encouraged her and who usually made a big fuss about 1t.
She was also researching her own science project. Her
mother described how, once having made up her mind to do
something she would "plan and execute". While being a very
affectionate child, she was also extremely stubborn when her
1deas were called into question and would only respond to
logical negotiation. From an early age she had always
wanted exact information which she would then check out for
herself. This type of attitude probably accounted for her

love of research. Since having heen assessed as gifted she
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had joined an Explorer club for children of similar ability

A

which she enjoyed.
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(21] ) CATHAL

Cathal, aged twelve, was in sixth class. He was
reading Ladybird books and could write his own name by two
and a half to three years. Another élfted child 1n the same
class described him as a genius. ﬁls academic record was
near perfect and he had won a prestigious scholarship. Both
his mother and his teacher described him as self-motivated
and his schoolmates marvelled at fhe disciplined way in
which his daily timetable was organised. This was necessary
because he was deeply involved in music. He played in a
band which required ten hours practise per week as well as
public appearances and occasional trips away. He had reached
Grade 4 in a second instrument and played a third in school.
He also sang in concerts. He worried about getting his
music exactly rlgﬁ%valthough he h;a won a top award for
this.

School work was a doddle by comparison. He had all the
books read before the year started. Although a star pupail
he hated school. He had to stay on the same page as
everybody else and often lost concentration through
daydreamlng. English and mathematics were especially boring
s«nce he knew 1t all before. When asked whether he would
stick at a really difficult problem he said he would "give
1t‘a few minutes" -presumably that was all that was needed!

He had a particular ainterest in nature and the
environment and spent his money on pooks relating to these.
ge invariably listened to the news and had a good grasp of

g

general knowledge. He was captain of a quiz team. Although
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a reader, he did not like writing essays and claimed to have
difficulty thinkaing up“ldeas for them. Perhaps this was
because of his preference for fact over fiction. Questions
demanding 1long answers were also unacceptaple -he did not
like writing anyway.

He was given a fair share of responsibility e.qg.
minding the house. He was also given freedom to go on field
trips to study nature with a friend. While he played waith
local children during the holidays and got involved in non-
team sports like golf and tennis, school friendships were a
matter of some anxiety. He was teased and had tricks played
on him. He felt this might be because he had no commonsense
and was awkward in ordinary social situations or because he
did things differently to others HlS teacher described him
as timid and reported him as having _a long history of being
bullied. He was second youngest in the class (six months
younger than average) and the youngest, another gifted child
had a similar experience. Now, in sixth class, the bullying
apgeared to have eased off somewhat. This 1mproved
situation was attributed to the fact that classmates
respected his superior intelligence and that he had become
involved in football and P.E. although "not the athletac
type". Presumably intelligence had become more salient as a
desirable asset as examinations loomed. From a class of
forty-two he received sixteen nominations for leader and
thirty one for quiz team membership. His mother did not
seem to Dbe aware that bullving had taken place, but felt
that he was 1innocent and easily led into mischief. He had

two friends who shared his 1nterest in nature, but
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nevertheless saw himself as "well below average in
popularity.

Cathal was 1ndeéd self-motivated. He had two
ambitions, to become a concert pianist or Taoiseach. He was
well on the way to fulfilling his first one but the second
was more problematic Although very well versed in current
affairs, his music schedule combined with school and
homework meant that normal social contacts were at a minimum
during school term. Failure to get involved early on in
sports created a further social barrier. For this child,
allowing him to progress at his own rate 1in school,
introducing more complex material and possibly even
accelerating him would probably make school less tedious.
Making homework voluntary might give him time to follow his
musical career with all the dedication 1t required and still

have time for +the normal rough and tumble of social

intercourse.
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(23] DAVID |

David, aged ten, was 1in fourth class. He could read,
count and add before school. At playschool he was
disruptive and the pattern continued at primary school. He
was frustrated could not relax and had to be taken for
relaxation therapy. His mother dFscrlbed the last four
years as "hell". He suffered from hayfever and asthma, was
bullied and teased at school He often sought attention at
home because his younger sibling who had a severe medical
problem took up most of the mother's time and energy.

This year was the first to show any real improvement.
The younger child had become more manageable. He had a new
teacher. He had taken up football and drama. Within a year
of joining a local soccer club he had become "Clubman of the
Year". He wanted to be a football star and played the game
with a vengance. He gave up swimming because 1t
interfered with training. Winning was very 1important to
him. At school he was always pushed to the back when teams
were being picked. He loved to organise and control things
and was always inventing clubs fo; people to join. Taking
his cue from his father, who was training a team, he started
his own rugby leagues for younger children from the street.
His teacher reported that he had an encyclopaedic knowledge
of football as well as of many other areas of interest. He
had also taken up drama very enthusiastically and had won a
medal for singing. He had joined an Explorer club but found
that the activities were too structured - too much 1like

school.

At school he showed an 1nitial interest in a new topic,
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but enthusiasm soon waned. He wasjbest at English essays
and showed definite stylé. He also wrote at home for fun.
His teacher encouraged him to read out his essays and
discussion and literary craiticism followed. Although his
overall results were good, he came about mid-way down the
class 1n English and mathematics. He said he often slept
through mathematics while the teacher explained again and
again. The teacher got annoyed 1f a child tried to go on
while the Dbasic concept was being explained as then the
weaker ones did not listen. The Dbraighter children dad
however have an extra "Have a Go" mathematics Dbook. The
whole class was working on the same English reader, although
this c¢hild had finished four workbooks by the end of the
year. He 1liked making choices, - questions like "What
happened next"-but. said that his teacher skipped most of
that type of question. Most of the answers involved just
copying out of the book. Homework was based on schoolwork
and therefore did not contain anything new. It was supposed
to take an hour, but, because his medicine made his hand
shake, 1t often took longer. He often came home depressed,
especially since homework was also set at weekends and thais
cut i1nto football time. He just wanted to be free. He was
-sleepy at school on Mondays. He rarely slept before
midnight anyway, but he had football training and drama on
Saturday and a match on Sunday.

His ©present teacher was described as tolerant by the
mother He praised the child's efforts a lot and tried to
build positive self concepts. He shared the child's

interest 1in football and haistory. The <c¢hild 1liked his
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teacher because "he doesn't let us get away with 1t" and "he
makes everybody laugh". He felt 1t was 1mportant to show
the teacher that he wanted to work.' His teacher felt he was
capable of great things, although this was not reflected in
his school achievement He wondered whether David would
ever harness himself in any particular direction. David
actually had his own vision of the future. " I'll probably
get married and have two girls and two boys".

David's behaviour appeared‘ as disruptive and
hyperactive at school. He was described as lacking
concentration and easily distracted. However he was quite
capable of focussing his attention to good effect when the
topic was of concern to him. His broad and deep knowledge
of many subjects showed that he actively sought out many and
varied stimuli and organised them purposfully. His problem
probably was that school could not possibly provide the
richness of experience that he requaired. More complex
subject matter was needed and greater freedom to access
information as required. The teacher had in fact gone to
some trouble to equip the class with reference books at his
own expense. However, as was common 1i1n many of the
classrooms studied, project work took place later in the
year. The time spent by the brlgﬁter children on extra
workbooks might have been more fruitfully spent on
researching subjects of 1interest +to themselves. This
solution would have created other problems as this
particular classroom was very cramped and had poor sound
insulation, so0 noise and freedom of movement had to. be

closely monitored.




APPENDIX B
PIERS-HARRIS CHILDREN'S SELF-CONCEPT SCALE

This 1s a 80-1tem self-report questionnaire suitable
for individual or group administration. It 1s designed to
provide a measure of self-concept defined as a "relatively
stable set of self-attitudes reflecting both a descraiption
and an evaluation of one's own behaviour and attributes"
(P1ers, 1984). It consaists of 80 statements (e.g. I wish I
were different) to be answered yes or no depending on how
the c¢hild really feels about her/himself. A mixture of
negatively and positively worded 1items 1s used. The
responses are scored to evaluate both general and specifaic
dimensions of self-concept. The score reflects the number
of 1tems answered in the direction of posaitive self-concept.
Overall global self-concept can be represented by a total
raw score, a percentile score and an overall stanine score.
Six "Cluster Scales" derived through extensive factor
analysis are available reflecting self-concept on the
following dimensions: Behaviour, Intellectual and School
Status, Physical Appearance and Attributes, Anxiety,
Popularaty and Happiness and Satisfaction. According to the
Manual these scores may be used to generate «clainical
hypotheses and 1dentify areas of strength and vulnerability
in 1ndividual children. The Revised Manual (Piers, 1984)
reports relatively high internal consistency for the test as
a whole and test-retest reliabilities from .62 to .92 waith
test-rerest :ntervals ranging from a few weeks to six

monxhs. Correlations cf .77 and .78 with two widely used




self-concept measures are reported. Conflicting results
have been reported for discriminant validaity studies. The
factorial composition of the cluster scales has been found
to be unstable 1n several studies. The scale was
standardised in 1966 on a group of Pennsylvania
schoolchildren. A variety of other studies report higher
means and lower standard deviations for different
populations (Piers, 1984). In spite of these problems the
scale does give a direct measure of how children perceive
themselves. The Manual suggests that 1t be used as a
screening device for social and emotional functioning. It
can also to be used in conjunction with clinical data from
other sources to generate hypotheses on a child's self

confidence and ability to function. (Cosden, 1985).

tt

N.B. For the purposes of this study, the 1items were
presented 1n the same order but in an interview format, and
the child was invited to comment on the reasons for her/his

choices.

WECHSLER  INTELLIGENCE SCALE for CHILDREN - REVISED
(W.I.S.C.-R).

The W.IL.S.C. 1is one of the most widely used tests of
1ntelligence. It consists of six verbal and six performance
sub-tests, two of which are optional, and provides verbal,
performance and full-scale I.Q. scores. It 1s based on the
notion that 1intelligence 1s a composite entity. A Full-

Scale I.Q. cf 130 represents a score at the 98th percentile.




The manual reports satisfactory reliability co-efficients,
averaging 0.94, 0.90 and 0.96 for Verbal, Performance and
Full-Scale I.Q.s across all ages. Reliability and stability
of the Full-Scale scores are considered to be as high or
higher than those of other tests of intelligence
(Vernon, 1985). Average correlations between Stanford-Binet
I.0s and W.I.S.C.-R Verbal, Performance and Full-Scale I.Qs
were .71, .60 and .73 respectaively are reported 1in the
manual (Wechsler, 1974) . Some studies have reported
relatively good validaty for predictang scholastac

pverformance. (Vernon, 1985).

STYLE OF LEARNING AND THINKING (S.O.L.A.T.)

The S.0.L.A.T. was designed as a simple instrument which
could be group administered and self-scored and which would
provide information about a child's thinking style. It 1is
based oun the notion that people have different preferred
thinking styles and that knowledge about these can
facilitate 1learning. According to the manual the left
cerebral hemisphere 1s assumed to be specialized for
analytical, 1logical and propositional thought and the right
hemisphere for non-verbal, visuo-spatial and appositional

thought. The left 1s associated with sequential and the

right with holistic processing of information. The
Flementary Form of the S.O0.L.A.T. (Torrance, Mc Carthy,&
Smraith, 1988} used 1n this study contains 25 1items, each

containing two statements, one reflecting a preference for
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right-brain proces§in§ and the other for right although not
always in the same order e. g. Item number 3:

- I like to daydream about things to do

- I laike to plan real things to doi‘

The child may check one, both or neither response. Answers
are scored by checking the numbervof right, 1left and whole-
brained (both checked) responses. These raw scores may then
be converted into percentiles.

Wh%le validity studies are underway for the Elementary form
of 5.0.L.A.T. at present 1ts validity rests on the validity
available for forms A, B, C, ‘and CC. The 1tems basically
came from the same pool and were derived from the same
research findings on hemispheric functioning yielded by a
review of the pertinent literature. Evidence of construct
validity of the basic fofms A.B. and C. 1s given in the
manual showing positive and mainly significant correlations
between scores on the right scale and scores on a battery of
creativity tests,and negative corre;atlons between scores on
the left scale and scores on the same battery. The manual
also reports satisfactory test-retest reliability for the

Elementary Form (Torrance, 1988).

DRUMCONDRA ATTAINMENT TESTS

The Drumcondra Attainment Tests are a set of
‘ standardised measures of attainmment in English, Irish and

Mathematics developed specifically for Irish Schools and




based on the national syllabus. They are set out in a
multiple-choice format and are suitable for group
administration. Raw scores can be converted into standard

scores or percentiles. National norms are available.

THE STANDARD PROGRESSIVE MATRICES (S.P.M).

The Standard Progressive Matrices (S.P.M.) 1is a Braitish
test developed by Raven and published in 1938. It provides
a reliable estimate of a person's capacity for observation
and clear thinking. According to the manual "The S.P.M. 1is
a test of a person's capacity at the time of the test to
apprehend meaningless figures presented for his observation,
see relations between them, conceive the nature of the
figure completing each system of relations and by so doaing
develop a systematic method of reasoning". The Raven's test
1s widely used because 1t 1s believed to be "culture-fair".
Only 9% of the within-age variance 1s explained by social
hackground. The test works -“"scales"- in the same way for
children from different socio-economic backgrounds. (Raven,
1983). Tt is a test of productive rather than reproductaive

thought. Retest reliabilaity in groups of older children

range between .70 and .90. Correlations with both verbal
and intelligence tests vary between .4 and .75
(Anastasi, 1982) 1t 1s waidely believed to be the best
available measure of "g". "Several factorial analyses

suggest that the Progressive Matrices are heavily loaded
with a factor common to most intelligence tests (i1dentified

with Spearman's "g" by British ©psychologists), but that



spatial aptitude, inductive reasoning, perceptual accuracy

and other group factors influence performance".
(Anastasi, 1982). The matrices are grouped in five series
of 1ncreasing difficulty. There 1s no time-limit and 1t 1is

suitable for individual or group administration.

Both British and Irish norms are available. The Irish
norms are lower because the Irish standardization sample
they ommitted the 4% of children 1in praivate schools most of
which have entrance tests and therby "cream off" the
children who are performing best at school. The Braitaish
norms are also more recent (1979 v 1973). For this reason,
the British norms are used in this study.

The decision to use this test was taken as a result of
findings from the Gulbenkian Research Project carried out by
Joan Freeman (Freemaﬁ,1979). In "The I.Q. as a measure of
intellectual giftedness" (Freeman, 1984) she analyses the
data from children who scored at the 99th percentile on the
S.P.M. but who were also tested with the Stanford-Binet.
She concluded that "The I.Q. 1s an unsuitable measure of
intellectual giftedness as 1t 1is progressively ' more
contaminated with environmental influences particularly from
I.0. 130 wupwards" and that "Non -verbal tests are the

fairest and best measures of innate ability."



STYLE of LEARNING and THINKING - SCORES

Numbers 1in the left margin represent Subjects.
Other numbers represent Right, Left and Whole-Brain

responses to the 1tems on the questionnaire.
4

Right Left Whole-Brain
1 8 6 8
2 18 7 0
3 12 4 7
4 10 7 5
5 6 9 8
6 17 2 5
7 14 7 4
8 13 5 7
9 2 9 13
10 3 9 2
11 - | 12 5 8
12 13 5 7
13 - - -
14 4 11 8
15 9 9 7
16 14 9 2
17 3 11 11
18 . 6 9] 13
19 5 13 6
20 9 13 3
21 13 8 4
23 16 8 0




RAVEN'S STANDARD PROGRESSIVE MATRICES - SCORES

Figures i1n the left margin represent subjects.
Other figures represent percentile scores on the S.P.M. with

scores on the W.I.S.C.-R 1in brackets where these were

available. ‘
S.P.M. - W.I.5:C.-R.

1 o8 - (Very Superior, 1.e.130+)

2 99

3 99

4 99

5 99

6 99

7 86 (Very Superior)

8 97

9 97

10 97

11 929

12 98

13 99

14 97

15 97

16 97

17 97 '

18 99

19 94 (Very Superior)

20 99 (Very Superaior)

21 97

23 99 (Very Superior)



PIERS-HARRIS CHILDREN'S SELF-CONCEPT SCALE - SCORES

Figures in the left margin represént Subjects.
All other figures represent percentile scores.

Column 1 = Behaviour
Column 2 = Intellectual and School Status.
Column 3 = Physical Appearance and Attributes.
Column 4 = Anxiety
Column 5 = Popularaty.
Column 6 = Happiness and Satisfaction.
Column 7 = Total Score. ;

Column: 1 2 3 4 5 6 7
1 6 24 48 70 58 20 27
2 65 70 73 81 69 90 87
3 95 90 91 70 69 90 95
4 32 38 25 3 2 4 18
5 95 98 97 70 86 90 99
6 95 90 73 37 27 90 79
7 32 60 73 70 9 90 60
8 81 70 73 37 38 72 71
9 95 98 84 97 52 90 97
10 40 30 25 26 13 20 31
11 51 49 73 81 38 90 79
12 81 90 97 81 52 90 94
13 81 60 36 48 69 39 69
14 95 38 36 70 79 39 71
15 65 60 91 70 97 90 79
16 95 98 84 90 69 72 98
17 ) 65 81 91 70 86 72 85
18 95 38 97 70 83 90 93
19 95 90 36 97 9 72 74
20 95 81 60 58 5 72 74
21 95 49 17 37 13 39 38
23 81 81 97 70 38 72 87
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PIERS-HARRIS CHILDREN'S SELF-CONCEPT SCALE

My classmates make fun of me

| am a happy person

It 1s hard for me to make friends

| am often sad

| am smart

fam shy

| get nervous when the teacher calls on me
My looks bother me

When | grow up | will be an important person
i get worried when we have tests in school

| am unpopular

I am well behaved n school

It 15 usually my fault wheaSomMething oesBong
i cause troubie to my famyly

i am strong

I have good i1deas

I am an important memoer of my tamity
lusually want my own way

I am good at making things with my nanas

| give up easily

yes

yes

yes

yes

VES

yes

yes

yes

yes

yes

yes

yes

no

ne

no

no

no

no

no

no

no

no

ng

no

no

no

no

no

21

28

I am good in my school work

2 | do many bad things

1 can draw well

I'am good 1n music

S | behave badiy at home

I'am slow in finishing my schoo! work

7 1am an mportant memper ol my ciass

{am nervous

. of the class

pick on my brotheris) and s:5.er{s)
My friends like my ideas

| often getinic trouble

5 | am ooeaien, at home

i am fucky

o lworry alof

My parents expec’ too much of me
I like being the way ! am

| feel left out of things

yes

yes

yes

yes

yes

yes

ves

ves

ves

yes

ves

yes

vES

yes

yes

yes

ves

10

ng

e

¢

nc

ne

e

ne

nc

ne



41

.vA

43

44

45

46

47

48

49

50

31

54 | am good-iooking

{ have nice hair
| often volunteer in school
| wish | were difterent

| sieep weil at night

! am among the last to be chosen for games
i am sick a fot
| am often mean to other peopie

My classmates n school think | have good 1deas

| have many friends

| am dumb about most t

I have lots of pep

1 getinto a lot of fignts

| am popular with bovs

Peopie pick on me

My tamily 1s disappainted in me

| have a pleasant face

61 When | try to make something everything seems 1o
go wrong

62 | am picked on at home

63 1am aieader 1in games and sports

64 1am clumsy

65 Ingames and sports ! watch instead of play

66 !torget whatl learn

67 1am easy to get along with

68 1lose my temper eas

73\ | whuid rather work alone than with a group
| ike my brother (sister)

73 |have a good higure

74 | am otten afraid

75 1am always dropping or breaking things

76 1can be trusted

77 | am difterent from 9zher peopte

78 1think bad thoughts

79 icry easily

80 ! am a good person

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

yes

no

no
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no

no

no
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no

no
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Style of Learning and Thinking (SOLAT)

Elementary Form

By Torrance, McCarthy, & Smith

Name Age Grade-
School
Directtions Place a check mark 1n the blank 1f the statement

1s true for you You may check one or bgth of the
statements i1n a pair or none--whatever fits you.

1 I Ti1ke make-believe stories
[ Thke stories about real people and things

2 _ 1 remember things ['ve tried to learn
_ I remember lots of things ['ve never studied

3 I Tike to daydream about things to do
I Tike to plan real things to do

4 At times I like music when I read or study.
At times 1 need total quiet when I read or study.

(S}

In school, 1T frequently look out the window or at other
things when the teacher 1s talking

___ In school, I always listen carefully to the teacher and
other children.

6. I xeep my crayons in lots of different size pieces with
the paper wrappings off so I can use the tops, bottoms,
and sides of them .
1 keep my crayons lined up 1n my ' crayon box with all
their wrappers on them

7. I Trke to work in my own way
I Thike someone to tell me how to do my work.

8 I easily change from happy to sad or sad to happy.
_ I usually stay happy or sad for a long time.

9 __ I like to be s11ly and play around
., _.___ T 1ike to get to work and not be}s1lly.



10

11

12

13

14

15

16

17

18

19

20

21

22

24

25

I
[

frequently forget things [ am supoosed to do
almost always remember the things 1 am supposed to do

think well lying down on my back.
think well when [ sit up straight

T1ke
1i1ke

T1ke
l1ke

school work which lets me do 1t the way I want.
school work which has one right way to be done

to work on lots of things at one time.
to work on only one thing at a time

am qgood at remembering people's names
am gnod at remembering people's faces

put things neatly 1n order
group things that are alike

Thinking of new 1deas 1s fun
Finding out the reasons for things 1s fun.

I
I

[
I

Ti1ke
li1ke

Ti1ke
1i1ke

of the

I
]

I
I

1
I

I

was

Ti1ke
li1ke

like
T1ke

Tike
Tike

school work that has one right answer
school work that lets me give my own 1deas

classes where | do things on my own

classes where [ listen to the teacher do most
taiking

to do the same things at the same time every day.
for things to change each day

to Tearn from pictures
to learn from words

to learn by trying things out.
to learn by reading or talking about 1t.

sometimes use thwmgs 1n the kitchen 1n other ways
than what they were made for

i don't like to make do by using something for which it

1ike

T1ke
like

not made for .

games that come with the rules already made up
games thal let me make up my own rules

to read and listen,
to see things and i1magine.

can usually tell what people are thinking.
can't usually tell what people are thinking.
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