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As a society, we seek to have our young people, including the gifted, be healthy and 

happy, and go to good schools with good teachers. Framed by Sayler’s theoretical model of 

giftedness and thriving, this study examined psychological constructs (i.e. general self-efficacy, 

theories of intelligence, hope, gratitude, religiosity, disposition, and resiliency) to determine their 

mediating effect on personal well-being and academic success in gifted college students. The 213 

subjects for this study included gifted college students from two distinct programs at the 

University of North Texas. One hundred twenty-two participants were students from the Texas 

Academy of Mathematics and Science (TAMS). TAMS is an early-college entrance program 

allowing gifted students to enter college after their sophomore year of high school. Ninety-one 

participants attended the UNT Honors College. Honors College students are gifted students who 

enter college after high school graduation.  

Latent transition, latent class, general linear model repeated measures, and regression 

analyses were used in the examination of the data. Results of the study revealed that positive 

disposition and hope-agency were significantly related to the development of personal well-

being for gifted students during their first year of college. The ability to identify pathways to 

goals and the self-theory of intelligence as a fixed trait were significantly related to academic 

success during the first year at college. Knowledge of psychological constructs that are 

facilitative of the positive personal well-being and academic achievement helps parents, teachers, 

administrators, and counselors prepare gifted students for success in college. 
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CHAPTER I 

INTRODUCTION 

What is it that we, as educators, parents, and counselors want for our children? Ideally, 

we seek to have our children be healthy, happy, and go to good schools with good teachers 

(Sayler & Boazman, 2006). We want our children, regardless of intellectual ability, to be in 

programs that appropriately address their educational needs. We desire places where these young 

individuals can develop their natural abilities, form and maintain good, sound, and lasting 

friendships. We want each student to be successful, academically and personally, and to move 

toward happiness, thriving, and a good life. 

A good life comes about when an individual has experiences and makes choices that (a) 

bring about enjoyment and (b) allow the individual to use signature strengths, achieving 

abundant and genuine fulfillment (Seligman, 2002). The idea of attaining a good life reflects 

underlying abstract concepts such as the individual’s life goals, his or her desired quality of life, 

hopes, and ability to successfully function as a self-determining adult (Seligman & 

Csikszentmihalyi, 2000). 

For intellectually gifted individuals, the path to a good life may be different than it is for 

others in the more intellectually normal population. Characteristically, academically gifted 

individuals develop in some domains at faster rates than those of average ability. Often, they 

have early language development; they learn more quickly, more efficiently, and at a younger 

age (Rogers, 1986). Administrators and educators, at all educational levels, make efforts to have 

effective teachers who use effective methods in classrooms to meet all of the needs of all 

children. However, the ability to meet all of the needs of highly gifted learners in a regular 

school setting is a challenge. In order for highly gifted individuals to develop positive 
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psychological traits, move toward their life goals, have their desired quality of life, and become 

self-determining adults, they need educational settings that give them the optimal balance 

between skill and challenge and provide opportunity to develop good friendships. Without this 

balance, gifted individuals are less likely to develop signature strengths, fully thrive, flourish, 

and attain the best life (Rogers, 1986).  

Options such as university honors classes or early-college entrance, are designed to bring 

about the balance between skill and challenge that the adolescent gifted need. Having the right 

match of curriculum rigor and pace is important for sustaining interest and motivation in 

learning. Students accepted into university honors classes have opportunities to work directly 

with professors and other motivated students. These classes offer students occasions to develop 

and use advanced levels of critical thinking, analysis, research, writing, and communication and 

are good places to develop socially and make friends. 

When gifted students are allowed to move more quickly or more deeply in their learning, 

they are more likely to achieve in accordance with their true ability and have incidence that bring 

about good life experiences, positive affect, and strong psychological traits (Gross, 2004). 

Programs that match curriculum to students' needs, whether accelerative or deeply enriching, 

provide challenge and allow students to move more quickly and be more intent in their learning. 

For the most gifted individuals, acceleration, of one kind or another, provides an excellent 

opportunity for academic and personal growth (Colangelo, Assouline & Gross, 2004). Gifted 

students who are accelerated into a residential early-college-entrance program begin a period in 

their life in which they move away from family and friends earlier than similar aged peers move 

and embrace challenges on their own for the first time in their lives. For some, courses at the 

university are the first experience they have with academic rigor. Most face challenges of 
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making new friends and developing a new social life. Having strong positive psychological traits 

should help these students mediate the difficulty they would find in this new experience.  

Studies of subjective well-being focus on factors that develop personal strengths, enhance 

growth of positive responses to difficulty, and reinforce social and emotional foundations in the 

individual’s life (Diener, 2000). These factors include constructs such as well-being, 

hopefulness, resiliency, gratitude, general self-efficacy, spirituality, disposition, and beliefs about 

intelligence. Developing positive psychological traits and being in a positive state moves the 

gifted individual toward flourishing across their various life periods and experiences.  

 

Statement of Problem 

Education programs that provide rigor, challenge, and match curriculum to student need 

contribute to academic performance, career achievements, and positive social adjustment of 

gifted individuals (Gross, 2004). Nearly all forms of acceleration produce growth in academic 

achievement (Rogers, 2002) as well as a better social and emotional match for high ability 

students (Robinson, 2004). Specifically, gifted students who radically accelerate, or enter college 

two or more years ahead of their age peers, socialize well with their older classmates (Gross, 

2004). They show high achievement in academic endeavors (Gross, 2004; Brody, Muratori, & 

Stanley, 2004), show positive social and emotional adjustment (Gross, 2004), and elevated levels 

of positive psychological constructs after participation in an accelerative program (Boazman & 

Sayler, in press).   

We are all unique in our ability, experiences, dispositions, and personal beliefs. Gifted 

students entering a university Honors College or an early-college entrance environment would 

most likely have already developed many psychological constructs facilitative of academic 
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success and personal well-being. However, previous research does not offer information on 

specific psychological constructs and the influence these constructs have on personal well-being 

and academic success for gifted college students. Knowing psychological constructs that are 

facilitative of the positive personal well-being and academic success is important to parents, 

teachers, administrators, and counselors so they can begin to prepare gifted students in their 

formative years for success in college.  

 

Purpose of the Study 

This study was a continuation in a series of studies at the University of North Texas 

(UNT) that seeks to understand academic, psychological, and environmental factors related to 

academic, career, and personal success of highly gifted college students. Specifically, the current 

study seeks to develop a longitudinal research relationship with Honors College students and the 

Texas Academy of Mathematics and Science (TAMS) students. This study explored the 

psychological levels of hope, selected dispositional characteristics, gratitude, resiliency, general 

self-efficacy, theories of intelligence, and religiosity along with their influence on personal well-

being and the academic success of gifted college students.   

 

Previous Cohorts 

The present research builds upon and extends our understanding of (a) academic success, 

(b) life satisfaction and personal well-being in high-ability college students. This study is the 

fourth cohort in this research sequence.  
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Cohort 1 

Our beginning work with gifted college students was completed in 2006 (Boazman, 

2006). This initial work was a descriptive study that examined the personal well-being, levels of 

general self-efficacy, and disposition (i.e. traits cheerfulness, seriousness, and bad mood) in 

students from 1 to 5 years after exiting the TAMS program. The objectives of this research were 

to discern levels of subjective well-being and efficacy along with investigating the dispositional 

traits of radically accelerated students in an early-college-entrance program. Previous studies of 

highly gifted students who are accelerated and entered a college program earlier than age peers 

enter enter, indicate that early-college-entrance is a positive step toward a successful academic 

outcome for an individual (Robinson & Robinson, 1982; Benbow & Lubinski, 1995: Gross, 

2004).  

To measure the psychological well-being of individuals who attended the TAMS 

program possess, the Personal Well-being Index-Adult (PWI-A, International Wellbeing Group, 

2005) was administered to the participants, and the results were analyzed for significance and 

magnitude of effect. There were significant statistical differences favoring the TAMS 

respondents in three of the seven PWI-A domains; standard of living, safety, and future security. 

The former TAMS participants in this cohort had a stronger perceived standard of living, 

perceived level of safety, and perception of future security than the general population of the 

same age. The interpretation of these results indicates that these accelerated individuals are more 

able to rely on their developed abilities to ensure safety, a secure future, and the ability to live 

comfortably. No differences were found between 18-25 year olds in the general population and 

the TAMS respondents on health, achievement in life, personal relationships, and community 

connectedness. TAMS students were rather normal in these four areas when compared to an age-
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similar population; they did not show that they were personally or emotionally isolated or 

dissatisfied.  

Both areas of the PWI-A that assess overall perceived well-being (i.e. the global question 

of satisfaction with life as a whole and the composite score) showed a statistically significant 

difference and moderate effect size when compared to the age-similar general population. This 

result indicates that TAMS respondents, after leaving the program, felt as though they 

experienced meaning and purpose in life, which has led or has the potential to lead them to a 

feeling of fulfillment in life as well as the sense that what they achieve is worthwhile. These 

former students expressed satisfaction in a variety of areas commonly assessed in determining 

well-being or life satisfaction. They viewed themselves as being able to integrate their abilities to 

achieve success in social-emotional, cognitive, and physical development. These results are 

consistent with previous findings that high-ability students who accelerate academically are not 

negatively affected by the acceleration, and the acceleration may actually improve their social 

and emotional adjustment.  

In the first cohort, efficacy was assessed with the General Perceived Self-efficacy Scale 

([GSE], Jarusalem & Schwarzer, 2000; Schwarzer & Jerusalem, 1995). The former TAMS 

students who responded showed a statistically higher sense of general efficacy in comparison to 

same-age cohorts from a general worldwide population of young adults ages 18 - 25, as reported 

in the norm tables of the GSE. The TAMS students in this study had general efficacy scores that 

were over one standard deviation higher than the norms. The difference in scores carried an 

effect size of 1.16. This magnitude of effect (Cohen, 1988) indicates the scores of the average 

person in the TAMS group exceeded the scores of about 85% of similar-age peers in the 

international norm sample.  
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The State-Trait-Cheerfulness-Inventory (STCI) assessed dispositional traits of 

cheerfulness, seriousness, and bad mood. Analysis of the data indicated that the means for the 

disposition of cheerfulness and moodiness were lower than the norm for age peers in the general 

population, but not significantly so. This result indicates that the former TAMS respondents were 

rather normal both in their levels of cheerfulness and in their tendency to be in a bad mood; they 

were no more cheerful or ill humored than their cohort group in the general population. The 

respondents were more serious as a group than the general population, and the effect size of the 

difference was large (d = .81). Thorough consideration of everyday events, a tendency to plan 

and set long-range goals, and a preference for concrete, rational and reasoned activities define 

trait seriousness (Ruch, Köhler, & van Thriel, 1996). Seriousness is one important character trait 

that leads profoundly able individuals to succeed in early-college-entrance programs. 

Although this first cohort provided valuable information about how the lives of former 

TMAS students are progressing, it did not have pre TAMS data for this cohort. We do not know 

what their levels of personal well-being, general self-efficacy, or disposition were when they 

entered the TAMS program or how those levels might have changed while in the early-college 

entrance experience.  

 

Cohort 2 

The second cohort was the TAMS 2008 class. Data were gathered for students and 

parents prior to the start of TAMS and for students after one semester (Hoggan, 2008). Gagné's 

(2004) Differentiated Model of Giftedness and Talent (DMGT) was used as a framework for this 

study. In this research, student talent prior to TAMS, internal catalysts, and external catalysts 
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were studied, particularly with respect to how these factors predict academic and personal 

success.  

The analysis for this research was multiple regression with variable blocks entered into 

the analysis in a stepwise manner. These blocks of independent variables were regressed against 

TAMS first semester GPA and TAMS student scores on the the PWI-A collected at the end of 

the first semester. The students’ Scholastic Aptitude Test (SAT) scores and their high school 

grade point averages (GPAs) were used to assess ability/talent prior to entering the TAMS 

program. Internal catalysts were studied using the Theories of Intelligence (TOI) scale (Dweck, 

2000), the Questionnaire Goal Choice ([QGC10], Dweck, 2000) scale, and the Brief Resiliency 

Coping Scale ([BRCS], Sinclair & Wallston, 2004). Environmental factors, were examined 

through student and parent answers on the Parent Authority Questionnaire ([PAQ], Reitman, 

Rhode, Hupp, & Altobello, 2002) and the Relationship, Personal Growth, and System 

Maintenance Dimensions of the Family Environment Scale ([FES], Moos, 2002).  

Neither SAT nor GPA were predictive of personal well-being. However, as would be 

anticipated, high SAT scores and high school GPA were both predictive of academic success 

after one semester in the TAMS program. None of the measures of internal catalysts predicted 

academic success at the end of the first semester. While personal theories of intelligence and goal 

choice did not predict personal well-being in these high-ability students, coping and resiliencing 

did. The BRCS indicated these accelerated students had a high belief in their capacity to 

overcome life challenges. Having high beliefs about their emotional strength to overcome 

adverstiy in new situations, such as TAMS, helped bring about happiness for these students. 

Their resistence to adversity contributed to their personal well-being.  
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External catalysts were explored through the PAQ and the Relationship, Personal 

Growth, and System Maintenance Dimensions of the FES. This study found that the 

authoritarian parenting style and the FES category of personal growth were predictive of GPA, 

and permissive parenting was predictive of personal well-being. Individuals who had parents 

who were low in emotional warmth, who exposed them to a variety of life-shaping influences, 

and who raised them to have little autonomy and freedom of expression, had a higher GPA at the 

end of one semester. However, individuals who had permissive parents who did not attempt to 

control their behavior or social lives and were less involved in their activities were happier in the 

first semester of their early-college experience. 

 

Cohort 3 

Honors College freshmen entering UNT in the fall of 2007 made up the third cohort. This 

initial effort to secure participation by the Honors students was only marginally successful. 

Consequently, this cohort had a low number of participants. Nevertheless, the information 

provided by the participants gave a descriptive profile that allowed us to speculate about cohort 

two and cohort three on levels of personal well-being, general self-efficacy, theories of 

intelligence, resiliency at entrance to the program, and on first-semester GPA (Table 1.1).  
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Table 1.1  

TAMS and Honors College Students at Program Entry 

Scale / Measurement  n M SD t p df d 

Theories of Intelligence – Fixed TAMS 85 4.3 1.3     
 HC 28 2.4 0.9 -11.0 0.0 27 1.70 
Theories of Intelligence – Growth TAMS 85 2.8 1.2     
 HC 28 3.1 1.0 1.5 0.2 27  
Brief Resilience Coping Scale TAMS 85 3.8 0.7     
 HC 28 3.9 0.6 1.2 0.2 27  
PWI-A – Overall Well Being (1) TAMS 85 7.36 1.93         
  HC 28 8.14 1.33 3.13 0.004 27 0.47 
PWI-A – Standard of living (2) TAMS  85 8.09 1.68         
  HC 28 8.36 1.5 0.95 0.353 27   
PWI-A – Health (3) TAMS 85 7.01 2.35         
  HC 28 7.96 2.08 2.43 0.022 27 0.43 
PWI-A – Achieving in Life (4) TAMS 85 7.36 2.01         
  HC 28 8.14 1.72 2.44 0.023 27 0.42 
PWI-A – Personal Relationships (5) TAMS 85 6.95 2.08         
  HC 28 7.86 2.21 2.18 0.039 27 0.42 
PWI-A – Safety (6) TAMS 85 8.21 2.0         
  HC 28 8.79 1.17 2.61 0.015 27 0.35 
PWI-A - Community (7) TAMS 85 5.98 2.22         
 HC 28 7.07 2.19 2.63 0.014 27 0.49 
PWI-A - Future Security (8) TAMS 85 7.41 1.9         
 HC 28 7.04 2.22 -0.89 0.38 27   
PWI-A - Composite Score TAMS 85 7.29 1.39         
  HC 28 7.89 1.4 2.25 0.033 27 0.43 
First Semester GPA TAMS 85 3.6 0.8         
  HC 28 3.5 0.7 -0.40 0.7 27   

 

 

Cohort 4 

The current study, cohort 4, explored psychological levels of general self-efficacy; 

dispositional cheerfulness, seriousness, and bad mood; theories of intelligence; resiliency; hope; 

religiosity; and gratitude in gifted college students and their influence on personal well-being and 

academic success. Work with previous cohorts of TAMS and Honors College students suggest 

these psychological constructs may be influential in the development and change of 

psychological well-being and academic success in high-ability college students. 
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Research Questions 

Two research questions guided the research in this study. The first question asked about 

the psychological well-being and academic success of the aggregate group of gifted college 

students. The second question broke the aggregate group into disaggregate groups by TAMS and 

the Honors College programs.  

1. What are the effects of various psychological measures (i.e. general self-efficacy, theories 

of intelligence, hope, gratitude, religiosity, disposition, and resiliency) on personal 

development of gifted college students between the start of college and after one year? 

a. What are the effects of various psychological measures (i.e. general self-efficacy, 

theories of intelligence, hope, gratitude, religiosity, disposition, and resiliency) on 

personal well-being of gifted college students between the start of college and 

completion of one year?  

b. What are the effects of various psychological measures (i.e. general self-efficacy, 

theories of intelligence, hope, gratitude, religiosity, disposition, and resiliency) on 

the academic success of gifted college students between the start of college and 

completion of one year?  

2. What are the effects of various psychological measures (i.e. general self-efficacy, theories 

of intelligence, hope, gratitude, religiosity, disposition, and resiliency) on personal 

development of gifted college students between the start of college and the completion of 

one year, by program (i.e. Texas Academy of Mathematics and Science [TAMS] and 

University of North Texas Honors College [UNTHC]). 

a. What are the effects of various psychological measures (i.e. general self-efficacy, 

theories of intelligence, hope, gratitude, religiosity, disposition, and resiliency) on 
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personal well-being of gifted college students between the start of college and the 

completion of one year, by program (i.e. Texas Academy of Mathematics and 

Science [TAMS] and University of North Texas Honors College [UNTHC]).  

b. What are the effects of various psychological measures (i.e. general self-efficacy, 

theories of intelligence, hope, gratitude, religiosity, disposition, and resiliency) on 

the academic success of gifted college students between the start of college and 

the completion of one year, by program (i.e. Texas Academy of Mathematics and 

Science [TAMS] and University of North Texas Honors College [UNTHC]). 

 

Definition of Terms 

The following terms are used in the current research. 

• Academic acceleration is moving ahead one more grade levels during the course of 

elementary and high school years. At entrance to the university, TAMS students are 

academically accelerated at least two years. 

• BRCS (Brief Resiliency Coping Scale) – The BRCS is used to measure resiliency in 

the study participants. 

• DMGT  (differentiated model of giftedness and talent) – The DMGT is the theoretical 

model presented by Gagné (2004). 

• DRI (Duke Religion Index) – This is the scale used to measure religiosity and 

spirituality in this study. 

• Early-college entrance refers to entering college two or more years before the 

traditional twelve years of EC-12 schooling. TAMS is an early-college entry program. 
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• EEP (Early Entrance Program) – The EEP is the early entrance program housed at the 

University of Washington. This program, founded by Halbert and Nancy Robinson, serves 

families and students throughout the state of Washington. 

• Gifted refers to high levels of natural ability. Giftedness is not measured directly in 

this study, but is inferred from ability scores such as SAT. It is not possible to score high on the 

SAT without strong underlying abilities. Both TAMS and Honors College students achieve at 

least 1200 on the combined (math and critical reading) scores.Regular-college entrance refers to 

entering college in the fall after the traditional 12 years of EC-12 schooling. Honors College 

students are regular-college entrants.  

• GQ-6 (Gratitude Questionnaire) – This instrument is a 6-item questionnaire that 

measures one’s tendency to be aware of and respond to other people’s goodwill in positive 

experiences and outcomes in life. 

• GSE (General Self-efficacy) – The GSE is the instrument used in this study to 

measure general self-efficacy. 

• LCA (latent class analysis) – Using the observed outcome variable, LCA breaks a 

study population into unobserved categorical variables called latent classes to examine the 

mediating effect of observed variables on the various classes within a population. 

• LTA (latent transition analysis) – LTA uses LCA to examine the mediating effect of 

observed variables on individuals’ transition between the latent classes over time. 

• MCAR (missing completely at random) – This refers to data that are missing 

independently of both observed and unobserved data.  

• MGT (model of gifted and thriving) – The MGT is the theoretical model describing 

the development of thriving in gifted individuals presented by Sayler (2009a). 
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• PWI-A (Personal Well-being Index-Adult) – This is the instrument used in this study 

to measure personal well-being. 

• SMPY (Study of Mathematically Precocious Youth) – The SMPY is a study of gifted 

students accelerated into college at an early age. This study was initiated by Julian Stanly (1971) 

at Johns Hopkins University. The SMPY study is currently housed at Vanderbilt University and 

is lead by co-researchers Camilla Benbow and David Lubinski. 

• STCI-T <30> (State Trait Cheerfulness Inventory – Trait) – Containing 30 questions, 

this instrument was used to measure dispositional trait cheerfulness, seriousness, bad mood. 

• TAMS (Texas Academy of Mathematics and Science) – This is the name given to an 

early-college entrance program at the University of North Texas for gifted high school students 

in Texas. 

• UNTHC is the acronym for the University of North Texas Honors College.  

• WICS (wisdom, intelligence, and creativity, when synthesized) – The WICS model is 

a theoretical model describing the development of giftedness presented by Sternberg (2003). 

• TOI (Theories of Intelligence) – This instrument is used to measure self-theories 

about intelligence as being fixed or as being able to grow and change. 

 

Assumptions  

The current research holds the following assumptions:  

1. It is assumed that psychological characteristics have an effect on personal and 

academic success. 

2.  All TAMS and Honors College students are high achieving and gifted.  
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3. The SAT scores TAMS and Honors College students earn places them in the gifted 

category. 

4. Responses to the instruments used in the study from the parents and the students will 

accurately represent their thoughts, feelings, and opinions. 

 

Summary 

This study extends and builds upon current understanding of (a) academic success, and 

(b) life satisfaction and personal well-being gifted college students. The current study with 

Honors College and TAMS students contributes to the body of research that addresses the 

academic and non-academic dimensions of gifted individuals. This study provides information 

about positive psychological characteristics in gifted college students, and how these 

characteristics contribute to personal well-being and academic success. The research helps 

educators and parents identify, and more fully understand psychological conditions that support 

student well-being and success in college and across their life spans. The analysis in this study 

brings forward a way of examining gifted populations that has not been used in the field of gifted 

education. Chapter II presents literature supporting the exploration of these constructs in gifted 

college students. 
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CHAPTER II 

LITERATURE REVIEW 

Giftedness 

Defining Giftedness and Talent 

Even before Terman (1925) began his groundbreaking studies of eminent people, there 

were attempts to define giftedness. Consensus has not happened and consequently there is no 

definition for giftedness that is universally agreed upon (Sternberg & Davidson, 2005). From the 

early 1900s to the 1950s, giftedness was generally conceptualized as being the same as having 

high intelligence scores (Von Karolyi & Winner, 2005). Since the 1960s the definitions of 

giftedness are more broadly-based with most researchers and practitioners believing that 

giftedness encompasses more than a measurement on an intelligence scale, but also concede that 

intelligence scores do tell us something important (Von Karolyi & Winner, 2005; Borland 1989). 

What is generally considered the federal definition of giftedness, originated in the 

Marland Report to congress (1972) by the Commissioner of Education, S. P. Marland. The 

federal definition was created out of dissatisfaction with single dimension intelligence-based 

definitions of giftedness. The current federal definition considers gifted and talented children and 

youth are those who either perform at or show the potential to perform at high levels when 

compared to others who are the same age, with similar experiences, and in similar environments. 

The gifted and talented show this current performance or potential in at least one of the following 

areas; intellectual, creative, artistic, leadership or academic (USOE, 1993). The Javits Gifted and 

Talented Students Education Act (1988) reaffirmed the federal definition. The United States 

Department of Education, in the reauthorization of the Javits Act, upheld the federal definition 

again in 1993.  
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Schools today often use the federal definition to frame the identification processes and 

service procedures they use when addressing the needs of gifted and talented individuals 

(Renzulli, 2002). Although the USOE definition is broader and more inclusive than defining 

gifted in terms of IQ scores alone, it has many problems of its own. The biggest problem with the 

USOE definition is that it is disjunctive in nature and is difficult to operationalize because of the 

designation of a large number of diverse groups as gifted (Borland, 1989). A disjunctive 

definition is one that says a child is gifted because of any one of several traits or performances. 

For example, one child enters the gifted program because he has a high IQ, another child enters 

because he is very creative, and another child enters because he can do math several grades 

above level, or another child enters because he has potential to do fine art very well even though 

currently he is not doing well in school. While conceptually it seems fair to consider all the kinds 

of various abilities and performances a child might show, the problem arises in designing 

programs and curriculum for them once they are identified. Should the program be accelerative, 

focus on divergent thinking, do advanced mathematics, or provide opportunities for advanced 

arts training and materials? Those trying to understand gifted programs, propose methods for 

teaching the gifted, and develop programs for the gifted soon realized that a more conjunctive 

definition that allowed for clearer operationalization was needed. 

Sternberg (1986) offered a definition that was broad in its theoretical foundation and 

included a multi-trait focus on knowledge-acquisition components, performance components, 

and metacomponents as well as allowing a clearer delineation of the processes underlying human 

intelligence. According to Sternberg’s (1986) triarchic theory of human intelligence, human 

intelligence is required for adaptation, shaping, and selection when an individual interacts with 
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the environment. Sternberg theorizes that intelligence is a force that influences and is influenced 

by many nonintellectual factors such as environment and social interaction.  

 

Models of Giftedness 

The present research is framed with Sayler’s (2009b) theoretical model of giftedness and 

thriving (MGT). The MGT illustrates that personal growth beyond talent development is 

essential to move the gifted individual toward flourishing across his or her lifespan. Gagné’s 

(2004) differentiated model of giftedness and talent development (DMGT) and Sternberg’s 

(2003) wisdom, intelligence, and creativity, when synthesized (WICS) models add meaning to 

Sayler’s (MGT) and are germane to the current research.  

 

Differentiated Model of Giftedness and Talent (DMGT) 

 Gagné’s (2004) DMGT is anchored by definitions of the two terms, giftedness and talent 

(Figure 2.1). In this model, he defines giftedness as the possession and use of untrained and 

instinctively expressed natural abilities, in at least one ability area, to a level that places an 

individual at least among the top 10 % of age peers. Talent is defined as the outstanding mastery 

of systematically developed abilities or skills and knowledge in at least one field of activity at a 

level that places an individual at least among the top 10% of age peers who are or have been 

active in that field or fields.  
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Figure 2.1. Gagné’s differentiated model of giftedness and talent (Gagné, 2004).  
 

Between the two definitive anchors of giftedness and talent in the DMGT, Gagné 

includes four components that have the potential to either help or hinder giftedness in its 

transformation into talent (Figure 2.1). Intrapersonal catalysts, environmental catalysts, 

developmental process, and chance all play a role in the transformation of giftedness into talent. 

The developmental process component of Gagné’s model represents the systematic learning and 

practicing in developing natural abilities. It is through the systematic learning and practicing that 

talent development occurs. The higher the level of talent the individual is seeking, the more 

intense and longer the process of learning becomes. Along with the increased level of the 

learning process, the level of practice and the act of seeking a higher level of talent also 

intensifies to lead the individual to talent development (Gagné, 2004).  
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Physical and psychological factors along with process characteristics subdivide the 

intrapersonal catalysts component of the DMGT. Physical characteristics (i.e. height, agility, and 

muscle strength) compose the corporeal aspects of the intrapersonal catalysts. Depending on the 

talent field, these physical characteristics play a larger or smaller catalytic role. The mental 

characteristics of the DMGT center on constructs such as temperament, personality and well-

being. Adaptability, self-esteem, attitudes, values, competitiveness, and independence are 

constructs that are present in differing degrees in the make-up of an individual’s basic 

temperament and personality tendencies (McCrea et al., 2000).  

The second dimension of the intrapersonal catalysts component of the DMGT consists of 

the motivation and volition elements of self-management. These two constructs give a distinction 

between goal-setting behaviors and goal-attainment behaviors; here motivation is used in terms 

of goal-setting processes while volition is used in reference to goal-attainment activities (Gagné, 

2004). The processes of motivation and volition allow the individual to persevere through 

periods of boredom and occasional failure to reach talent development.  

Gagné’s second catalytic component, environmental catalysts, explains how the 

environment effects the development, negatively or positively, of one’s giftedness into talent. 

Surroundings, the people involved in one’s life, and the events encountered all come together to 

influence how the individual’s giftedness is or is not transformed to talent. The development of 

each individual is also influenced by chance. Chance works on the person’s psychological 

wellness, physical characteristics, and process characteristics. Tannenbaum (1983) was one of 

the first to offer in-depth reasoning and assessment of how chance contributes to talent 

development. Chance affects the person but the person has no control over the chance factor; for 

example, the socioeconomic status of their family, the school in which they are placed, the place 
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or time they live, or the genetic make-up they receive at conception. Therefore, it is anticipated 

that at one level or another there is a direct degree of chance in all components of the DMGT 

model.  

The present study of TAMS and Honors College students uses the concepts of Gagné’s 

model of talent development as they are modified in the MGT. Students entering the TAMS 

program have demonstrated high levels of talent for high-school students in the areas of 

mathematics and science. They are clearly within the top 10 % of their age peers in ability and 

performance. Each individual went through a formal and informal learning and development as 

they progressed at TAMS. The educational intervention of the TAMS program is an 

environmental catalyst that serves to help develop the student’s natural abilities, intrapersonal 

characteristics, and talents into a systematically developed, elevated skill set.  

 

Wisdom, Intelligence, and Creativity when Synthesized (WICS) 

Sternberg (2003) proposed the wisdom, intelligence, and creativity, when synthesized 

(WICS) model. Sternberg suggests that the WICS elements are the only characteristics of 

giftedness that matter. He concedes that other contributing factors in the development of 

giftedness are partly situational and therefore he asserts they are not as essential in contribution 

to giftedness. For example, motivation to achieve, while important, is situational in that anyone 

can be motivated to succeed given the proper circumstances and environment. Sternberg 

suggests that the WICS model could serve as the basis for identifying gifted individuals. In this 

model, intelligence is the foundation for creativity and wisdom. Creativity is essential for 

wisdom. Wisdom builds on creativity and intelligence, but goes beyond both. Sternberg advises 

that without the synthesis of wisdom, intelligence and creativity a person can be a contributor to 
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society, but he theorizes that if a person never synthesizes these three components he or she will 

never make contributions commensurate with their full ability and value to the world.  

Sternberg’s WICS model compliments and extends the insights provided by the DMGT 

model. Intelligence in the WICS model (an innate ability in Gagné’s model) and creativity in the 

WICS model (an innate ability in Gagné’s model) serve the development of wisdom, an outcome 

that moves beyond talent as the final marker of life happiness and success (Sayler, 2006; 

Sternberg, 2003). Wisdom and talent are developed from innate abilities such as intelligence and 

creativity through the developmental processes described in the DMGT model. The individual’s 

development of talent and wisdom is an important component of accelerative programs. 

 

Model of Giftedness and Thriving (MGT) 

More recently, Sayler (2009a) theorizes that talent development alone is not enough to 

bring about thriving in gifted individuals. Sayler’s MGT (Figure 2.2) incorporates components of 

Gagné’s and Sternberg’s theories about giftedness and talent development and moves beyond the 

single dimension of talent development to explain whole personal development that brings about 

thriving and flourishing across the lifespan.  

Sayler’s MGT has a similar structure as the DMGT. The left side of the MGT indicates 

that personal development stems from innate abilities or gifts. Across the lifespan, the gifted 

individual moves along three developmental paths, training, friendship, and sanctification. Each 

of these paths brings about the development of a different element of thriving. Talent, with 

character and integrity, and holiness are the three components that work together to bring about 

thriving and a good life for the gifted (Sayler, 2009a). Implicit in this model is the influence of 

intrapersonal catalysts, environmental catalysts, and chance factors on each developmental path. 



 

23 

Each path leads to a specific element of thriving, yet theses paths are not exclusive from each 

other. For example, training to develop talent may bring about friendships that aids in the 

development of character and integrity.  

 

Figure 2.2. Model of giftedness and thriving (Sayler, 2009a). 
 
 

Overlying the elements of thriving is a thriving continuum. Flourishing lies on the 

positive end of a thriving continuum (Sayler, 2009a). At the opposite end of the continuum is 

languishing (Fredrickson & Losada, 2005) or wasting (Sayler, 2009a). People who are 

languishing or wasting may describe their lives as barren, empty or hollow (Fredrickson & 

Branigan, 2005). Living an integral life is a key to the determination of one’s level of flourishing 

or wasting. The development of bad habits, underachievement, negative dispositions, isolation, 

and despair are results of living a life that lacks integrity (Sayler, 2009a). In the news, we can 

find examples of gifted individuals who have high ability and have developed their talents but 

lack the personal development that brings about thriving. Bernie Madoff, former executives at 

Enron, Brittany Spears, and Pete Rose are just some examples of highly gifted individuals who 
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chose a less than integral life and have moved away from flourishing toward wasting across their 

lifespan (Sayler, 2009b). 

 Over time, continuous bad choices and personal decisions lead to more or deeper 

bad habits and in turn, to personal wasting unless a conscious effort for positive change is made 

by the individual and the people around them (Sayler, 2009a). Movement on the thriving 

continuum is not fixed. Positive movement toward flourishing happens when the gifted 

individual develops gifts into talents, have close enduring friendships that foster an integral life, 

and follow a spiritual and faith-filled life. 

Through the training and development path that internal and external catalysts impact the 

innate ability and allows talent development to flourish or to waste. The gifted and thriving 

model includes the development of dispositional virtues, character, integrity and wisdom as the 

internal catalysts that facilitate a positive sense of self, good habits, positive personal 

relationships, spirituality and faith (Sayler, 2009a).  

 

Programs for Gifted College Students 

Early College Entrance Programs  

There are many state and private universities that offer high-ability students the 

opportunity to enter college early (Sayler, 2006). The University of North Texas, California State 

University, the University of Southern California, Mary Baldwin College, Boston University, 

and the University of Iowa are a small sample of institutions of higher learning that offer 

accelerated programs for the gifted student. The Johns Hopkins University Study of 

Mathematically Precocious Youth (SMPY) and the University of Washington’s Early Entrance 
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Program (EEP) are two well-researched projects promoting accelerative options and both have 

yielded a substantial amount of data regarding the effect of early entrance to college.  

Julian Stanley initiated a 50-year longitudinal study in 1971 at Johns Hopkins University. 

Since its establishment, the SMPY project has also been housed at Iowa State University and 

now at Vanderbilt University where it is directed by Camilla Benbow and David Lubinski. The 

goals of SMPY are multidimensional (Lubinski & Benbow, 1994). One goal is aiding gifted 

individuals’ development and academic achievement through early identification and 

intervention. It also strives to discern the best method of meeting the needs of the highly gifted 

so as to promote the intellectual and social well-being of these individuals. Researchers involved 

with SMPY collect data on the development of mathematical talent in highly gifted adolescents 

in an effort to understand better the processes that lead an individual to develop natural abilities 

into adult achievement and creativity.  

The Early Entrance Program (EEP) from the Robinson Center for Young Scholars at the 

University of Washington (UW) admits to college highly-gifted children as young as 12. This 

project, which began in the 1980s, has yielded a substantial amount of data regarding the 

academic, social and emotional effects of early entrance to college (Noble et al., 2005; Robinson 

& Robinson, 1982). EEP offers young gifted students the opportunity to by-pass secondary 

educational institutions and enter a university setting at a very early age (Robinson, 1996). Every 

year this program chooses 16 high-ability students, who are younger than 15 years old, to enter 

the 1-year transitional school at the University of Washington. After successful completion of 

work in the transitional school, students enter UW as full-time college students. Research on 

these early entrants shows strong performance, healthy social development, and excellent 

academic success (Janos, Sanfilippo & Robinson, 1986).  
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Honors Colleges 

Honors colleges are found at many public and private universities. They offer curriculum 

for gifted students that goes deep into subject content knowledge at a rigorous pace. Students in 

honors colleges often experience smaller class sizes than those in regular university courses and 

are able to become involved in research and independent study projects.  

Research on attending honors colleges is limited. Much of the research that is available 

centers on the comparison of honors college and non-honors college students. Rinn (2005) 

explored academic achievement, academic self-concepts, general self-concepts, educational 

aspirations, and career aspirations of honors college students. Findings indicated honors college 

students peaked on feelings of academic self-concept and academic aspirations in their junior 

year at the honors college. Career aspirations peaked for these students in their senior year as 

they became involved in internships experienced a drop in academic self-concept during their 

senior year.  

 

Positive Psychology 

Historically, the psychological approach to well-being has been a deficit model. 

Psychologists centered their work on the treatment and alleviation of pathologies when they 

existed (Seligman, 2003). The focus of positive psychologists and the study of subjective well-

being is on developing the individual’s strengths, fostering the growth of positive responses to 

adversity, and strengthening social and emotional foundations in the individual’s life (Diener, 

2000). The field of positive psychology is about well-being, contentment, and satisfaction with 

the individual’s past; hope and optimism for their future; and flow and happiness in the present 

(Seligman & Csikszentmihalyi, 2000). At the individual level, living in a positive psychological 
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state is about having positive individual traits; the capacity for love and vocation, courage, 

interpersonal skill, aesthetic sensibility, perseverance, forgiveness, originality, future 

mindedness, spirituality, high talent, and wisdom (Seligman, 2002). At the group level, it is 

about the civic virtues such as responsibility, nurturance, altruism, civility, moderation, 

tolerance, and work ethic, and the institutions that move individuals toward better citizenship. 

The present study uses a positive psychology approach. This approach looks at helps move an 

individual toward flourishing and living a good life. 

 

Human Flourishing 

Across the lifespan humans desire to have happiness, a purpose and direction to life and 

work, order and meaning in living, understanding of self, emotional closeness to others, physical 

and psychological health, cognitive development, safety, and basic material wealth. An optimal 

level of existence incorporates high levels of all of these human desires. Flourishing happens 

when individuals are free of mental illness, have emotional strength (Keyes, 2003), achieve an 

optimal level of functioning that incorporates goodness, productivity, positive development, and 

resiliency (Fredrickson & Losada, 2005).  

In flourishing among gifted individuals, Sayler (2008) specifies that human flourishing is 

more than the mere development of gifts into talent. Flourishing is greatest when it includes 

deeply developed talents, deeply developed friendships, and deeply developed spirituality 

(Figure 2.3). It is important gifted individuals fully develop their abilities. Development in all 

three dimensions comes about through the interaction of the person’s innate ability, their 

dispositional habits, and through the support of families, schools, mentors and coaches.  
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Development of close personal relationships is the strongest correlate to happiness 

(Diener & Seligman, 2002). When talent development happens in an environment that supports 

the gifted learner in finding and developing close personal relationships, the individual’s life 

begins to take on deeper meaning and added dimension. They move toward a more flourishing 

life.  

 

 
The development of a spiritual dimension brings a third dimension to personal 

development. When spirituality is developed, it brings depth to the life of the individual (Sayler, 

2008). Gifted individuals who experience deep talent development along with meaningfully 

close personal relationships and deep spirituality across their life span are more likely to 

experience completeness, fulfillment, and harmony in their life (Sayler, 2008).  

 

Psychological Aspects of Human Flourishing in the Gifted 

“Positive psychology is the scientific and practical pursuit of optimal human functioning” 

(Lopez & Snyder, 2003, p. xv). The is a relatively new field of study that focuses on facilitating 

the realization of human potential by managing human deficits and developing human strengths. 

Until the last decade, the focus of psychologists and the field of psychology had been on the 

Figure 2.3. Dimensional vectors of flourishing (Sayler, 2009a). 
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repair of human deficit and those things that cause suffering, pathology and wasting (Seligman & 

Csikszentmihalyi, 2000). Positive psychology works to develop a manner of awareness that 

instinctively detects the good, but does not disregard addressing the bad in human behavior 

(Buckingham & Clifton, 2001). Identifying the occurrence of weakness as well as the occurrence 

of strength is important. The relationships between weakness and strength allow us to create and 

expand theories of human functioning. However, we know considerably less about the structure 

of best lifespan processes and the enrichment of human strengths (Lopez, Snyder, Rasmussen, 

Lopez, & Snyder, 2003) that all individuals need to live a good life. 

 

 “The Good Life” 

Seligman (2003) explains that “the good life” is a psychological state created by knowing 

what one’s most outstanding strengths are; and then using those strengths to shape one’s life and 

achieve an optimum level of functioning. The idea of attaining “the good life” reflects 

underlying abstract concepts such as the individual’s life goals, their desired quality of life, their 

hope, and their ability to function as self-determining adults (Seligman & Csikszentmihalyi, 

2000).  

Those things that go into the making of “the good life” seem simplistically obvious but 

historically populations have fallen short of having members succeed in achievement of healthful 

mind and happiness. So what is it that will allow optimal functioning? Peterson (2006) indicates 

that “the good life” includes safety and health as foundational components.  Other components 

include:  

• More positive affect than negative affect 

• Satisfaction with life as it is lived 
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• Hope for the future 

• Gratitude about the past 

• Close relationships with other people 

• Meaningful participation in groups and organizations 

• The identification of what one does well 

• The use of talents and strength in engaging and fulfilling pursuits 

The proper amounts and mixtures of these components are not known. These components 

are present at differing levels in most people. One person is unlikely to have significantly high 

levels of all of these components at the same time. However, individuals who have high well-

being and who are moving toward flourishing in their life have more of these components 

present and they are present at a higher degree (Peterson, 2006). 

 

Well-being 

There are many foundational elements that contribute to the overall well-being of people 

(Pollard & Rosenberg, 2003). Elements such as intelligence, physical structure and personality 

are generally considered products of genetic make-up. Gagné refers to this as natural abilities 

(Gagné, 2004). Although they are thought of as the natural component of one’s development, the 

environment (Gagné, 2004) affects these elements. If an individual has profound physical 

abilities, but does not have the positive catalysts from their environment to develop these into 

talent, it is very possible, without talent development, their sense of well-being will be lowered. 

Likewise, if an individual has the genetic predisposition to develop into a strong, healthy person, 

but they live in a nutritionally impoverished environment they are less likely to physically and 

mentally develop their full potential. If a person with a vivacious personality is placed in an 
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environment that does not allow effervescence of character the individual’s psychological and 

social well-being have the potential to be compromised through the repression of emotion 

(Lerner & Steinberg, 2004). Therefore, the individual’s well-being is potentially impacted by the 

delayed or incomplete development (Leavitt, Tonnings, & Rogers, 2003).  

Well-being is defined as a state of successful performance throughout the life course 

which includes strength in physical, cognitive, and social-emotional functioning as well as the 

successful integration of these three domain functions (Bornstein, Davidson, Keyes, & Moore, 

2003). A person’s success in accomplishing and integrating these three areas results in more 

productive and enjoyable activities; ones that are often seen as important and significant by the 

person and by the broader community (Zaff & Hair, 2003). The integration of physical, 

cognitive, and social-emotional functioning assists social relationships and helps the individual 

to overcome psychosocial and environmental problems (Berk, 2004). Well-being also includes 

subjective dimensions in the sense of satisfaction associated with fulfilling one’s potential 

(Bornstein et al., 2003). 

Well-being of gifted individuals. It has been established by Terman (1925) and 

Hollingworth (1926) that the physical characteristics of gifted individuals are similar to or 

exceed the physical characteristics of those who are not as highly able. Among his many findings 

about the gifted individuals he researched, Terman (1925) found that the gifted in his study were 

taller, healthier and better developed physically than non-gifted populations. These findings were 

limited though. Terman’s (1925) study of high ability individuals only included subjects who 

were children of professionals, who grew up in an environment of a higher than average 

socioeconomic status, and were from California. Even though Terman’s (1925) study was 
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limited and narrow, his work has served as a foundation for many who study the well-being of 

high ability individuals.  

Ability has a positive impact on the psychological well-being of the gifted (Neihart, 

1999). The psychological health of gifted individuals in schools is dependent on the interaction 

of at least three dynamics: the level of giftedness, the educational fit of the intervention, and the 

individual’s personal characteristics (Neihart, 1999). Early on in assessing the impact of 

giftedness on well-being, global measures of adjustment were used. Ramaseshan (1957) used the 

Washburne Social Adjustment Inventory along with a 5-point teacher rating scale to compare 

social and emotional development of high ability students with a normative group. He found that 

the gifted showed better social adjustment; however, he did not disclose the selection process for 

the study population leading researchers to question the bias in the sample. The Minnesota 

Multiphasic Personality Inventory (MMPI) along with the Adjective Checklist was used to assess 

1000 students attending the Governor’s School in North Carolina (Welsh, 1969). Welsh (1969) 

found that participants were similar to their age peers. However, the students at the Governor’s 

School were chosen through teacher nomination and therefore unlikely to show deviance and 

adjustment difficulties to begin with.  

Global measures of identity were studied with 167 high ability high school seniors using 

the Ego Identity Scale ([EIS] Howard-Hamilton & Franks, 1995). The authors concluded these 

high ability students were functioning at adult identity levels, indicating they were successfully 

coping with adolescent growth and development. Using global measures of adjustment 

established results that suggested gifted individuals are at least as well adjusted as their non-

gifted peers. In general, gifted learners seem to show little evidence of psychological risk of 

maladjustment.  
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Acceleration is a good academic fit for many gifted students (Colangelo, Assouline, & 

Gross, 2004). Colangelo, Assouline, & Gross, (2004) present 18 different method of acceleration 

for the gifted among them is grade acceleration, which allows students to enter college earlier 

than age peers. Previous researchers of early-college entrance programs (Robinson & Robinson, 

1982; Benbow & Lubinski, 1995; Gross, 2004) reported that highly gifted students, who are 

accelerated into an environment where they are able to find intellectual and social peers, show 

more positive adjustment than equally able peers who were not accelerated. The accelerated 

gifted were more self-reliant, independent, efficacious, and happier people (Gross, 2004). 

Research by Gagné and Gagnier (2004) found that gifted accelerants are not at risk for 

adjustment problems. Richardson and Benbow (1990) reported that accelerated students had 

higher self-esteem, a stronger internal locus of control, and no decrease in social interactions 

compared to gifted who did not accelerate. Sayler and Brookshire (1993) found that gifted 

students accelerated by grade 8 were more likely to have positive self-concepts, internal locus of 

control, and be seen by others as good students than were either gifted students who were not 

accelerated or regular students. 

Adolescent well-being. During adolescence and emerging adulthood, individuals change 

rapidly. In these periods, individuals go through quick and dramatic changes in their physical 

development, changes in the levels of hormones produced, and changes in the structure of their 

brain (Lerner & Steinberg, 2004). The changes that adolescents and emerging adults experience 

in biological development are directly linked to sexual interest, to changes in cognitive ability, as 

well as physical ability (Eccles, Templeton, Barber, & Stone, 2003).The changes that adolescents 

experience are instrumental in the development of individual subjective well-being..  
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Along with the physical changes, adolescents often go through changes in their school 

and social environments. They leave the self-contained classrooms of elementary and 

intermediate school, and the neighborhood friends they had, to attend middle school and high 

school. At the middle school and at the high school levels, not only are there changes in the 

structure of the school day and academic expectations, but there are also changes extracurricular 

activities occur. Where once all students who wanted to participate in activities, clubs, and sports 

were included, these groups often become increasingly more exclusive as teams and groups are 

leveled according to ability. Important to the positive development of the gifted adolescent is the 

acceptance, inclusion, and respect of others. Gifted individuals need to have access to and be 

accepted in groups of others who share similar ability and interests (Gross, 2004). The social and 

emotional changes and growth that individuals experience at this point in life are linked to 

increasing social and cognitive maturity. With the rapid growth and change gifted adolescents 

experience, they have a heightened potential for making decisions that can affect their 

development in either a positive or a negative way (Peterson, 2007).  

During adolescence and the emerging adulthood, gifted individuals are called on to make 

life-affecting decisions. These decisions often include picking a college to attend, choosing 

classes to take, deciding to stay in high school or going to college early, selecting extracurricular 

activities, picking peer groups, and making future educational and/or occupational plans. 

Problematic behaviors such as theft, taking illegal drugs, consuming alcohol before they are of 

legal age to drink, and engaging in premarital sexual intercourse have detrimental psychological 

and physical consequences that affect the individual’s future well-being and life satisfaction 

(Eccles et al., 2003). These bad choices and behaviors move the individual toward the wasting 

end of the thriving continuum (Sayler, 2009a). 
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Social, emotional well-being. Social and emotional characteristics and predispositions are 

part of the individual’s genetic make-up (Reiss & Neiderhiser, 2000), but there are many and 

significant environmental influences that refine and develop these predispositions. Fredrickson 

(2001) theorizes that living in and interacting with one’s environment or isolating oneself from 

interacting with the environment directly influences a sense of affect and emotions. In turn, 

affect and emotions influence an individual’s social interaction with the environment. Being able 

to successfully interact socially and establish a balanced internal emotional foundation is very 

important as individuals enter adolescence and emerge into their adult years (Zaff et al., 2003).  

As children grow and interact with others they learn how to regulate and control their 

emotions (Halle, 2003). In adolescence there are increasingly higher expectations for recognizing 

and labeling emotions in oneself as well as in others (Banerjee & Hala, 1997). This emotional 

understanding is important to the healthy and productive development of emotional regulation 

and to the social capability of the individual, (Banerjee & Hala, 1997; Dunn & Brown, 1994)  

 These fundamentals of social and emotional well-being are not formed in isolation; 

rather each affects and influences the others throughout an individual’s life. These elements of 

social and emotional well-being can be thought of as outcomes as well as contributors to positive 

overall social and emotional development (Nakamura, Csikszentmihalyi, Aspinwall, & 

Staudinger, 2003). The growth in any single area of social or emotional well-being is dependent 

upon the development of one or more of the other areas (Zaff & Hair, 2003). 

Emotions are produced from interactions between people, are a source of attachments, 

and form the basis of how people interact (Emde, 1987, 1998). Infants show extreme states of 

unregulated emotion (Halle et al., 2003). However, as a person grows from infancy through 

childhood, the ability to regulate emotion continuously develops (John & Gross, 2004).  
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A widely held view is that in adolescence, individuals are more emotional than both 

younger children and adults (Buchanan, Eccles, & Becker, 1992). Current research does not 

support this commonly held notion about adolescence though (Halle et al., 2003; Larson & 

Lampman-Petraitis, 1989). While adolescents are not more emotional than their older or younger 

counterparts they do experiences more events that bring forth extreme emotional responses 

(Larson & Ham, 1993).  

For students who are radically accelerated into college, the major life changes that come 

about at this time are compounded. They leave the physical and psychological security of family 

and friends to live on a distant college campus. New friendships, possibilities of romantic 

relationships, new authority figures, and new found independence all have the potential to elicit a 

change in emotional states, traits and moods in an individual and affect their sense of well-being. 

Cognitive well-being. Cognition is basic to life functioning, to safeguarding health, to 

participating in industrious activity, and to taking positive advantage of one’s environment (Reis, 

Sheldon, Gable, Roscoe, & Ryan, 2000). Cognition along with language, sustains personal and 

interpersonal social-emotional growth throughout an individual’s life (Zaff & Hair, 2003). The 

skills of cognition are vital to the well-being of individuals (Zaff & Hair, 2003). Cognitive 

development begins at conception, is developed through the fetal period, extends through 

adolescence, and continues into adulthood (Siegler, 2003). During the years of adolescence and 

the years of emerging adulthood, individuals increasingly think more abstractly, reflect on events 

in their lives, and try to understand themselves (Wigfield, Eccles, Pintrich, Berliner, & Calfee, 

1996). Individuals in this phase of their life are able to process information more efficiently, to 

consider many dimensions of problems at the same time, and to organize learning and problem 

solving better. During adolescence, individuals form their identity as unique beings separate 
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from their parents, family, and friends (Berk, 2004). During this time development and maturity 

in moral reasoning are fostered by their increasing cognitive skills including: more efficient 

processing of information, viewing multiple dimensions of problems, organizing learning 

effectively, and solving problems more efficiently (Berk, 2004). The development of a person’s 

identity and moral reasoning effect how an individual plans his or her life and whether or not the 

individual chooses to engage in positive and/or problematic behaviors (Eccles et al., 2003). 

 

Emotional States, Traits, and Moods 

A person’s overall outlook on life, with its periodic aggravations and pleasures, acts like 

an intrapersonal catalyst to enhance or reduce an individual’s sense of well-being (Diener, Suh & 

Oishi, 1997; Halle, 2003; Seligman, 2003). Positive and negative emotions also act as catalysts, 

speeding up or slowing down the development of constructive outcomes in an individual’s life 

(Fredrickson & Losada, 2005). Some positive emotional catalysts include; good sibling and peer 

relationships; the development of empathy, adherence to social rules, attention and 

concentration, motivation, memory, creativity, school achievement, physical health, job 

satisfaction, and life satisfaction (Halle, 2003). 

Emotions that are brief, but powerful and are linked to a specific incident or action are 

one condition and are called emotional states. When emotions are less intense, more diffused, 

and more enduring they are called moods. Emotional behaviors that are more constant over time 

are considered emotional traits (Halle, 2003). Research suggests a biological component linking 

emotions to temperament and personality development (Chugani, 1998). This stabilizing 

biological component provides consistency in emotional reactions throughout a person’s life 
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(Hetherington, Reiss, & Plomin, 1994). Stable emotional traits are linked to overall well-being 

(Hills & Argyle 2001).  

 

Dispositions 

Disposition, in this study, refers the individual behavior response, across situations, 

caused by internal character attributes. In the work of Ruch and Kohler (1998), the traits of 

cheerfulness, seriousness, and bad mood dispositions that are seen as the basis of temperament. 

The State-Trait Cheerfulness Inventory assesses the dispositional traits of cheerfulness, 

seriousness, and bad mood as both states and traits. In Ruch, Kohler and van Thriel’s model 

(1996), a high level of the trait cheerfulness indicates an existing cheerful mood and a low 

threshold for smiling and laughter. These individuals are thought be able to benefit from the 

psychological effects of the existence of good mood and laughter (Zweyer, Velker and Ruch, 

2004). Individuals who are normally cheerful get into a cheerful mood more easily and laugh 

more effortlessly. Being cheerful, smiling and laughing increase the possibility that the 

individual will experience positive emotion (Zweyer et al., 2004). Individuals who have a 

propensity for cheerfulness also show a normally cheerful interaction style, which is associated 

with social intimacy, which can lead the individual to higher levels of social support (Ruch and 

Kohler, 1998).  

The dispositional characteristic of seriousness reflects an earnest perception about life. It 

is the idea that common events are important and should be ordered and given prudent 

consideration and thought. Seriousness leads to an inclination to plan and to set long-range goals, 

to communicate in an objective style and a preference for activities that are productive (Ruch, 

Kohler and van Thriel, 1996). Individuals who show high levels of seriousness can be considered 
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focused, ordered, thoughtful, and productive. These characteristics can lead an individual to 

well-being and satisfaction with life. 

A general sadness, despondence and distress are indicators of the dispositional trait of 

bad mood. Bad mood is characteristically cheerless as well as ill-humored behavior in situations 

that typically evoke pleasant feelings and happiness. Strong orientation to having a bad mood 

decreases the ability for enjoyment in life. Individuals with bad mood as a trait often have sullen, 

irritable, or grouchy feelings (Ruch, Kohler and van Thriel, 1996) which can present a hindrance 

to the achievement of well-being and satisfaction in life.  

 

Positive Affect 

Positive affectivity, describes the degree to which an individual experiences positive 

moods. It is highly stable across time (Costa & McCrae, 1992) and across situations (Diener & 

Larsen, 1984). Extraverted men and women, are more likely to express positive affect than 

introverts (Watson, Hubbard, & Wiese, 2000). They are socially active; they have many friends 

and become involved in organizations or their community. Watson et al. advises individuals to 

pay attention to personal actions, rather than thoughts, and appreciate the work that goes into 

achieving goals. It is the work and striving to attain a goal that generates good cheer. 

 

Optimism 

 Inherent in the human conditions is the underlying expectation of what will happen in 

the future. Some people, pessimists, expect the worst and some people, optimists, expect good 

things to happen. The expectations that individuals have for future events, or outcomes, shape 

the way they approach and cope with problems and challenges in their life (Carver & Scheier, 
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2003). Optimism is associated with having a positive disposition, high morale, perseverance, 

popularity, success in a variety of endeavors including academic, athletic, and job success, 

healthiness, and longevity. In contrast to a positive outlook, pessimism seems to predict sadness, 

passivity, failure, lack of participation, moroseness, and mortality (Peterson, 2006).  

Expectancy-value models of motivation are one explanation for the optimism construct. 

The assumption in these models is that behavior is goal driven, individuals want to adapt their 

behavior to fit what they perceive as desirable, and individuals must have enough confidence in 

the goal to sustain action toward achievement. Without a goal there is no reason to do something, 

without confidence the individual will not take action, and the more valuable the goal is to the 

person the more reason there is to work at obtaining the goal (Carver & Scheier, 2003).  

Optimism is different from self-efficacy expectancies. Where individuals who have high 

self-efficacy expectancies attribute their personal skills or personal efforts to successful 

attainment of a goal (Carver & Scheier, 1998), optimistic people believe they can be successful 

for a number of reasons such as, luck, they work hard, they are skilled, they have good friends or 

any number of other reasons for good outcomes (Murphy et al., 2000).  

With all the benefits of having a positive outlook, too much or an unrealistically positive 

personal or worldview can have detrimental effects. Optimism ungrounded in reality has the 

potential to bring about neglect for safety and health (Weinstein, 1989), distraction from plans 

(Oettingen, Gollwitzer, & Bargh, 1996), and prevents normal responses to disappointment and 

setback that are important in adaptation to a new challenge or situation.   

 



 

41 

Hope 

The psychological construct of hope was first given by Menninger (1959) who defined 

hope as the positive expectancies for goal attainment in an address at the annual meeting of the 

American Psychiatric Association. His lecture focused on the ideas that hope, while a basic part 

of our daily operation, was an ill-defined and obscure notion. During the fifties, the practice of 

psychiatry and psychology centered on the ideas of a deficit reduction approach as opposed to a 

strengths approach. Menninger (1959) theorized that mental illness reflected a lack of hope and 

that successful treatment involved re-establishment of hope for those who were suffering. 

Contemporary researchers postulate a strengths approach to the examination of the role of hope 

in psychological well-being (Snyder, Irving, Anderson, Snyder, & Forsyth, 1991; Snyder, Rand, 

Sigmon, Snyder, & Lopez, 2002).  

Hopeful thought is the goal directed contemplation about what it is that you want. It is the 

link between goals dreamed today and attainment of those goals in the future. If individuals are 

hopeful, they view themselves as being able to create a way to achieve their goals. Hopeful 

individuals are capable of initiating movement toward their goal and sustaining their course 

along their route to successful goal attainment. Hope is about pathways and agency belief for 

goals (Snyder, 2000a).  

Snyder (1994) defined hope as a cognitive construct created from the joining of pathways 

thinking and agency thinking. Pathways thinking includes perceived routes and strategies for 

reaching goals. Agency thinking involves beliefs about personal capacity to begin and maintain 

progress toward a goal along a chosen path. Hopeful thinking is a repetitive progression where 

both pathways thinking and agency thinking are essential (Snyder, 1999). Throughout this 

progression, both pathways and agency are persistently evaluated and reevaluated through 
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response information from the individual’s surroundings (Snyder, Thompson, Shorey, & Heinze, 

2003).  

When comparing high-hope and low-hope individuals, it has been found that the high-

hopers think more positively about themselves, set higher goals, and select more goals. High 

hope individuals have a stronger belief in the likelihood that they will achieve their goals. They 

focus on success. If an individual lacks hope, they believe that pathways to their goals are 

unavailable to them. They set low goals and have a sense of uncertainty and failure about being 

able to achieve their goals. Low-hope people have a tendency to experience negative emotions 

when working toward their goals (Snyder, 1994). 

Self-referential beliefs in situations of adversity are frequent in individuals who have a 

high ability to hope. Those who are hopeful have an undercurrent of internal self-statements 

such, “I can,” “ I’ll make it,” and “I won’t give up.” As well, individuals who are high in trait 

hope trust in themselves to be able to adjust to prospective trouble and losses (Snyder, LaPointe, 

Crowson, & Early, 1998). 

Hope has some commonalities with optimism, self-efficacy and problem solving. These 

four constructs are similar in their attention to motivation and expectancies. There are, however, 

important distinctions. Optimism and agency share the idea of outcome expectancy. Although, 

hope is also concerned with the ways the outcomes are achieved (Snyder, 2000b). There are 

similarities between Bandura’s (1997) theory of self-efficacy and Snyder’s (1994) hope theory. 

Both stress the importance of goal-related outcomes. Bandura’s self-efficacy theory is different 

from Snyder’s hope theory in that cognitive processing is situation specific in self-efficacy 

theory and hopefulness, as theorized by Snyder, has a more dispositional, goal-directed cognitive 

set, but also includes the situation specific cognitive set. The hope theory gives balanced weight 
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to both pathways and agency thinking where the theory of self-efficacy gives more emphasis to 

efficacy expectancies.  

The hope theory and problem-solving approaches (Heppner, Hillerbrand, Snyder, & 

Forsyth, 1991) both focus on identification of a goal and movement toward achieving the goal. 

Problem-solving approaches differ from hope in that goal achievement comes through the 

solution to a problem. Hope, on the other hand, can involve goals that deal with a variety of 

motivational factors. Mageletta and Oliver (1999) indicate that hope has a distinct factor 

structure when compared with other constructs in positive psychology. 

Hope in the school setting. Successful youth development happens when students are 

placed in academic settings that reflect their innate ability and work toward developing 

psychological resources that help these young people meet life’s challenges across time (Kress et 

al., 2006). Research on the long-term importance of hope on school outcomes is just beginning 

(Valle, Huebner, & Suldo, 2006). Researchers are finding that hope predicts variance beyond 

other predictors of scholastic success among university students (Snyder et al., 1991). High hope 

predicted successful school related outcomes. Elevated hope has been positively correlated to 

higher success on standardized achievement tests (Snyder, 1997). Higher global academic goals, 

as well as elevated expectancies of success, were also found in students with high hope (Curry, 

Snyder, Cook, Ruby, & Rehm, 1997).  

Students with low hope have a higher occurrence of anxiety (Snyder et al., 1996) and self 

doubt (Snyder, 1999). In contrast, high-hope students do not belittle themselves when they are 

not successful. Students with high-hope do not let their failures affect their ultimate sense of 

worth. They attribute their failure as an outcome to a lack of effort or strategies for success 

(Snyder, Lopez, Shorey, Rand, & Feldman, 2003). High-hope students indicate superior 
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academic and interpersonal satisfactions when compared to those who have low hope (Chang, 

1998). The results of these studies are limited in their generalization to the gifted population as 

intellectual ability was not a factor in previous research on hope in the school setting. 

I did not find studies about levels of hope and the effect of hope in high ability 

individuals because research has not previously looked at this construct in gifted individuals. 

However, it would seem logical that the benefits of hope enjoyed by the general population of 

students would be similar to those who are gifted, especially when gifted students are placed in 

developmentally appropriate academic settings where intellect and creativity are allowed to grow 

at a pace commensurate with the individual’s ability.  

 

Efficacy 

The construct of perceived self-efficacy is an individual’s beliefs about his or her 

capabilities to generate selected levels of performance which direct and shape events that 

influence his or her life (Bandura, 1994). The ways a person thinks, feels, motivates them self or 

behaves are regulated by self-efficacy beliefs. When an individual has a strong sense of efficacy, 

their capacity for success and personal well-being is enhance and the individual’s positive view 

promotes deep involvement in activities, positive goal setting and task commitment. Bandura 

(1994) gives four main sources of influence on efficacy development; mastery experiences, 

vicarious experiences, social persuasion, and physical as well as emotional states. 

The view in the early study of self-efficacy was that self-efficacy is primarily task-

specific (Bandura, 1982, 1986, 1997) and therefore measurement of self-efficacy should be task-

specific (Weigand & Stockham, 2000). In more recent studies of self-efficacy, groups of 

researchers (Chen, Gully, & Eden, 2001; Chen, Gully, Whiteman, & Kilcullen, 2000; Scholz, 
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Dona, Sud, & Schwarzer, 2002; Schwarzer & Jerusalem, 1995; Schwarzer & Schwarzer, 1992) 

consider general self-efficacy predictive of performance across domains. These researchers 

believe that a relatively stable cross-situational generalized self-efficacy is produced by the many 

prior successes and failures in one’s life.  

General perceived self-efficacy describes one’s level of confidence in being able to 

successfully manage a large variety of demands, novel situations and stressors (Schwarzer, 

1997). Although the construct of domain-specific self-efficacy is more widely used, the 

application of general self-efficacy measures is of more value when globally assessing self-

efficacy in situations, like academic acceleration, that are novel, have a variety of demands, and 

cross several domains (Schwarzer, 1997).  

 

Religion and Spirituality 

One of the concepts of the model of gifted and thriving (Sayler 2009a) is that spirituality 

contributes to overall flourishing. People who describe themselves as spiritual achieve a higher 

scores on measures of longevity, health, happiness, and measures of positive affect (Clark, 

Watson, Pervin, & John, 1999). But what exactly is spirituality? Is being spiritual different from 

being religious? Why does being spiritual or religious brings about flourishing? Why is 

spirituality important in the lives of high ability individuals? 

The pioneering work in religion and spirituality as they relate to psychological well-being 

is dated back to the early 20th century (Hill, et al., 2000). Starbuck and James (1899) wrote about 

the psychology of religion and examined the growth of religious consciousness. James (1902) 

wrote Varieties of Religious Experiences and several lectures on religion which included topics 
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such as religion and neurology, and the religion of healthy-mindedness. Later, Hall (1917), an 

early leader in American psychology, published an extensive piece on the psychology of Jesus.  

Shortly after these men published their work, the interest in the relationship between 

psychology and spirituality waned as the psychology of behaviorism became fashionable (Hill et 

al., 2000). While religious belief, the practice of religion and interest in spiritual experience 

remained strong in the last half of the 20th century (Newport, 2006), the study of spiritual or 

religious aspects of psychology were neglected (Hill et al., 2000). Interest in the impact of 

spirituality on the psyche reemerged around the turn of the twenty-first century. Gallup and 

Jones (2000) reported that 78% of the general population indicated they felt a need to grow 

spiritually.  

Defining religion and spirituality. Historically, there was not a separation between the 

meaning of the terms religion and spirituality. The current trend toward defining these as 

separate constructs emanates from increased human understanding (Sheldrake, 1992), historical 

events that impact perception of the divine (Sheldrake, 1992), and the heightened secularism of 

the 1960s and 1970s (Hill et al., 2000). Currently there is no clear agreement on the definitions 

for spirituality and religion. The difficulty in defining these two terms stems from the subjective, 

highly individualized, and emotionally charged nature of the two terms (Emmons, 1999). 

Nevertheless, several attempts have been made to clarify the terms.  

Both spirituality and religion are broadly defined and considered in the contemplation of 

life’s meaning and ultimate purpose. This contemplation includes principles and ethics to live by, 

commitment to God or higher power, a recognition of the transcendent in everyday experiences, 

a selfless focus, and a set of beliefs and practices that is designed to facilitate a relationship with 

the transcendent (Emmons, 1999). Terms that specifically define spirituality encompass the 
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exploration for meaning, unity, connectedness, transcendence, and achieving the highest of 

human potential. Religion may entail more than a search for the sacred and therefore is 

considered a broader concept than spirituality (Emmons, 1999). For some, religion can be a 

means for achieving intimacy, meaning, status, or comfort (Pargament, 1997).  

Religio is the Latin root of the word religion. It designates a relationship between 

humanity and a power that is greater than the human state. Over time, the meaning of religion 

has changed and narrowed to denote definable systems such as denominations, or sacred 

traditions (Wulff, 1997). While the term religion suggests a relationship with a higher power, it is 

also understood as a set of beliefs and ethics which are accepted by a group (Cascio, 1998) or the 

external expression of faith (Gotterer, 2001). The religion construct is multidimensional (Hill et 

al., 2000). Religion includes definitive concerns of people. As well, it provides individual and 

social identity, specifies behavioral patterns and promotes devout practice of religious expression 

(Marty, 1991). As spirituality has become accepted as a separate term from religion, it has come 

to include elemental ideas that were formerly included with religion. As a result, the term 

religion, once used to describe both individual and institutional constructs, has narrowed in its 

meaning. The term is associated now with its formality and institutional characteristics. It is 

often perceived as a less favorable term than spirituality (Zinnbauer et al., 1997). Contemporary 

definitions of religiousness incorporate personal beliefs in God or a higher power, institutional 

beliefs and practice, and commitment to the institutional organization (Hill et al., 2000). 

The term spirituality is derived from the Latin root spiritus, meaning energy, life, or 

breath and spiritulis signifying a person of the spirit (Hill et al., 2000). Often, but not always, the 

term spiritual is oriented in the framework of religious understanding (Zinnbauer et al., 1997). 

The use of the term outside of the realm of religion is somewhat new (Wulff, 1997). Most 
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current ideas of spirituality are multi-dimensional in nature. One belief is that spirituality can be 

found in one of three categories, God-oriented, world-oriented, humanistic or people-oriented 

(Hood, Spilka, Hunsberger, & Gorsuch, 1996). Another view is that spirituality has several 

components; a search for meaning in life, encounter with transcendence, a sense of community, 

search for ultimate truth or value, respect and appreciation for the mystery of creation, and a 

personal transformation (LaPierre, 1994). Currently, spirituality is frequently explained in 

individual, private or experiential terms, such as having a belief or relationship with God or a 

higher power. 

In a recent study, 74% of participants considered themselves to be both religious and 

spiritual (Zinnbauer et al., 1997). These results indicate that there are significant commonalities 

and overlap between these two constructs and many people see little difference between them 

(Pargament, 1997; Zinnbauer et al., 1997).  

 

Spirituality and Psychology 

Theoretical, quantitative and sociological. Present-day approaches (Table 2.1) to the 

psychological evaluation of the religious and spiritual life are inclined to be included in 

numerous general domains (Peterson, 2006).  

In addition to the theoretical approaches taken in the study of the psychology of religion, 

there has been quantitative work done to determine important areas of religious and spiritual 

experience and their impact on the human experience. The work in the quantitative study has 

revealed that young people who acknowledge religiousness are less likely to have antisocial 

behaviors. As well, young people who are involved in their religion and spirituality have stronger 

emotional self-regulation, fewer acts of aggression, better academic performance, and wait to 
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become sexually involved (Johnson, Jang, Larson, & Li, 2001). 

Table 2.1 

Theoretical Psychological Domains in the Study of Spirituality and Religion 

Domain Emphasis 

Psychoanalytic school of thought 

Freud - Emphasizes the role of unconscious motives for 
religious beliefs. 
Present-day psychoanalytic theorists are less unreceptive 
toward religion as compared to Freud 

Analytic school of thought Carl Jung - Known for theorizing about universal 
symbols 

Object relations school of thought Emphasizes material influences 
Phenomenological school of thought Describes religion as an individual, personal experience. 

Note. Adapted from A Primer in Positive Psychology by Christopher Peterson, 2006, pp. 294-295. 

 
Sociologically oriented research also contributes to the ideas about religion, spirituality, 

and its impact on the human psychological well-being. Most often the sociologists are concerned 

with impact on social structure (Maton & Wells, 1995). Religious institutions that provide 

members with the opportunity to reach out, to serve others, to gain knowledge of civic 

responsibility and involvement, and are very important in providing resources that benefit the 

people of their communities.  

Goal orientations. Emmons (2003) discusses goals and striving to achieve goals as 

necessary components of a meaningful, worthwhile life. Intrinsic and extrinsic orientations and 

the emphasis placed on one or the other can greatly influence well-being. Individuals who place 

great importance on extrinsic goals such as financial gain, social popularity and physical 

attractiveness were negatively associated to several measures of well-being and positively related 

to anxiety, depression, narcissist, and symptoms of physical illness (Kasser & Ryan, 1996).  

In his research, Emmons (2003) has identified thematic content categories as A student 

classification for personal strivings. Three intrinsic goal strivings, intimacy, generativity and 
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spirituality, have been found to be associated with happiness and flourishing. Intimacy goals are 

those that convey a wish for close, reciprocal relationships. Generativity goals are concerned 

with future generations. Spiritual goals are situated in the idea of transcending one’s self. For 

example, wanting to deepen a relationship with God or to bring a higher power’s presence into 

focus throughout the day are spiritual goals individuals may hold for themselves. Spiritual 

strivings in a person’s goal hierarchy predict greater subjective well being and positive affect 

(Emmons, 2003).  

 

Summary 

Thriving to the point of flourishing across the lifespan is held as a desirable goal for our 

gifted (Sayler, 2009a). Having a high sense of well-being helps gifted individuals move away 

from wasting toward a thriving existence across their lifespan. Well-being is dependent on the 

integration of successful physical, cognitive, and social-emotional functioning through one's life 

(Bornstein, Davidson, Keyes, & Moore, 2003). Information presented in this chapter shows 

previous researchers have provided considerable information for defining giftedness and talent, 

on models that theoretically explain the development of talent (Gagné, 2004; Sternberg, 2003) 

and thriving across the lifespan (Sayler, 2009a). As well researchers give information on overall 

well-being (Bornstein, Davidson, Keyes, & Moore, 2003; Pollard & Rosenberg, 2003) and well-

being for specific populations such as adolescents (Eccles, Templeton, Barber, & Stone, 2003; 

Lerner & Steinberg, 2004) and the gifted (Gross, 2004; Hollingworth 1926; Howard-Hamilton & 

Franks, 1995; Lubinski, Webb, Morelock, & Benbow, 2001; Neihart, 1999; Robinson & 

Robinson, 1982; Sayler, 2009; Stanley, 1978; Terman, 1925). However, previous research does 
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not offer information on specific psychological constructs and the influence these constructs 

have on personal well-being for gifted college students. 

The current study explores the mediating effect specific psychological constructs (i.e. 

general self-efficacy, theories of intelligence, hope, gratitude, religiosity, disposition, and 

resiliency) have on personal well-being for early-college entrants and honors college students. 

Chapter 3 presents the methodology used in this study. 
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CHAPTER III 

METHODOLOGY 

The current study investigated personal well-being and academic success of gifted 

college students and the influence psychological constructs (i.e. general self-efficacy, theories of 

intelligence, hope, gratitude, religiosity, disposition, and resiliency) have on the personal well-

being and the academic success of these students. The research questions ask about the effect of 

the psychological measures on personal well-being and academic success by aggregate group 

and the disaggregate TAMS and Honors College groups. Having an understanding of academic 

and psychological success factors for highly gifted college students brings about knowledge that 

helps the student, parents, educators, and counselors bring about the best life circumstances.  

 

Instruments 

The TAMS and Honors College freshman survey (Appendix A) was used to gather data 

from the study participants. The survey was comprised of several established measures of the 

psychological constructs of personal well-being, general self-efficacy, dispositional cheerfulness, 

seriousness, and bad mood, theories of intelligence, resiliency, hope, religiosity, and gratitude.  

 

Personal Well-being (PWI-A) 

Personal well-being is an outcome variable in this study. This study used the Personal 

Well-being Index – Adult (PWI-A, International Well-being Group, 2005) to measure individual 

personal-well-being. This widely used 8-question survey has a 10-point response set. The 

possible responses are anchored on each end with the responses completely dissatisfied at the 

zero point and completely satisfied at the 10-point end of the scale. An additional survey item 
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asks how satisfied the participant was with life as a whole. The additional question uses the 

same10-point scale response as the other 8 questions in the scale. This additional item is 

commonly added to the other PWI-A items as a means of checking the validity of the overall 

composite PWI-A score (International Well-being Group, 2005).  

The eight domains of well-being assessed by the PWI-A are: standard of living; personal 

health; achieving in life; personal relationships; personal safety; community-connectedness; 

future security; spirituality and religion. Each question in the PWI-A corresponds to a domain. 

The eight domains of the PWI-A compose the minimum set of domains that represent the first 

level of deconstruction of ‘satisfaction with life as a whole’ (International Well-being Group, 

2005). Diener, Emmons, Larsen, and Griffin (1985) established the PWI-A scale and verified the 

first level of deconstruction by using the criterion that each domain must contribute unique 

variance when the domains are collectively regressed against ‘satisfaction with life as a whole.’ 

A maximum variation of 3.1 percentage points in subjective well-being was produced by 12 

surveys of the Australian population (Cummins, Davern, Okerstrom, Lo, & Eckersley, 2005). 

The internal consistency values for the 12 surveys (Chronbach's alpha values) are between .70 

and .85 (International Wellbeing Group, 2005). Personal well-being was measured in this study 

on 2 occasions, fall 2008 and fall 2009. 

 

General Self-efficacy 

General self-efficacy in the present study was measured with the General Perceived Self-

efficacy Scale ([GSE] Jarusalem & Schwarzer, 2000; Schwarzer & Jerusalem, 1995). The GSE is 

designed to assess self-beliefs about being able to cope with a variety of difficult demands in life. 

Jerusalem and Schwarzer originally developed the scale in German in 1981 and it has been 
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widely used in cross culture validation studies since its formation (Schwarzer, 1997). This scale 

explicitly assesses general personal agency; the belief that one's actions are responsible for 

successful outcomes. This instrument is a 10-question survey that uses a 4-point scale response 

with the following choices: not at all true, hardly true, moderately true, and exactly true. The 

point values for these responses range from 1 to 4.  

When developing the psychometric information for the GSE, samples from 23 nations 

were obtained (Jarusalem & Schwarzer, 2000). The Cronbach’s alpha values in the 23 samples 

ranged from 0.76 to 0.90, with the majority in the high 0.80’s. General self-efficacy in this study 

was measured fall 2008. 

 

Dispositional Cheerfulness, Seriousness, and Bad Mood 

The English standard trait version of this inventory is a 60-item scale (STCI-T<60>). The 

short trait (T) form (30 questions) of the State-Trait-Cheerfulness-Inventory (STCI-T <30>) 

(Ruch, Kohler and van Thriel, 1996) was used in this study. The STCI-T <30> has 30 questions 

and uses a 4-point scale response with responses ranging from strongly disagree to strongly 

agree. The three domains, cheerfulness, seriousness, and bad mood are assessed as 

temperamental traits using 10 questions in each domain.  

The psychometric characteristics (Ruch, Kohler and van Thriel, 1996) of the STCI-

T<30> are assessed from scores on each of the three domains measured by the scale. Each 

domain carries a possible 40 points. The standardized mean of the trait cheerfulness domain is 

32.65; the standard deviation is 4.97; the Cronbach’s alpha value for the scores reported by Ruch 

Kohler and Thriel (1996) is 0.87 and the split-half reliability value (Spearman-Brown corrected) 

is 0.88. Trait seriousness has a standardized mean of 25.14; a standard deviation of 4.69; a 



 

55 

Cronbach’s alpha value of .76 and the Spearman-Brown corrected split-half reliability value is 

.80. Trait bad mood has a standard mean of 19.04; a standard deviation of 5.83 a Cronbach’s 

alpha of .68 and the Spearman-Brown corrected split-half reliability is 0.88. Although 

reliabilities below .70 are considered low, scores slightly below this mark (.68) can be 

considered acceptable for social science research purposes (Johnson & Christensen, 2004). 

Cheerfulness, seriousness, and bad mood were measured fall 2008 in this study. 

 

Theories of Intelligence Scale 

The Theories of Intelligence Scale ([TOI] Dweck, 2000) measures self-theory beliefs 

about intelligence. It examines the connection between academic achievement and personal view 

of intelligence. This scale is a self-reported measure that uses a six-point Likert type scale to 

evaluate self-beliefs about the malleability of intelligence. In reviewing the composite score for 

this scale, a lower sum of item responses indicates a belief of fixed intelligence where a higher 

score points toward a belief in incremental growth of intelligence over time. 

The earliest versions of the TOI assessed intelligence beliefs with 3 questions (Dweck, 

Chiu, & Hong, 1995). Strong reliability (α = .94 to .98) with a two-week test-retest reliability of 

.80 and discriminant validity was established over six validation studies with this early TOI 

scale. Since its origination, several versions of the TOI have been created. This study uses the 

TOI– Self Form for Adults (Dweck, 2000). The most current version of the TOI-Self Form for 

Adults has 8 questions. Four questions evaluate beliefs of fixed intelligence and the remaining 4 

items assess incremental growth beliefs about intelligence. This version also shows high 

reliability in a single semester test, re-test situation where responses to the 8 items were collected 

at the beginning of the semester and again at the end of the same semester (α = .96 and .97 
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respectively, Hoggan, 2008). In the current study analysis of each subset, fixed and growth, were 

analyzed separately. Theories of intelligence were measured fall 2008 in this study. 

 

Resiliency and Coping  

 The Brief Resilient Coping Scale (BRCS) measures how individuals handle difficult, 

stressful situations (Sinclair & Watson, 2004). The BRCS centers on five themes: tenacity, 

optimism, creativity, an aggressive approach to problem solving, and a commitment to extract 

positive growth from difficult situations (Sinclair & Watson, 2004).  

Psychometric properties for this scale were developed from two different samples. 

Cronbach’s alpha value for the BRCS for two different samples was .69. A test-retest procedure 

with a 5-week separation was used to determine reliability. The test-retest correlation was .71 (n 

= 87; p < .001). When correlated with scores from personal coping resources, pain coping 

behaviors, and psychological well-being, the BRCS was positively associated with those 

measures, and negatively associated with characteristics such as helplessness or fatalism 

(Sinclair & Wallston, 2004). Resiliency was measured fall 2008 in this study. 

 

Hope 

The Adult Dispositional Hope Scale (Snyder et al., 1991) is designed to measure 

dispositional hope in adults, ages 15 and older. This is a 12-item scale with a 4-point continuum. 

It measures two constructs theorized to build hope: (a) agency (goal-directed determination) and 

(b) pathways (planning routes to goal attainment).  Four items on the scale measure agency, 4 

items measure pathways, and the remaining 4 items are distracters not used in scoring. The two-

component model of hope has been confirmed through principal components exploratory factor 
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analysis (Snyder et al., 1991) and confirmatory factor analysis (Babyak, Snyder & Yoshinobu, 

1993). 

The psychometric properties of the Hope Scale were established through six different 

administrations of the scale to undergraduate university students (n = 3,920) and two different 

administrations to individuals in psychological treatment (n = 206). Cronbach’s alpha values for 

the eight samples ranged from .74 to .84 (Snyder et al., 1991). The construct validation of the 

scale shows positive correlation with scales measuring optimism, expectancy of goal attainment, 

self-esteem and an inverse correlation with measures of hopelessness and depression (Snyder et 

al., 1991). Hope was measured fall 2008 in this study. 

 

Religiosity 

The Duke Religion Index (DRI, Koenig, Patterson, & Meador, 1997) is a 5-item self-

reported scale. It was originally designed to assess three domains of religiousness: organizational 

(OR), non-organizational (NOR), and intrinsic religiosity (IR). Organizational religiosity is 

characterized as the regular attendance of formal religious services. The amount of time spent in 

private religious activities such as prayer or meditation characterize the non-organizational 

aspect of religiosity. The extent that individuals integrate religiousness into their life defines 

intrinsic religiosity. The OR and NOR items are rated on a 6-point frequency scale: (1) = never, 

(2) = once a year or less, (3) = a few times a year, (4) = a few times a month, (5) = once a week, 

(6) = several times a week. The three IR items are rated on a 5-point scale with (1) = definitely 

not true and (5) = definitely true.  

The DRI has a history of regular use but has very little early-published psychometric 

data. The psychometric properties of the DRI (Storch et al., 2004), established in two separate 
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samples of undergraduate college students (n1 = 628, n2 = 243), reveals good internal consistency 

(α = .91 and α = .78 respectively) and an established convergent validity through strong 

correlation with the Santa Clara Strength of Religious Faith Questionnaire-Short Form 

(SCSRFQ-SF, r = .86, p < .0001). Although the DRI was earlier thought to measure three 

distinct domains (Koenig, Patterson, & Meador, 1997) a confirmatory factor analysis (CFA) 

using statistical structure equation modeling supports a one-dimensional factor structure instead 

of the three domain structure of the original scale (Storch et al., 2004). The current research also 

used the unidimensional factor structure for reporting religiosity. Religiosity was measured fall 

2008 in this study. 

 

Gratitude 

 A grateful disposition is the tendency to be aware of and respond to other people’s 

goodwill in positive experiences and outcomes in life (McCullough, Emmons, and Tsang, 2002). 

The affective trait of gratitude was assessed with the Gratitude Questionnaire-6 (GQ-6, 

McCullough, Emmons, and Tsang, 2002). The GQ-6 is a 6-item self-reported scale with a 7-

point continuum ranging from (1) strongly disagree to (7) strongly agree. Researchers 

constructed the GQ-6 from a preliminary cluster of 39 statements. These initial items evaluated 

feelings about receiving from others along with incidence and expressions of gratefulness and 

appreciation in daily life. Exploratory factor analysis discovered one factor that explained 27% 

of the total item variance. From the 39 preliminary items, researchers constructed the GQ-6 using 

six items that loaded strongly on the first factor and evaluated distinctive characteristics of 

grateful disposition.  

Psychometric properties of the GQ-6 were established through the administration of the 
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scale to university students (n = 235). The Cronbach’s alpha value for the administration of this 

scale was .82 (McCullough, Emmons, and Tsang, 2002). Discriminate validity was established 

through confirmatory factor analysis, which revealed the GQ-6 was related but separate from 

constructs such as satisfaction with life, vitality, subjective happiness, optimism, and hope. 

Gratitude was measured fall 2008 in this study. 

 

Participant Groups 

The present study has three participant groups, (1) the aggregate group of gifted college 

students, (2) the disaggregate group of TAMS freshmen participants and (3) the disaggregate 

group of UNT Honors College freshmen. The disaggregate groups, TAMS and Honors College, 

are combine to make the aggregate group of gifted college students. All participants in this study 

entered UNT as freshmen in the fall of 2008. In this chapter, data on the disaggregate groups are 

presented first. Then, data on the disaggregate groups are combined and presented for the 

aggregate group. 

 

TAMS Participants 

TAMS is a state funded program for gifted high school students in Texas. The TAMS 

program allows gifted students to enter college after their sophomore year of high school and 

complete the first two years of college while simultaneously earning a high school diploma. Each 

year approximately 200 students enter TAMS. Generally, students come to TAMS from all 

regions of the state of Texas. They represent all major ethnic groups and all socioeconomic status 

groups. At entry, TAMS students are approximately 16 years old. Historically the gender 

distribution has been about 45% female and 55% male. Students entering the TAMS program 
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must have good high school grades and most have completed algebra II by the end of their high 

school sophomore year. Students accepted to TAMS take the SAT in the tenth grade and achieve 

high SAT scores in comparison to those who take the SAT in their junior year of high school. 

Seventy-nine percent of the TAMS class in this study scored over 600 on the math SAT.  

 The current study participants from TAMS entered UNT in the fall of 2008. One-

hundred ninety-seven students entered the TAMS program in the fall of 2008. Parental consent 

for the TAMS minors was obtained through mailings, phone calls, and email. Parental consent 

was given in hard copy format as well as electronic format via survey software. One hundred 

forty-four parents consented to allow their child’s participation in the current study.  

I met with the TAMS cohort at the August orientation and received student consent for 

participation from 186 individuals. Although a high number of students were interested in 

participating in this study only those who had parental consent were considered.  

Parental consent and data were obtained for 144 TAMS students in the first round of data 

collection. During the first year of college, 22 of the 144 participants left the TAMS program. 

Twelve exited for academic reasons and 10 left for personal reasons. The 22 participants who left 

the program before the end of one year did not have data for GPA, or personal well-being survey 

data for the second round of data collection. The data for those 22 individuals were removed 

from the study. 

The TAMS participant group had slightly more males (51.6%) than females (48.4%). The 

majority of participants were Asian (59.8%) or White (35.2%). The greater part (78.7%) of the 

students scored between 1100 and 1499 on the combined score for the critical reading and 

mathematics portions of the Scholastic Aptitude Test (SAT). Table 3.1 presents the demographic 

data collected at the start of the present study for the TAMS cohort. 
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Table 3.1  

Demographic Characteristics of TAMS Participants 

Characteristic n % M SD 

Gender 
Female  59 48.4   
Male  63 51.6   
Total 122  1.52 0.51 

Ethnicity 

Asian  73 59.8   
Black or African American  6 4.9   
White  43 35.2   
Total 122  3.25 0.70 

SAT 

900-1090 20 16   
1100-1290 51 42   
1300-1490 45 37   
1500-1600 6 5   
Total 122  1258.20 143.93 

 

 

Honors College Participants 

In the current study, Honors College students are gifted regular-entrance college students. 

These students are admitted as freshmen and are normally in the top 20% of their high school 

graduating class. A requirement of Honors College admittance is a minimum combined 

mathematics and critical reading SAT score of 1200. Honors College students come from all 

regions of Texas as well as other states. The students in Honors College represent all major 

ethnic groups and socioeconomic status groups. Students who enter Honors College are 

approximately 18 years old. Table 3.2 presents the demographic data collected at the start of the 

present study for the Honors College cohort. 

One hundred eighty-eight students entered UNT Honors College as freshmen in the fall 

of 2008. Unlike the TAMS students who all live on the UNT campus and regularly meet as a 

whole group, the honors students live on the UNT campus and in housing outside of the 

university. Honors College students do not have whole-group meetings. Contact for consent and 
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data collection was made through the Honors Residence Hall, meeting with students at honors 

class locations on the UNT campus, through email, and via electronic survey. Ninety-one Honors 

College students participated in the initial round of data collection. The Honors College 

participant group had more females (65.9%) than males (34.1%). The greater part of Honors 

College participants were white (91.2%). The majority (78.7%) of students scored between 1200 

and 1399 on the combined score for the critical reading and mathematics portions of the 

Scholastic Aptitude Test (SAT). 

Table 3.2 

Demographic Characteristics of Honors College Participants 

Characteristic n % M SD 

Gender 
Female  60 65.9   
Male  31 34.1   
Total 91  1.34 0.48 

Ethnicity 

American Indian or Alaskan Native  1 1.1   
Asian  3 3.3   
Black or African American  2 2.2   
Hispanic or Latino  2 2.2   
White  83 91.2   
Total 91  3.87 0.56 

SAT 

900-1090 0 0   
1100-1290 12 13   
1300-1490 77 85   
1500-1600 2 2   
Total 91  1292.91 101.58 

 

At the time of the second data collection, all (n = 91) of the Honors College participants 

who completed Round 1 data collection were enrolled in the Honors College. Seventy-six 

percent (n = 69) of the individuals who participated in the first round of data collection chose to 

participate in the second round of data collection. Multiple imputation procedures were used to 

impute data for the 22 honors students who did not participate in Round 2 data collection. 
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Discussion of the multiple imputation procedures used in the current study follows in the data 

collection section of this chapter.  

 

Aggregate Group 

The aggregate group of gifted students in this study incorporates the TAMS (n = 122) and 

the Honors College (n = 91) participants. Table 3.3 presents the demographic data for the 

aggregate group of gifted college students. Of the 213 participants, females (55.9%) represented 

a slightly higher population than males (44.1%). A large number of participants were white 

(59.2%) or Asian (35.7%). The majority (86.9%) of students scored between 1100 and 1499 on 

the combined score for the critical reading and mathematics portions of the Scholastic Aptitude 

Test (SAT).  

Table 3.3  

Demographic Characteristics of Aggregate Gifted College Student Participants (n = 213) 

Characteristic n % M SD 

Gender 

Female   119 55.9   
Male   94 44.1   

Total  213  1.44 0.50 

Ethnicity 

American Indian or Alaskan Native  1 0.5   
Asian  76 35.7   
Black or African American  8 3.8   
Hispanic or Latino  2 0.9   
White  126 59.2   
Total 213  3.52 0.71 

SAT 

900-1090  20 9   
1100-1290  63 30   
1300-1490  122 57   
1500-1600  8 4   
Total  213  1273.03 128.45 

College 
Entrance 

Early Entrants (TAMS) 122 57   
Regular Entrants (Honors College) 91 43   
Total 213  1.43 0.50 
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Data Collection  

TAMS  

TAMS students gather regularly for whole class meetings with the program 

administrators and counselors. TAMS survey data collection took place during the August 2008 

and August 2009 orientation meetings. The researcher was allowed approximately 20 minutes at 

the end of the orientation to administer the research survey. Students who needed more time 

were permitted to stay after the meeting ended to complete the survey.  

Parental consent for participation in the study was obtained for 144 TAMS students. All 

of the students (n = 144) with parental consent provided survey information in the initial round 

of data collection. During the year of research with the TAMS cohort, 22 of the 144 participants 

left the TAMS program. Twelve exited for academic reasons and 10 left for personal reasons. 

The 22 participants who left the program before the end of year one did not have data for end of 

the year GPA, or survey data for the second round of data collection. The data for those 22 

individuals were removed from the study.  

Inspection of the data obtained from the 122 TAMS participants revealed 47 missing data 

points out of a possible 8,540 points in the TAMS 2008 data set. Because there were no pattern 

of missing data and no single student or item had an abundance of missing data, mean 

substitution was used to replace missing data in the 47 instances. Table 3.4 presents survey 

statistics on TAMS students at entrance to the university. Table 3.5 presents personal well-being 

(PWI-A) and GPA statistics on TAMS students after one year. 
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Table 3.4 

Descriptive Statistics on TAMS Students at Entrance (n = 122) 

Scale M SD Skewness Kurtosis 
Personal Well-being Index-Adult  76.62 12.59 -.52 -.30 
State Trait 
Cheerfulness 
Inventory 

Cheerfulness 33.25 4.28 -.29 -.66 
Seriousness 27.21 4.01 .13 -.08 
Bad Mood 18.89 4.41 .45 -.23 

Brief Resilient Coping Scale 15.48 2.20 -.33 -.08 
Duke Religiosity Index 15.36 6.83 .23 -1.19 
Gratitude Quotient 34.57 5.37 -1.48 5.51 
General Self-efficacy Scale 31.94 3.41 .18 .03 
Hope 25.79 2.61 -.31 -.12 
 Pathways 12.74 1.69 -.78 1.63 
 Agency 13.05 1.53 -.41 .48 
Theory of Intelligence 34.35 7.17 -.88 .91 
 Fixed 17.82 4.82 -.95 .73 
 Growth 16.53 3.05 -.39 .50 
 

Table 3.5 

Descriptive Statistics on TAMS Students After One Year (n = 122) 

Scale M SD Skewness Kurtosis 

Personal Well-being Index-Adult  75.65 14.20 -.44 .51 

GPA 3.58 .40 -87 -.01 

 

 

Honors College  

One hundred eighty-eight freshmen entered Honors College at UNT in the fall of 2008. 

Of the 188 entering freshmen, 103 lived in the Honors Hall, a new residence hall designated for 
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students in the Honors College. The remaining 85 Honors freshman students lived in other 

residence halls on the UNT campus or in housing off campus.  

Data collection with the Honors students took place throughout the month of September 

2008 (Round 1) and throughout the month of September 2009 (Round 2). It was not possible to 

meet with the Honors College students in one place and at one time. Students enrolled in the 

UNT Honors College never meet together as a group. In both rounds of data collection with the 

Honors College students, electronic and paper copies of the survey were used to maximize the 

Honors College student participation. All Honors College participants were at least 18 years old, 

it was not necessary to obtain parental consent for this group of students. 

 

Data Collection for Honors Hall Residents 

 In both rounds of data collection, the freshmen Honors students living in the Honors Hall 

were contacted at the Honors Hall and asked for their participation in the current research. Paper 

copies of the survey, a letter explaining the research, and the consent form (Round 1 only) were 

delivered to Honors College freshmen living in the Honors Hall. In both rounds of data 

collection, students were asked to complete the survey and were directed to return their 

completed survey to the front desk in the main lobby of the Honors Hall. Students who returned 

their completed survey received a candy bar. After one week, the survey was delivered again to 

the dorm rooms of students who had not yet returned a completed survey. Ten days later, 

students who had not completed the survey were contacted by email and given two options for 

completing the survey. Using the email, students could either (a) print a copy of the survey, 

complete it, and return it to the Honors Hall front desk or (b) they could complete an electronic 

survey created with online survey software. 
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Round 1 Data Collection for Non-Honors Hall Residents 

 Freshman Honors College students, who were not residents of the Honors Hall, were 

initially contacted in their honors classes during Round 1 data collection. Not all of the students 

in the honors courses were freshman honors students, therefore not all of the students in the 

honors classes were eligible to participate in the research. Consequently, individual honors 

students or small groups of honors students were met at their class and handed the survey. 

Students took the survey with them and completed it when their schedule allowed time. The 

researcher met students at their next class meeting to collect completed surveys. Students who 

did not have a survey completed at that time were given the option to return their completed 

survey at the Honors Hall front desk, the Honors College dean’s office, or the dean’s office in 

the College of Education. Approximately 2 weeks after the initial contact with the Honors 

College students at their classes, follow-up emails were sent to students who had not returned a 

completed survey. Through the email, students could either (a) print a copy of the survey, 

complete it, and return it to the Honors Hall front desk, Honors College deans office, or the 

dean’s office in the College of Education, or (b) they could complete an electronic survey created 

with online survey software.  

 

Round 2 Data Collection for Non-Honors Hall Residents 

 In the fall of 2009, 56 of the 91 Honors College participants from the previous year lived 

outside of Honors Hall in other residential dorms or in off-campus housing. In the second round 

of data collection, these 56 students were initially contacted through an email that asked for their 

continued support and participation in the research. The email allowed the participant to 

complete the electronic form of the survey. A follow-up email was sent after one week to those 
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who had not completed the survey. After 2 weeks, the researcher telephoned the remaining 

individuals who had not submitted a completed survey and encouraged their participation in 

completing the research survey.  

Missing data. The current research explores the relationship between the independent 

variables as the students enter the university and the dependent variables after one year. The 

preliminary analysis for both the Honors College and the TAMS cohorts examined variable data 

collected as the students entered the university and the Round 2 data for the dependent variables 

of personal well-being, measured by the PWI-A, and academic success, measured by GPA.  

In the first round of data collection, 91 Honors College students consented to participate 

and completed the research survey. Grade point average (GPA) was available for all Honors 

College participants after one year but the number of participants who, in the second round of 

data collection, completed the PWI-A dropped to 69 (76%). Missing data in longitudinal social 

science research is not uncommon (Juster & Smith, 1997). Nonresponse to surveys has increased 

in recent years especially among college students who are responding at lower rates than 

previous decades (Dey 1997).  

When working with data sets that have missing data, it is important to determine the 

pattern of missing data. Little’s chi-square test, based on the expectation-maximization (EM) 

algorithm, tests if data are missing completely at random (MCAR), missing at random (MAR), 

or not missing at random (NMAR). The null hypothesis in Little’s test is that the data are missing 

completely at random. The p-value for the null hypothesis is significant at 0.05. Data are MCAR 

if p >.05. Investigation of the missing data using the EM algorithm via the Statistical Package for 

the Social Sciences (SPSS) 17.0 Missing Values Analysis (MVA) revealed the missing PWI-A 

data for the Honors College cohort were missing completely at random (p=.45). Data missing 
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completely at random indicates the missingness is independent of both the observed and 

unobserved data (Rubin, 1976).  

When data are MCAR, there are several methods for estimating missing data, which 

present consistent and unbiased correlation and covariance (SPSS Missing Values 17.0, 2008). 

Multiple data imputation (MI) is viable treatment for data that are MCAR (Peugh & Enders, 

2004). MI uses predictions based on all other variables observed in the study to replace missing 

data (Little & Rubin, 1987). In the present study, SPSS Missing Values 17.0 software was used 

to generate five data set models with imputed values for the missing PWI-A data. The imputed 

values were produced using full information maximum likelihood (FIML) estimation (Dempster, 

Laird, & Rubin, 1977; Enders & Bandalos, 2001) by means of the EM algorithm. From the five 

imputed models, the model that most closely matched the mean and standard deviation of the 

variables in the original data set was used in the analysis. Using MI to replace missing data 

retains the original sample size, maintains statistical power, and preserves variance in the data set 

(Peugh & Enders, 2004). Scheffer (2002), through a simulation study, indicates that multiple 

imputation is suitable for data sets missing up to 50% of data when data is MCAR. MI was used 

to impute missing PWI-A data for the Honors College cohort. In addition to the missing PWI-A 

data, 15 missing data points out of a possible 6,540 were found among the 2008 independent 

variables. Because there were no patterns in the missing data and no single student or item had 

an abundance of missing data, mean substitution was used to replace missing data in the 15 

instances. 

Table 3.6 presents descriptive statistics on Honors College students at entrance to the 

university. Table 3.7 presents descriptive statistics on Honors College students after one year. 
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Table 3.6 

Descriptive Statistics on Honors College Students at Entrance (n = 91) 

Scale M SD Skewness Kurtosis 
Personal Well-being Index-Adult  74.90 11.82 -.07 -.62 
State Trait 
Cheerfulness 
Inventory 

Cheerfulness 28.67 5.05 -1.02 1.11 
Seriousness 27.56 4.19 -.36 .21 
Bad Mood 19.10 6.11 .66 .19 

Brief Resilient Coping Scale 15.33 2.21 -.59 1.18 
Duke Religiosity Index 16.72 7.51 .02 -1.43 
Gratitude Quotient 35.51 6.21 -1.59 2.53 
General Self-efficacy Scale 32.49 3.73 .18 -.75 
Hope 26.29 2.51 .36 -.73 
 Pathways 12.98 1.48 .38 -.67 
 Agency 13.31 1.55 .02 -.82 
Theory of Intelligence 33.95 7.18 -.29 .36 
 Fixed 17.32 4.26 -.38 -.59 
 Growth 15.63 3.41 -.25 .02 
 

Table 3.7 

Descriptive Statistics on Honors College Students After One Year (n = 91) 

Scale M SD Skewness Kurtosis 

Personal Well-being Index-Adult  76.69 13.66 -.58 1.17 

GPA 3.75 .32 -1.89 3.85 

 

 

Aggregate Group 

Table 3.8 presents descriptive statistics on the aggregate group of gifted college student 

group at entrance to the university. Table 3.9 presents descriptive statistics on the gifted college 

student group after one year.  
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Table 3.8  
 
Descriptive Statistics on Aggregate Group at Entrance (N = 213) 
 

Scale M SD Skewnes
s Kurtosis 

Personal Well-being Index-Adult 2008 75.89 12.27 -.33 -.49 

State Trait 
Cheerfulness 
Inventory 

Cheerfulness 31.29 5.14 -.70 .95 
Seriousness 27.36 4.08 -.08 -.01 
Bad Mood 18.41 5.23 .71 .54 

Brief Resilient Coping Scale 15.42 2.20 -.44 .44 
Duke Religiosity Index 15.94 7.14 .15 -1.30 
Gratitude Quotient 34.97 5.74 -1.49 3.66 
General Self-efficacy Scale 32.17 3.56 .20 -.35 
Hope 26.00 2.57 -.06 .24 
 Pathways 12.84 1.61 -.42 1.13 
 Agency 13.16 1.54 -.22 -.04 
Theory of Intelligence 33.75 7.19 -.62 .21 
 Fixed 17.60 4.58 -.73 .25 
 Growth 16.15 3.23 -.36 .23 
 

Table 3.9  

Descriptive Statistics on Aggregate Group After One Year (n = 213) 

Scale M SD Skewness Kurtosis 

Personal Well-being Index-Adult  76.09 13.95 -.50 .71 

GPA (4-point scale) 3.65 .38 -1.21 .85 

 

 

Reliability 

Cronbach’s alpha was used to investigate evidence of internal consistency for the current 

administration of each scale. Alpha values and confidence intervals (95%) from the current 

research along with alpha values as reported by the scale’s authors are presented in Table3.10. 
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Reliability of each composite scale was in an acceptable range for exploratory social science 

research (α >.60, Hair et al., 2006; DeVillis, 1991) with the exception of the BRCS. Resiliency, 

measured by the BRCS, in a previous study of gifted early-college-entrants (Hoggan, 2008), had 

low alphas as well. The consistently low Cronbach’s alpha in the TAMS, Honors College, and 

combined group indicates that the items in the BRCS are not measuring resiliency in the gifted 

population in the same way they had measured resiliency in other populations (Sinclair & 

Wallston, 2004). Data for the BRCS were removed for the final analysis. Table 3.10 presents the 

internal consistency statistics for scaled variables used in the present research. 

Table 3.10 

Internal Consistency Statistics for Scaled Variables Whole Group (N = 213), TAMS (n = 122), 
and Honors College (n = 91) 
 

Original Scale    Current Study 

Reported by Authors    Aggregate 
Group  TAMS  Honors College 

 α  *  α CI 
(95%)  α CI 

(95%)  α CI 
(95%) 

PWI-Aa  .70 - .85  2008  .80 .76 - .84  .82 .77 - .86  .78 .70 - .84 
PWI-Aa  .70 - .85  2009  .86 .83 - .89  .87 .83 - .90  .87 .83 - .91 
STCI-Tb              
 Cheerfulness .87  2008  .87 .84 - .89  .82 .76 - .86  .88 .84 - .91 
 Seriousness .76  2008  .70 .63 - .75  .70 .61 - .77  .70 .59 - .78 
 Bad Mood .68  2008  .86 .83 - .89  .82 .77 - .86  .89 .85 - .92 
BRCSc  .69 - .71  2008  .47 .35 - .58  .44 .26 - .59  .52 .34 - .67 
DRId  .78 - .91  2008  .92 .90 - .94  .91 .88 - .93  .94 .93 - .96 
GQe .82  2008  .79 .75 - .84  .74 .66 - .80  .86 .82 - .90 
GSEf .76 - .90  2008  .82 .78 - .85  .78 .72 - .83  .85 .81 - .90 
Hopeg .74 - .84  2008  .67 .60 - .74  .65 .52 - .73  .71 .61 - .79  
 Pathways   2008  .61 .52 - .69  .59 .46 - .70  .64 .51 - .75 
 Agency   2008  .59 .50 - .68  .55 .41 - .70  .65 .51 - .75 
TOIh .94 - .98  2008  .86 .82 - .88  .83 .78 - .87  .90 .86 - .93 
 Fixed   2008  .94 .92 - .95  .94 .92 - .96  .93 .90 - .95 
 Growth   2008  .47 .34 -.38  .28 .05 - .47  .68 .56 - .78 

Note. * Year scale was administered to participants. a International Wellbeing Group. b Ruch, Kohler and van 
Thriel. cSinclair & Watson. dKoenig, Patterson, & Meador. e McCullough, Emmons, and Tsang. f Jarusalem & 
Schwarzer. g Snyder. h Dweck 
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Research Design 

There is increasing awareness and use of growth modeling techniques for data analysis in 

social and psychological science research (Jung & Wickrama, 2008). Established growth 

modeling techniques often assume that individuals come from a single population and that one 

growth path can effectively estimate a whole population. As well, conventional growth models 

assume that the variables affecting growth influence each person in the same way. Yet, within 

any population, there are subpopulations identified by different traits, needs, or status. In every 

school population, there is a variety of subgroups. In an examination of the gifted student 

subpopulation in a school, one will find different intellectual levels, varying creative ability, 

varying enriching experiences outside of the classroom environment, as well as other 

characteristics (Gross, 2004, Collangelo, Assouline & Gross, 2004).  

The current study design used two modeling analyses, latent transition analysis (LTA) 

and latent class analysis (LCA). Both LTA and LCA have the ability to break the sample 

population into latent classes (unobserved categorical variables) and examine the effect 

covariates have on class membership. LTA moves beyond LCA to identify the magnitude of 

transition in latent class membership when repeated measures of variables are available. In 

longitudinal studies, researchers (i.e., Vialle, Heaven, & Ciarrochi, 2007; Webb, Lubinski, & 

Benbow, 2007; Lubinski & Benbow, 1994) have used data analyses that examines transition or 

movement in directly observed outcomes. In this study, directly observed variables are those 

explicitly measured (i.e. general self-efficacy, theories of intelligence, hope, gratitude, 

religiosity, disposition, and resiliency). The LTA model and the LCA are different from the more 

traditional statistical analysis methods such as analysis of variance, (ANOVA), multiple analysis 

of variance, (MANOVA), and regression analysis because LTA and LCA specify change in 
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unobserved categorical variables (latent classes) that are discovered through the analysis of 

observed variables (Nylund, 2007).  

Although the current study design used LTA and LCA, analyses that are more traditional 

were used if correlation results indicated there was no correlation between the dependent and 

independent variables for each study group. If correlation was not present between the dependent 

and independent variables in the three study groups, a three-step process was used to answer the 

research questions. First, an unconditional LCA was conducted to determine latent classes. Next, 

correlation analyses were performed for each class to determined correlation between dependent 

and independent variables in each class. Lastly, regression analysis with the independent 

covariates that correlated with the dependent variable in each class was carried out to examine 

variance accounted for by the covariates within the class. If there was no correlation and no 

latent classes present, then analysis could not be conducted.  

If the data for the independent and dependent variables for this study were correlated, but 

did not indicate a multi-class model for personal well-being, a GLM repeated measures analyses 

was used instead of the LTA to determine the amount of variance accounted for by the 

psychological measures. If data indicated a single-class model in the analysis of academic 

success, a regression analysis determined the effect the psychological measures have on 

academic success. Repeated measures analysis could not be used with academic success because 

there is only one measure of college GPA in this study. The results chapter of this paper presents 

discussion of analyses that are different from the LTA and LCA as they were used.  
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Latent Transition Analysis (LTA) 

Growth Curve Modeling 

LTA models combine growth curve modeling and autoregressive modeling in the 

examination of categorical variable data (Nylund, 2007). Growth curve analysis describes 

differences in repeatedly measured outcomes using the growth indicators, intercept and slope, 

and the related means and variances of the intercept and slope. The intercept growth mean 

indicates the estimated average point value at the first assessment and the intercept growth 

variance specifies the magnitude of difference in the growth process between the initial 

measurement and subsequent measurements. The slope growth mean provides the average rate of 

growth between measurement time-points and the slope growth variance tells the estimated 

variation in individual growth rates.  

For a general linear growth curve model, each individual’s status on the outcome is 

assumed to change at a constant rate and these rates vary randomly for the population of 

individuals (Nylund, 2007). An important quality of the growth curve model is that outcomes of 

repeated measures are related to each other through the growth-estimated variance in intercept 

and slope and not directly related to each other. To use the present study as an illustrative 

example, the explanation of growth factor means can hypothetically be expressed as follows: the 

average PWI-A score of gifted college students at entrance to the university was 73. On average, 

the students’ level of personal well-being rose 3.2 points over the first year. The estimated mean 

of the intercept is 73 at assessment point one. The estimated mean of the slope is 3.2. This 

suggests that the scores, on average, increase 3.2 points at each assessment point.  
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Autoregressive Models 

The second component of the LTA is the autoregressive model. Where the growth curve 

model examines change through the relationship of variance in growth indices of intercept and 

slope, the autoregressive model uses time-adjacent relationships of individuals’ outcomes to 

represent differences in the outcome variable. Time-adjacent outcomes are regression outcomes 

from consecutive measurement time-points. The outcome of the autoregressive model directly 

relates to at least one of the previously measured outcomes ([Figure 3.1] Nylund, 2007). 

Autoregressive outcomes can also be related through immediate or removed effects. An 

immediate relationship is a first-order autoregressive model. First-order models have outcomes 

directly related to the immediately previous outcome. In a study that has three time-point 

measures (t1, t2, t3) the first-order autoregressive model would be a regression of t2 on t1. A 

second-order effect is achieved with a regression of t3 on t1. In autoregressive models, 

measurement time-points can be regularly or unevenly spaced (Nylund, 2007). The regression 

coefficients of adjacent measurements indicate if change occurred between measurement points 

and to what extent.  

 

Personal Well-being - Building and Specifying a  
Latent Transition Analysis Model 

 
 LTA was used to address Questions 1a and 2a. LTA is an analysis that allows 

simultaneous description of latent categorical variables (growth curve modeling) and the 

longitudinal changes that occur between latent classes (autoregressive modeling). The general 

unconditional LTA model shown in Figure 3.1 illustrates the combination of the growth model 

and the autoregressive models. This current study has two measurement points (beginning of the 

program and after one year), representative of a first-order effects in the LTA model. To more 
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fully understand the LTA second order effects (C1 to C3); a model with the three time points 

shows a better conception of LTA model.  

 
Figure 3.1. Unconditional latent transition analysis model with three continuous observed 
outcomes and three measurement time points. First order effect (C1 to C2). Second order effect 
(C1 to C3). 
 
 

In the latent transition model, (Figure 3.1) Y1, Y2, and Y3 represent the observed outcome 

variable. The class structures are represented by C1, C2, and C3. At each measurement time, the 

participant population can have a different class structure. The vertical structure of the model is 

the growth analysis component of the model and the horizontal structure is the autoregressive 

component. The arrow pointing from C1 to Y1 indicates that the observed outcome variable is 

used to determine model fit for class structure; the arrow pointing from C1 to C2 specifies that the 

classes present at Time 2 are regressed on the classes present at Time 1. Furthermore, Figure 3.1 

indicates a regression of C3 on C2 and a second-order effect of C3 on C1. 

 

Specified LTA Model for Present Research 

Unconditional model. The initial step in the LTA involves conducting an unconditional 

LCA to determine the number of latent classes in a population. In the unconditional LCA, the 

outcome variable is used to determine the latent class model for a population. The unconditional 

LCA produces model fit indices that indicate the number of latent classes within a population 
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and generates a probability output that assigns individuals class membership for the outcome 

variable.  

 Determining the number of classes is not a specified uniform process. Various fit indices 

along with theoretical reason are used when determining an unconditional model (Jung & 

Wickrama). The Bayesian information criterion ([BIC] Schwartz, 1978), with the bootstrap 

likelihood ratio test (BLRT), have been establish to be the best indicators of the number of 

classes (Nylund, Asparouhov & Muthén, 2007). Entropy is another indicator used when 

determining model fit. Entropy (Muthen, 2004) is a measure that gives a calculation of the 

average latent class probability for the most likely latent class fit (Ramaswamy, DeSarbo, 

Reibstein, & Robinson, 1993). The entropy value ranges from zero to one. Entropy values closer 

to one indicate a stronger accuracy in the assignment of individuals to classes. Once the number 

of classes is determined, individuals are statically assigned to classes. An individual who has a 

probability of 0.10 (entropy) of being in class one and 0.90 (entropy) of being in class two will 

be assigned to class two based on the higher probability value.  

The fit of classes within the population for this study, is informed through a comparison 

of class models on the BIC, BLRT, and entropy fit indices. The model with a significant BLRT 

p-value, the lowest BIC value in comparison to the other class models being tested, and entropy 

close to 1.0 is determined to be the best model (Nyland, 2007). 

Once the classes are determined, the fully specified model is run with all time-invariant 

and time-varying covariates included in the analysis. The outcome of this analysis will help 

determine how individuals move between latent classes, what variables influence class 

membership, the influence time-varying and time-invariant covariates, including the group 
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membership of TAMS and Honors College, have on personal well-being at entry and after one 

year. 

When a population is homogeneous, a multiclass model will not be present. Without 

multiclass models, it is not necessary to conduct a LTA because transition cannot happen in a 

single-class model. In this study, if the unconditional LCA did not indicate there were latent 

classes in the population for personal well-being, a GLM repeated measures analysis was 

conducted.  

Fully conditioned LTA model. Data analysis, using LTA, consists of several analytical 

steps that are done simultaneously when the fully conditioned LTA model is run. The first step in 

the conditioned model is the univariate regression for class structure. This process involves 

determining class fit for each individual on each time-varying covariate. Figure 3.2 illustrates 

this step at Time 1 for the current study. Rectangles represent observed variables. In Figure 3.2, 

Y1 is the outcome variable, personal well-being, at Time 1, and X1 is representative of covariates 

at Time 1. Variables depicted by circles (C1) are latent classes at Time 1.  

 

 

Figure 3.2 Univariate regression for class structure - t1. 
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Figure 3.3 illustrates the univariate regression for class structure at Time 2. In Figure 3.3, 

Y2 is the outcome variable, personal well-being, at Time 2, and X1 is symbolizes covariates at 

Time 1. Variables represented by circles (C2) are unobserved latent variable classes at Time 2. 

The ellipsis in Figures 3.2 and 3.3 indicates this process continues for all time varying covariates 

included in the study. 

 

Figure 3.3 Univariate regression for class structure – t2. 

In the LTA model, observed variables are constructs that are directly measured and can 

be time varying or time-invariant. The time-varying variables are constructs measured over time 

and can change with time. In the present research, personal well-being at Time 1 and Time 2, and 

GPA at Time 2 are observed outcome variables and can vary over time. The time-varying 

covariates are also called independent variables. In the present study, general self-efficacy, 

disposition, theories of intelligence, hope, religiosity, and gratitude are time-varying covariates 

measured at Time 1. Unobserved variables, also referred to as latent classes, are discovered 

through the analysis of the observed variables. The class structures (C1 and C2), in the current 

study, are discovered through the analysis of the observed variables listed above. Y1 represents 

personal well-being at the first measurement occasion. Personal well-being is regressed on X1 to 
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determine intercept and slope. The intercept and slope of each individual in the participant 

population is considered and individuals are assigned to classes. 

Class membership for each person on each variable is not uniform. LTA analysis allows 

the researcher to examine individuals in a population and assign them to a class (Jung & 

Wickrama, 2008). Each class will have a unique regression line of best fit. Figure 3.4 illustrates 

individual regression lines for an imaginary population when personal well-being is regressed on 

general self-efficacy.  

       

 

 

 

Figure 3.4. Individual trajectories hypothetical population. 
 

Figure 3.4 shows that one line of best fit would not be the best representation of this 

population. The figure also demonstrates that for some in this population, as general self-efficacy 

goes up, personal well-being goes up. For others, as general self-efficacy goes up, personal well-

being goes down. Given that the figure shows there is not one line of best fit, it is important to 

examine if the population is significantly representative of multiple classes. (Jung & 

Wickrama,2008). If the population characterized in Figure 3.4 is representative of a two-class 

model, the groups can be described as those in with high general self-efficacy and high personal 

well-being (class 1) and those with a high general self-efficacy and low personal well-being 

(class 2). In this current study, there is not a strong reason to hypothesize about the number of 

classes the population will have. It is anticipated that the model will generate either a single-class 

model or a two-class model.  

General Self-efficacy 

  Personal Well-being 
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The fully conditioned LTA used in this study is shown in Figure 3.5. This model, like the 

unconditional LTA model in Figure 3.1, combines growth models and the auto regressive model. 

Time-varying covariates (X1 and X2) and time-invariant covariates (X) have been added to the 

model. Time-invariant variables (X) are those variables that do not change with time (i.e. gender, 

ethnicity, SAT score). There is no strong hypothesis about how the time-invariant variables 

influence class in the present research. This current study tested the time-invariant variables 

(gender, ethnicity, and SAT), to determine the effect these variables have on class membership.  

Y1 Y2

X1 X2

X

C1 C2

 

Figure 3.5. Conditional LTA model for personal well-being in the present research study.  

Using LTA in this analysis, and analyses like this one, allows the inter-correlation effect 

of all variables to be included in the analysis. When the researcher creates groupings based on 

descriptive data or single imputation (SI) the relationships and the influence of all the variables is 

lost and the significant difference between groups is unknown.  

  

Academic Success - Latent Class Analysis Model 

The fully conditioned latent class analysis is used to answer Research Questions 1b and 

2b. These questions ask if the levels of various psychological measures are predictive of GPA at 
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the end of one year in the program. This analysis examines Time 1 measurements of independent 

variables as they relate to GPA at the end of the spring semester. There is only one measurement 

of GPA, therefore, a latent class model instead of a transition model is used in the analysis. The 

fully conditioned LCA begins in the same way as the LTA used in the analysis of personal well-

being discussed earlier. First, the number of classes in the outcome variable, GPA, is determined 

through the analysis of the unconditional LCA. Fit indices are analyzed to determine the best 

model fit. The class fit is determined by a comparison of class models on the BIC, BLRT, and 

entropy fit indices. The model with a significant BLRT p-value, the lowest BIC value when 

compared to the other class models being tested, and entropy close to 1.0 is determined to be the 

best model (Nyland, 2007). If latent classes are not present in the exploration of GPA, a 

regression is conducted to determine how the psychological measures account for variance in 

GPA.  

Once the latent class model is determined, covariates are added to the analysis to examine 

how they influence GPA in each latent class. Figure 3.6 illustrates the LCA path diagram 

planned for the present research. 

 

 
 

 
Figure 3.6. Conditioned LCA path diagram for GPA in the present study. 
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In the LCA model (Figure 3.6), the outcome variable, GPA after one year at college (Y2), 

is regressed on the initial individual time-varying psychological measures (X1) and time-

invariant variables (X) to determine how these variables effect class membership. The outcome 

of this analysis shows how the levels of the various psychological constructs influence GPA after 

one-year in college. 

 

Summary 

The outcome variables in this study are personal well-being and academic success. In the 

data analysis, various psychological constructs (i.e. general self-efficacy, theories of intelligence, 

hope, gratitude, religiosity, disposition, and resiliency) are examined to determine their 

mediating effect on personal well-being and academic success. LTA is used to explore 

unobserved latent classes within the study population and the influence measured psychological 

constructs have on personal well-being. This analysis explores individuals’ transition between 

latent classes over time. LCA is used to explore the unobserved latent classes in the participant 

groups the effect measured psychological constructs have on academic success.  

If the data do not indicate latent classes in the populations more traditional analysis 

methods will determine the effect measured psychological constructs have on personal well-

being and academic success. A GLM repeated measures analysis will determine variance 

accounted for by the psychological constructs in the analysis of personal well-being. Since only 

one measure of academic success is present in this study, regression will determine variance 

accounted for by the psychological constructs in the examination of academic success. 

If the data do not indicate correlation or if only one variable is correlated with each 

outcome variable a three-step analysis will determine the mediating effect the measured 
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psychological variables have on personal well-being and academic success. The three steps in the 

analysis include: (a) unconditional LCA to determine latent classes in the study populations (b) 

correlation among the independent and dependent variables, and (c) regression analysis between 

the correlated psychological measures and psychological well-being and academic success. 

Chapter IV presents the results from the data analysis methods presented in this chapter.  
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CHAPTER IV 

RESULTS 

The purpose of this study was to examine the relationship between psychological 

measures and academic environment, and the mediating influence these constructs had on the 

academic and personal well-being of gifted college students. Based on the two research 

questions, this study first examined the effects of various psychological measures (i.e. general 

self-efficacy, theories of intelligence, hope, gratitude, religiosity, disposition, and resiliency) on 

the personal well-being and academic success of an aggregate group of gifted college students. 

The aggregate group of gifted college students consisted of TAMS and Honors students who 

entered the university in the fall of 2008. Second, this study examined the effects of various 

psychological measures on the personal well-being and academic success of a disaggregate 

group of TAMS students and a disaggregate group of Honors students. Results of the 

examination on how the measured psychological constructs mediate personal well-being, in the 

aggregate and disaggregate groups, are presented first in this chapter. Then results of the 

examination on the effect the measured psychological constructs had on academic success for the 

aggregate and disaggregate groups are presented. 

 

Personal Well-being (PWI-A) 

In the current study, the research questions guided the investigation of personal well-

being for the aggregate group of gifted college students and the disaggregate TAMS and Honors 

College groups. Specifically, Questions 1a and 2a asked about the effect of measured 

psychological constructs on the personal well-being of gifted college students between the start 

of college and after one year. Various statistical analyses were conducted to examine the 
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relationship between the variables. First, Pearson product moment correlation analyses (Pearson, 

1895) were conducted to determine the relationship between personal well-being and the 

psychological measures of general self-efficacy, self-theories of intelligence, hope, gratitude, 

religiosity, disposition, and resiliency. Then a latent transition analysis (LTA) was used to 

examine latent classes within each group. The initial step of the LTA was to determine the 

number of latent classes that best fit the data for the population used in this study. The number of 

latent classes was determined by conducting an unconditional latent class analysis (LCA). The 

unconditional LCA produced fit indices that give probabilities that the data were fit correctly for 

the latent classes. In this study, if the fit indices for the unconditional LCA in the initial steps of 

the LTA did not indicate the data were representative of multiple class models, a repeated 

measures analysis was used to examine the effects of the psychological measures on personal 

well-being. Information about each step of the analysis follows. 

 

Correlations between the Psychological Measures and Personal Well-being 

The first step in the personal well-being analysis was to determine if the independent 

variables were correlated with the dependent variable. A variable that does not significantly 

correlate with the dependent variable does not contribute to the variance in the dependent 

variable and weakens the analysis by reducing degrees of freedom (Davis, A., & Easton-Brooks, 

D., personal communication, February 18, 2010; Hinkle, Wiersma, & Jurs, 2003). Reducing 

degrees of freedom by using uncorrelated variables restricts variability for the data and decreases 

the opportunity to attain significance in the research findings (Hinkle, Wiersma, & Jurs, 2003). A 

Pearson product moment correlation (Pearson, 1895) was used to determine correlated variables 

for each group. Correlation results are presented in Tables 4.1 - 4.3. Table 4.1 presents 
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psychological measures correlated with personal well-being for the aggregate group of gifted 

college students. Cheerfulness, r(211) = .18, p < .05; bad mood, r(211) = -.25, p < .05; gratitude, 

r(211) = .24, p < .01; general self-efficacy, r(211) = .18; p < .05; and hope-agency, r(211) = .34, 

p < .01, were correlated in this group.  

Table 4.1  

Variable Correlations for PWI-A Analysis – Aggregate Group of Gifted Students (n = 213) 

 1 2 3 4 5 6 7 8 9 10 11 
1. PWI-A  -           
2. Cheerfulness .18* -          

3. Seriousness -.03 .05 -         
4. Bad Mood -.25* -.66* -.01 -        

5. Religiosity -.09 -.24** -.03 .24** -       
6. Gratitude .24** .26** .06 -.31** -.20** -      

7. Self-efficacy .18* .09 .24** -.07 -.02 .23* -     
8. Hope-pathways .12 .03 .13 -.06 -.00 .13 .64** -    

9. Hope-agency .34** .24* .14 -.32* -.19* .31** .45* .34* -   
10. TOI Fixed -.02 .12 .01 -.08 -.13 .14* .12 .07 .03 -  

11. TOI Growth -.03 .08 .05 -.04 -.04 .09 .10 .08 .07 .69* - 

Note. ** Correlation is significant at the 0.01 level (2-tailed)  * Correlation is significant at the 0.05 level (2-tailed). 

 
Table 4.2 presents psychological measures correlated with personal well-being for the 

TAMS participant group. Cheerfulness, r(120) = .32, p < .01; bad mood, r(120) = .38, p < .01; 

gratitude, r(120) = .29, p < .01; and hope-agency, r(120) = .31, p < .01, were correlated with 

personal well-being for the TAMS group. 
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Note. ** Correlation is significant at the 0.01 level (2-tailed)  * Correlation is significant at the 0.05 level (2-tailed). 
 

Table 4.3 presents psychological measures correlated with personal well-being for the 

Honors College group. The table shows that hope-agency was the only psychological measure 

that correlated, r(89) = .38, p < .01, with personal well-being in the Honors College participant 

group. 

Those variables not significantly correlated with the dependent variable were removed 

from further analysis for that group. Table 4.4 presents a summary of correlated variables by 

group. 

 

 

 

 

 

Table 4.2 

Variable Correlations for PWI-A Analysis – TAMS Students (n = 122) 

 1 2 3 4 5 6 7 8 9 10 11 
1. PWI-A -           
2. Cheerfulness .32** -          

3. Seriousness .04 -.00 -         
4. Bad Mood -.38** -.58** .16 -        
5. Religiosity -.10 -.08 .13 .06 -       

6. Gratitude .29** .37** .07 -.35** -.17 -      
7. Self-efficacy .15 .23* .41** -.06 -.00 .19* -     

8. Hope-pathways .16 .16 .22* -.09 .00 .12 .57** -    
9. Hope-agency .31** .35** .21* -.26** -.19* .29** .39** .31** -   

10. TOI Fixed -.02 .12 -.00 -.04 -.11 .14 .10 .00 -.03 -  
11. TOI Growth -.10 .02 .03 .02 -.02 .15 .14 .05 -.02 .65** - 
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Table 4.3  

Variable Correlations for PWI-A Analysis – Honors College Students (n = 91) 

 1 2 3 4 5 6 7 8 9 10 11 
1. PWI-A -           
2. Cheerfulness .09 -          

3. Seriousness -.11 .17 -         
4. Bad Mood -.13 -.77** -.18 -        

5. Religiosity -.09 -.38** -.23* .38** -       
6. Gratitude .18 .29** .05 -.31** -.26* -      

7. Self-efficacy .20 .04 .05 -.10 -.06 .25* -     
8. Hope-pathways .05 -.05 -.00 -.04 -.03 .14 .75** -    

9. Hope-agency .38** .26* .04 -.40** -.21* .33** .51** .37** -   
10. TOI Fixed -.02 .10 .05 -.12 -.15 .16 .15 .20 .12 -  

11. TOI Growth .07 .03 .09 -.06 -.05 .04 .09 .14 .21* .75** - 

Note. ** Correlation is significant at the 0.01 level (2-tailed)  * Correlation is significant at the 0.05 level (2-tailed). 
 
 
Table 4.4  

Summary of Variable Correlations in PWI-A Analysis – All Groups 

Aggregate Group          r  TAMS Group          r  Honors Group        r 
Hope-agency .34**  Hope-agency .31**  Hope-agency .38** 
Cheerfulness .18*  Cheerfulness .32**    
Bad Mood -.25*  Bad Mood -.38**    
Gratitude .24**  Gratitude .29**    
General Self-efficacy .18*       

Note. ** Correlation is significant at the 0.01 level (2-tailed)  * Correlation is significant at the 0.05 level (2-tailed). 
 

 

Specification of the Latent Class Model - PWI-A 

The next step in the data analysis was the LTA, which included several analyses. The 

first of these analyses was the specification of the unconditional latent class models (LCM) for 
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the aggregate group of students and each of the disaggregate participant groups separately. When 

conducting the LTA, the measures of the PWI-A at entrance and after one year allow a 

longitudinal examination of the changes that occur in the latent classes over the year’s time. LTA 

examines how the students transition between latent classes (i.e. between low personal well-

being and high personal well-being) and how the independent variables influence the movement 

between the latent classes. The first step in the LTA was to specify an unconditional LCM. The 

purpose for specifying the unconditional latent class model was to establish a statistical model 

that best fits the data. Specifying the unconditional LCA involves selection of measurement 

models that statistically determine a number of probable latent classes within each group on a 

dependent variable (Muthén & Muthén, 2007). Therefore, only the dependent variable is used in 

determining the LCM (Jung & Wickrama, 2008). The statistical software package Mplus 4.2 

(Muthén & Muthén, 1998-2007) was used to conduct the unconditional LCA.  

 

LCA Fit Indices 

  A number of fit indices along with theoretical justification were used when determining 

an unconditional model (Jung & Wickrama, 2008). When determining unconditional latent class 

models, the Bayesian Information Criterion ([BIC] Schwartz, 1978), in combination with the 

Bootstrap Likelihood Ratio Test (BLRT), have been establish to be the best indicators of the 

number of classes (Nylund, Asparouhov & Muthén, 2007). Entropy is another important 

consideration when determining model fit. When determining the class fit, it is important to have 

entropy values close to 1.0 (Jung & Wickrama, 2008). High entropy, values near 1.0, indicates 

the likelihood that the individuals in each class are placed in the correct class. An entropy value 
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of .95 indicates that there is a 95% probability that the individuals in the participant population 

are placed into the correct classes (Jung & Wickrama, 2008).  

To determine the number of classes within the population for this study, the analysis was 

guided by the comparison of class models on the BIC, BLRT, and entropy fit indices (Muthén & 

Muthén, 2007). The model with a significant BLRT p-value, the lowest BIC value in comparison 

to the other class models being tested, and entropy close to 1.0 is determined to be the best model 

(Nyland, 2007).  

 

Examining PWI-A Fit Indices 

 PWI-A at entrance. The model fit indices for the PWI-A at entrance to the university, for 

each group, is presented in this section. Table 4.5 shows significance in the BLRT in the 2-class 

model for the aggregate group. The statistically significant BLRT (p = .01) in the 2-class model 

indicates there is a significant improvement in fit between the 1-class model and the 2-class 

model. However, the 2-class model entropy value indicates that there is only a 56% probability 

that the data fit a 2-class model. This suggests that there is 44% probability that the data 

associated with the population do not fit a 2-class model. The low entropy value and the rise in 

the BIC from the 1-class model to the 2-class model indicate the 1-class model is the proper 

model for this data. Therefore, a 1-class model best fit the data for the aggregate group of TAMS 

and Honors College participants. 

 The model fit for the TAMS group (Table 4.5) shows significance in the BLRT (p = .03) 

for the 2-class model, indicating that there is a significant improvement in the fit between the 1-

class and the 2-class model for the TAMS group. The entropy value for the 2-class model 

indicates that there is a 64% probability that data fit a 2-class model. This low entropy value and 
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the rise in the BIC from the 1-class model to the 2-class model indicate the 1-class model is the 

proper fit for the TAMS group.  

Table 4.5  

Unconditional Model Fit Indices – PWI-A at Entrance 

Model BLRT BIC Entropy 

Aggregate Group of 
Gifted College Students 
(n = 213) 

1-class** -- 1587.11 -- 
2-classes *0.01 1589.30 0.56 
3-classes 0.09 1594.41 0.68 

TAMS Students (n = 122) 
1-class** -- 918.37 -- 
2-classes *0.03 919.61 0.64 
3-classes 0.09 929.22 0.77 

Honors College Students 
(n = 91) 

1-class** -- 675.19 -- 
2-classes 0.68 681.97 0.49 

Note. * p < .05; ** Selected model; BLRT = bootstrapped likelihood ratio test; BIC = Bayesian information criterion 
value; --Indicates that the value not produced at that stage of the model. 
 
 

Fit indices for the Honors College group (Table 4.5) show that there is no significance in 

the BLRT for the 2-class model. The rise in the BIC from the 1-class model to the 2-class model 

and the low entropy value give further indication that the 1-class model is the proper model for 

the Honors College group. 

PWI-A after one year at college. Table 4.6 shows significance in the BLRT in the 2-class 

model for the aggregate group after one year at college. The statistically significant BLRT 

(p=.03) in the 2-class model indicates there is a significant improvement in fit between the 1-

class model and the 2-class model. However, the 2-class model entropy value indicates that there 

is only a 75% probability that data fit in the 2-class model. The low entropy value and the rise in 

the BIC from the 1-class model to the 2-class model indicate that the 1-class model is the proper 

model for the aggregate group of TAMS and Honors College students. 
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Table 4.6 

Unconditional Model Fit Indices – PWI-A After One Year 

Model BLRT BIC Entropy 

Aggregate Group of 
Gifted College Students 
(n = 213) 

1-class** -- 1641.84 -- 
2-classes *0.03 1645.43 0.75 
3-classes 0.21 1652.27 0.70 

TAMS Students (n = 122) 
1-class** -- 947.80 -- 
2-classes *0.03 953.99 0.75 
3-classes 0.10 962.32 0.66 

Honors College Students 
(n = 91) 

1-class** -- 701.49 -- 
2-classes 0.13 706.74 0.71 

Note. * p < .05; ** Selected model; BLRT = bootstrapped likelihood ratio test; BIC = Bayesian information criterion 
value; --Indicates that the value not produced at that stage of the model. 
 

The model fit for the TAMS group (Table 4.6) shows significance in the BLRT (p = .03) 

for the 2-class model, indicating that there was a significant improvement in the fit between the 

1-class and the 2-class model for the TAMS group. The entropy value for the 2-class model 

indicates that there was a 75% probability that the data fit a 2-class model. This low entropy 

value and the rise in the BIC indicate the 1-class model is the best fit for the TAMS group.  

 Fit indices for the Honors College group (Table 4.6) show there was no significance in 

the BLRT for the 2-class model. The rise in the BIC from the 1-class to the 2-class model and the 

low entropy give further indication that the 1-class model is the best model for the Honors 

College group.   

 The results of the unconditional LCA indicate the aggregate group and the disaggregate 

groups of gifted students in this study are homogeneous groups with respect to their levels of 

personal well-being at entrance to the university and after one year. The purpose of a LTA is to 

identify latent classes within a study population, and then analyze how the participants transition 
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between the latent classes over time. The finding of a 1-class model for the unconditional LCA 

in all three groups at both time points indicated there was no need to run that LTA.  

Without a multiple class model, examination of how the study participants transitioned between 

classes was not possible. Therefore to answer the research question about the effects of the 

psychological measures on personal well-being a repeated measures analysis was conducted. 

 

GLM Repeated Measures 

 While the finding of a single class model in the LCA does not suggest the need for the 

continuation of a fully conditioned LTA, the research question of the effects of the psychological 

measures on personal well-being was still unanswered.  To address the research question about 

the effects of psychological measures on personal well-being, a general linear model (GLM) 

repeated measures analysis was conducted.  

 The repeated measures analysis permitted a longitudinal examination of the PWI-A data 

for the homogeneous populations in this study. The repeated measures design is used when the 

same subjects are measured on an outcome variable at repeated time points. The repeated 

measures analysis decreases unsystematic variability in longitudinal research because the same 

subjects are used at each measurement and individual differences are controlled (Field, 2000). 

The reduction in unsystematic variability provides greater ability to identify variable effect. 

 Statistical Package for the Social Sciences (SPSS) 17.0 was used for the GLM repeated 

measures analysis. Data from the personal well-being measures were entered into the analysis as 

the within-subjects factor with two levels, PWI-A at entrance and PWI-A after one year. The 

measured psychological constructs and demographic variables were analyzed as covariates with 

PWI-A for the group. The repeated measures analysis controlled for individual differences and 
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accounted for the correlation between the repeated measures of personal well-being, allowing 

greater ability to identify the effects of the psychological constructs measured in this study.  

 

Aggregate Group of Gifted College Students – Repeated Measures Analysis 

 A Pearson product moment correlation (Pearson, 1895) indicated that cheerfulness, bad 

mood (negatively), gratitude, general self-efficacy, and hope-agency were correlated with 

personal well-being in the aggregate gifted college student group (Table 4.1). These variables 

were analyzed as covariates in the repeated measures analysis. The repeated measures analysis of 

covariance for the gifted college student group (Table 4.7) indicated hope-agency, F(1, 207) = 

20.25, p=.001, and lacking the disposition of bad mood, F(1, 207) = 5.76, p=.017, had a 

statistically significant relationship with personal well-being. The agency component of hope, 

positively correlated with personal well-being, accounted for 8.9% of the variance in personal 

well-being for the students in the aggregate group. 

Table 4.7  

Repeated Measures Analysis of Covariance – Aggregated Group of Gifted College Students 

Source SS df MS F p 
Partial 

η2 

Intercept 954.47 1 954.47 7.79 .001** .036 
Cheerfulness 229.07 1 229.07 1.87 .173 .009 
Bad Mood 705.34 1 705.34 5.76 .017* .027 
Gratitude 347.82 1 347.82 2.84 .093 .014 
General Self-Efficacy 126.25 1 126.25 1.03 .331 .005 
Hope - Agency 2480.54 1 2480.54 20.25 .001** .089 
Error 25352.51 207 122.48       

Note. *p < .05 **p < .01 
 

 Dispositional bad mood was negatively correlated with personal well-being and 

accounted for 2.7% of the variance in personal well-being in the aggregate group of gifted 
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college students. The disposition of cheerfulness, gratitude, and general self-efficacy did not 

have a statistically significant relationship with personal well-being in the repeated measures 

analysis for these participants. 

 

TAMS Students – Repeated Measures Analysis 

 The second research question in this study asked about personal development of gifted 

university students by program. As was done with the aggregate group of gifted college students, 

a GLM repeated measures analysis was conducted for the TAMS student participants. 

Cheerfulness, bad mood (negatively), gratitude, and hope-agency were correlated with personal 

well-being (Table 4.2) and were included as covariates in the repeated measures analysis.   

Table 4.8  

Repeated Measures Analysis of Covariance – TAMS Students 

Source 
SS df MS F p 

Partial 
η2 

Intercept 916.45 1 916.45 7.57 .007** .061 
Cheerfulness 236.43 1 236.43 1.95 .165 .016 
Bad Mood 1172.56 1 1172.56 9.69 .002** .076 
Gratitude 470.31 1 470.31 3.86 .051 .032 
Hope - Agency 1339.22 1 1339.22 11.06 .001** .086 
Error 14162.90 117 121.05    

Note. *p < .05 **p < .01 
 

The repeated measures analysis of covariance (Table 4.8) indicated hope-agency, F(1, 

117) = 11.06, p=.001, and lacking a disposition of bad mood, F(1, 117) = 9.69, p = .002, have a 

statistically significant association with personal well-being. The agency component of hope 

accounted for 8.6% of the variance and lacking dispositional bad mood accounted for 7.6% of 

the variance in personal well-being in the sample of TAMS students. The dispositions of 
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cheerfulness, and gratitude did not have a statistically significant relationship with personal well-

being in the repeated measures analysis of the TAMS participants. 

 

Honors College Students – Repeated Measures Analysis 

 A GLM repeated measures analysis examined the relationship between the selected 

psychological measures and personal well-being for the Honors College students. Hope-agency 

was included as a covariate in the repeated measures analysis.  

Table 4.9  

Repeated Measures Analysis of Covariance – Honors College Students 

Source SS df MS F p 
Partial 

η2 

Intercept 5.28 1 5.28 .048 .827 .001 
Hope - Agency 3068.88 1 3068.88 27.79 .001** .240 
Error 9716.66 88 110.42       
Note. *p < .05 **p < .01 
 

The agency component of hope had a statistically significant relationship with personal 

well-being. The repeated measures of analysis of covariance (Table 4.9) for the Honors College 

student group indicated that hope-agency, F(1, 88) = 27.79, p = .001, has a statistically 

significant relationship with personal well-being. Hope-agency accounted for 24% of the 

variance in personal well-being in the sample of Honors College students. 

 

Academic Success (GPA) 

The research questions guided the investigation of the mediating effect psychological 

measures have on academic success for the aggregate group of gifted college students and the 

disaggregate TAMS group and the disaggregate Honors College group. Specifically, Questions 
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1b and 2b asked about the effect of measured psychological constructs on the personal well-

being of gifted college students between the start of college and after one year. As was done in 

the analysis of personal well-being, a number of statistical analyses were conducted to examine 

the relationship between the variables. The first step in the analysis of academic success was to 

determine correlation between the psychological measures and academic success. If independent 

variables were correlated with GPA, a fully conditioned LCA was used. A fully conditioned 

LCA includes the unconditional latent class analysis described in the analysis of personal well-

being and then a regression of the latent class on the independent variables to analyze variance 

accounted for by the independent variables in each class. If the independent variables were 

uncorrelated or a group only had one variable correlated with GPA, an alternative analysis using 

(a) an unconditional LCA, (b) correlation of psychological measures in each class, and (3) 

regression analysis of variables correlated with GPA in each class was used.  

 

Correlations between the Psychological Measures and  
Personal Well-being by Group 

 

To begin the analysis of how the psychological measures affect academic success, 

correlations were conducted for the aggregate group of gifted students, the TAMS students, and 

the Honors College students to identify the measured psychological variables that contribute to 

the variance in academic success for each of the three groups. The correlation analysis indicated 

that there was no correlation between the measured psychological constructs and GPA for the 

aggregate group (Table 4.10).  
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Table 4.10  

GPA Correlations for the Aggregate Gifted College Participant Group (n = 213) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness -.02 -          
3. Seriousness .05 .05 -         
4. Bad Mood -.11 -.66** -.01 -        
5. Religiosity -.00 -.24** -.03 .24** -       
6. Gratitude -.00 .26** .06 -.31** -.20** -      
7. Self-efficacy .00 .09 .24** -.07 -.02 .23** -     
8. Hope-pathways -.05 .03 .13 -.06 -.00 .13 .64** -    
9. Hope-agency .03 .24** .14* -.32** -.19** .31** .45** .34** -   

10. TOI Fixed .04 .12 .01 -.08 -.13 .14* .12 .07 .03 -  
11. TOI Growth .00 .08 .05 -.04 -.04 .09 .10 .08 .07 .69** - 
Note. ** Correlation is significant at the 0.01 level (2-tailed)  * Correlation is significant at the 0.05 level (2-tailed). 

 
Table 4.11 presents the correlations analysis for the psychological measures and GPA for 

the TAMS participant group. The correlation analysis indicated there was no correlation between 

GPA and the psychological measures for this group. 

Table 4.11 

GPA Correlations for the TAMS Participant Group (n = 122) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness .12 -          
3. Seriousness .04 -.00 -         
4. Bad Mood -.14 -.58** .16 -        
5. Religiosity .13 -.08 .13 .06 -       
6. Gratitude -.12 .37** .07 -.35** -.17 -      
7. Self-efficacy .00 .23* .41** -.06 -.00 .19* -     
8. Hope-pathways -.06 .16 .22* -.09 .00 .12 .57** -    
9. Hope-agency -.02 .35** .21* -.26** -.19* .29** .39** .31** -   

10. TOI Fixed .07 .12 -.00 -.04 -.11 .14 .10 .00 -.03 -  
11. TOI Growth -.04 .02 .03 .02 -.02 .15 .14 .05 -.02 .65** - 
Note. ** Correlation is significant at the 0.01 level (2-tailed)  * Correlation is significant at the 0.05 level (2-tailed) 
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Table 4.12 presents the correlations analysis for the psychological measures and GPA for 

the Honors College participant group. Religiosity had a statistically significant small correlation, 

r(89) = .26, p < .05 with GPA in this group. 

Table 4.12  

GPA Correlations for the Honors College Participant Group (n = 91) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness .06 -          

3. Seriousness .03 .17 -         
4. Bad Mood -.14 -.77** -.18 -        

5. Religiosity -.26* -.38** -.23* .38** -       
6. Gratitude .11 .29** .05 -.31** -.27* -      

7. Self-efficacy -.05 .04 .05 -.10 -.06 .25* -     
8. Hope-pathways -.07 -.05 -.00 -.04 -.03 .14 .75** -    

9. Hope-agency .07 .26* .04 -.40** -.21* .33** .51** .37** -   
10. TOI Fixed .02 .10 .05 -.12 -.15 .16 .15 .20 .12 -  

11. TOI Growth .14 .03 .09 -.06 -.05 .04 .09 .14 .21* .75** - 

Note. ** Correlation is significant at the 0.01 level (2-tailed)  * Correlation is significant at the 0.05 level (2-tailed) 

 
The correlation analysis for the three groups in this study indicated there was no 

correlation between the measured psychological constructs and GPA for the aggregate group or 

the TAMS group. Religiosity had a statistically significant small negative correlation,  

r (89) = -.26, p < .05 with GPA for the Honors participants. Continuing with the fully 

conditioned LCA with the results from these correlations would restrict the information that 

could be gained in this investigation. At this point, the three-step process, which included (a) 

specification of the unconditional LCA, (b) correlation between independent and the dependent 
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variables for each class in each group, and (c) a regression analysis of correlated independent 

variables, was used to continue the analysis.  

 

Step 1 - Specification of the Unconditional Latent Class Models 

 In the same way that fit indices were determined for the PWI-A unconditional latent class 

models, fit indices for the unconditional latent class model for academic success (GPA) were 

established. The fit indices were used to determine the best model fit for the data. The model fit 

indices for GPA are presented in tables 4.13 – 4.15. Table 4.13 shows significance (p < .01) in 

the BLRT in the all of the class models for the aggregate group. Each class model had high 

entropy values. The rise in the BIC in the 5-class model as compared to the 4-class model 

indicated the 4-class model was the best fit for GPA in the aggregate group. 

Table 4.13  

GPA Fit Indices for Aggregate Gifted College Student Group (n = 213) 

Model BLRT BIC Entropy 
1-class  -- 196.38   -- 
2-classes 0.00* 148.59 0.86 
3-classes 0.00* 119.06 0.90 
4-classes** 0.00* 108.34 0.90 
5-classes 0.00* 110.29 0.90 

Note. * p < .05; ** Selected model; BLRT = bootstrapped likelihood ratio test; BIC = Bayesian information criterion 
value; -- Indicates that the value was not available for the model. 

 
The model fit for the TAMS group (Table 4.14) showed significance in the BLRT (p < 

.01) for the 2-class, 3-class, and 4-class models. The decrease in entropy and the rise in the BIC 

value in the 4-class model indicated the 3-class model was the best fit for the GPA data in the 

TAMS group.  
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Table 4.14 

GPA Fit Indices for TAMS Participant Group (n = 122) 

Model BLRT BIC Entropy 
1-class   -- 129.03  -- 
2-classes 0.00* 116.16 0.78 
3-classes** 0.00* 108.64 0.87 
4-classes  0.05* 111.00 0.85 

Note. * p < .05; ** Selected model; BLRT = bootstrapped likelihood ratio test; BIC = Bayesian information criterion 
value; -- Indicates that the value was not available for the model. 
 
 

Fit indices for the Honors College (Table 4.15) showed significance in the BLRT (p < 

.01) for the 2-class and 3-class models. Although there was a rise in the entropy value when 

comparing the 4-class model to the 3-class model, the non-significant BLRT value and the rise in 

the BIC value in the 4-class model indicated the 3-class model was the best fit for the GPA data 

in the TAMS group.  

Table 4.15 

GPA Fit Indices for Honors College Participant Group (n = 91) 

Model BLRT BIC Entropy 
1-class   -- 61.15  -- 
2-classes 0.00* 33.64 0.94 
3-classes** 0.00* 14.56 0.95 
4-classes 0.29 20.21 0.96 

Note. * p < .05; ** Selected Model; BLRT = bootstrapped likelihood ratio test; BIC = Bayesian information 
criterion value; -- Indicates that the value was not available for the model. 

 

Determining the best model fit for the GPA data involved comparing fit indices for the 

classes. Based on the comparison of the fit indices for GPA for each of the participant groups, 

the model fit indices (Tables 4.13 – 4.15) indicated the 4-class model was the best fit for data for 
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the aggregate group, and a 3-class model was the best fit for the disaggregate TAMS and Honors 

College groups.  

Once the number of classes for a model was determined, examination of the number of 

members in each group, the probability of group membership, and the mean for each group was 

conducted to obtain a more complete description of the latent classes and further evidence of 

proper model fit. The descriptive statistics for the aggregate group latent classes (Table 4.16) 

showed a good model fit with high probabilities that students placed in each class belonged in 

that class. The class labels for the groups were interpreted through the GPA mean for each class. 

Letter grades, based on a 4-point GPA scale, were used as labels for the classes. In the aggregate 

group model the letter grades labels were A students (M=3.90), B+ students (M=3.51), B students 

(M=3.16), and C+ students (M=2.66).  

Table 4.16  

 GPA – Aggregate Group Descriptive Statistics for the Unconditional LCA 

 N 
Class 

Probability M SE 
95% CI 

Lower Upper 
A Students 132 .97 3.90 .013 3.87 3.93 

B+ Students 41 .86 3.51 .043 3.43 3.59 

B Students  29 .92 3.16 .038 3.09 3.23 

C+ Students 11 .98 2.66 .055 2.55 2.77 

 

 Descriptive statistics for TAMS group latent classes (Table 4.17) indicated a good model 

fit, with high probabilities that students placed in each class belonged in that class. The means of 

each class were used for the interpretation of each class. The classes for the TAMS participants 

were assigned the letter grade labels of A students (M = 3.85), B students (M = 3.28), and C+ 

students (M = 2.74).  
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Table 4.17  

GPA – TAMS Additional Fit Indices and Descriptive Statistics for the Unconditional LCA 

 
N 

Class 
Probability M SE 

95% CI 

Lower Upper 
A Students 73 .97 3.85 .025 3.80 3.90 

B Students 40 .89 3.28 .061 3.16 3.40 

C+ Students 9 .92 2.74 .127 2.49 2.99 

 

The descriptive statistics for the Honors group latent classes (Table 4.18) indicated a 

good model fit, with high probabilities that students placed in each class belonged in that class. 

The means were used for interpretation of the classes. The classes for the Honors College 

students were assigned the letter grade labels of A students (M=3.90), B students (M=3.41), and 

C+ students (M=2.71).  

Table 4.18 
 
GPA – Honors College Additional Fit Indices and Descriptive Statistics for the Unconditional 
LCA 
 

 N 
Class 

Probability M SE 

95% CI 

Lower Upper 
A Students 69 .99 3.90 .015 3.87 3.93 

B Students 18 .96 3.41 .049 3.31 3.51 

C+ Students 4 .98 2.71 .106 2.50 2.92 

 

Tables 4.16 – 4.18 present descriptive statistics that aid in the determination of proper fit 

for each class in each group and the interpretation of the group membership. The class 

probabilities for participant group were high ranging from p = .86 to p=.99, and there was a 

delineation of GPA means for each group which allowed for interpretation of letter grade labels 

for each group. 
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Step 2 – Correlation by Latent Class 

After determining the number of latent classes for GPA, Pearson product moment 

correlations (Pearson, 1895) were conducted for each latent class in each group. The correlation 

in this analysis provided information about the relationship between the psychological measures 

and GPA for each latent class. Psychological measures that are significantly correlated with the 

GPA in each class indicate which psychological measures have a significant relationship with 

GPA for that class. First presented are the class correlations for GPA for the aggregate group 

(Tables 4.19 – 4.22).  

Table 4.19 

GPA Correlations for the Aggregate Gifted College Student Group - Class 2, A Student Class (n 
= 132) 
 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness -.05 -          

3. Seriousness -.12 .04 -         

4. Bad Mood -.05 -.65** .04 -        

5. Religiosity -.05 -.13 -.05 .19* -       

6. Gratitude .08 .22* .11 -.25** -.14 -      

7. Self-efficacy .13 .13 .27** -.21* -.04 .21* -     

8. Hope-pathways .18* .06 .12 -.14 -.04 .14 .62** -    

9. Hope-agency .03 .30** .13 -.46** -.18* .35** .51** .42** -   

10. TOI Fixed .20* .10 -.06 -.07 -.19* .08 .12 .11 .04 -  

11. TOI Growth -.03 .04 -.05 -.03 -.04 .02 .09 .09 .07 .10 - 

Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 
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In the aggregate group A student class (Table 4.19), there were two psychological measures that 

significantly correlate with GPA. In this class, hope-pathways, r(130) = .18, p < .05, and theories 

of intelligence-fixed, r(130) = .20, p < .05, had significant correlations with GPA. 

Table 4.20 provides information about the correlation of psychological measures and 

GPA for the aggregate group B+ students. Examination of the correlation matrix revealed there 

were no psychological measures correlated with GPA for this class.  

Table 4.20 

GPA Correlations for the Aggregate Gifted College Student Group - Class 3, B+ Students (n = 41) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness . 23 -          

3. Seriousness .07 -.10 -         
4. Bad Mood -.04 -.59** .26 -        

5. Religiosity .12 -.13 .08 .24 -       
6. Gratitude .11 .15 .08 -.25 -.35** -      

7. Self-efficacy .21 .19 .30* -.18 .21 .44** -     
8. Hope-pathways .17 .12 .13 .02 .24 .28* .71** -    

9. Hope-agency .01 .36** .16 -.31* -.22 .42** .50** .36** -   
10. TOI Fixed -.02 -.02 .07 -.03 -.20 .04 -.15 -.07 .05 -  

11. TOI Growth -.05 .08 .22 -.11 .07 .01 -.18 -.13 .18 .60** - 

Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 
 

Correlation of psychological measures and GPA for the aggregate group B students, are 

presented in Table4.21. Review of the correlation matrix revealed there were no psychological 

measures correlated with GPA for the aggregate group B student class.  
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Table 4.21 
 
GPA Correlations for the Aggregate Gifted College Student Group - Class 4, B Student Class (n 
= 29) 
 
 1 2 3 4 5 6 7 8 9 10 11 

1. GPA  -           
2. Cheerfulness -.12 -          
3. Seriousness .11 .10 -         
4. Bad Mood -.06 -.79** -.03 -        
5. Religiosity .03 -.34** -.29* .26* -       
6. Gratitude -.13 .27* -.05 -.40** -.49** -      
7. Self-efficacy -.07 .01 .13 .03 -.06 .24* -     
8. Hope-pathways -.10 -.13 .10 .09 .03 .16 .55** -    
9. Hope-agency -.08 .07 .03 -.13 -.25* .43** .56** .35** -   

10. TOI Fixed .18 .15 .01 -.21 .02 .25* .09 .06 .27* -  
11. TOI Growth .01 .07 .01 -.11 .13 .14 .16 .08 .39** .76** - 
Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 

For the C+ student class (Table 4.22), there is no significant correlation between the 

psychological measures and GPA. 

Table 4.22 
 
GPA Correlations for the Aggregate Gifted College Student Group – Class 1, C+-Class (n = 11) 
 
  1 2 3 4 5 6 7 8 9 10 11 

1. GPA  -           
2. Cheerfulness -.09 -          
3. Seriousness -.32 .17 -         
4. Bad Mood .48 -.26 -.44 -        
5. Religiosity -.12 -.41 -.72* .24 -       
6. Gratitude -.44 -.12 -.18 -.01 .35    -      
7. Self-efficacy -.23 .41 .46 -.31 -.31 -.50   -     
8. Hope-pathways -.19 .54 .03 -.18 -.09 -.16 .59     -    
9. Hope-agency .00 .26 .03 -.18 -.04 -.34 .68* .82**     -   

10. TOI Fixed .22 .57 .39 -.21 -.54 -.65* .72* .69* .74**    -  
11. TOI Growth -.28 .03 .32 -.50 -.14 -.33 .51 .40 .56 .35   - 
Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 

Next, Tables 4.23 – 4.25 present information about the correlation of psychological 

measures and GPA for the disaggregate TAMS group. The correlation for the TAMS A sudent 
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class is shown in Table4.23. This table shows that self-theories of intelligence - fixed was 

significantly and positively correlated, r (71) = .33, p < .01 with GPA in the TAMS A student 

class. 

Table 4.23 

GPA Correlations for the TAMS Student Group - Class 2 , A Student Class (n = 73) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness .12 -          

3. Seriousness .02 -.02 -         
4. Bad Mood -.19 -.59** .17 -        

5. Religiosity .16 -.04 .07 .04 -       
6. Gratitude -.00 .36** .17 -.35** -.10 -      

7. Self-efficacy .15 .22 .42** -.10 .01 .20 -     
8. Hope-pathways .10 .20 .17 -.09 -.00 .17 .52** -    

9. Hope-agency .05 .39** .23 -.32** -.18 .34** .44** .37** -   
10. TOI Fixed .33** .10 .00 -.05 -.23 .24* .12 .04 .01 -  

11. TOI Growth .08 -.04 .01 .07 -.06 .14 .08 .02 -.02 .67** - 

Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 
The correlation for the TAMS group B student class is presented in Table 4.24. 

Examination of the correlation reveals there was no correlation between the measured 

psychological constructs and GPA for this class. 
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Table 4.24 

GPA Correlations for the TAMS Student Group - Class 3, B Student Class (n = 40) 

 1  2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness -.30 -          
3. Seriousness .08 .02 -         
4. Bad Mood .00 -.57** .19 -        
5. Religiosity .21 -.12 .16 .02 -       
6. Gratitude -.13 .38* -.08 -.41** -.19 -      
7. Self-efficacy .04 .25 .41** -.01 -.01 .21 -     
8. Hope-pathways -.08 .13 .30 -.09 .06 .04 .63** -    
9. Hope-agency .10 .27 .20 -.13 -.11 .10 .32* .26 -   

10. TOI Fixed -.18 .07 .06 .01 .23 -.14 .07 -.05 -.17 -  
11. TOI Growth -.16 -.01 .16 .04 .25 -.06 .29 .08 -.09 .67** - 
Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 
The correlation for the TAMS group C+ student class (Table 4.25) shows there was no 

correlation between the measured psychological constructs and GPA for this class. 

Table 4.25 

GPA Correlations for the TAMS Student Group - Class 1, C+ Student Class (n = 9) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness -.10 -          
3. Seriousness .58 -.02 -         
4. Bad Mood -.29 -.56 -.01 -        
5. Religiosity -.11 -.38 .30 .72* -       
6. Gratitude -.47 .67* -.29 -.54 -.60 -      
7. Self-efficacy .04 .33 .29 -.27 .05 -.03 -     
8. Hope-pathways .14 .52 .00 -.52 -.57 .24 .35 -    
9. Hope-agency .44 .58 .18 -.76* -.55 .35 .52 .41 -   

10. TOI Fixed -.08 .54 -.24 -.21 -.34 .23 .17 .33 .11 -  
11. TOI Growth -.46 .74* -.32 -.56 -.50 .88** .11 .21 .29 .58 - 
Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 
Next, Tables 4.26 – 4.28 present information about the correlation of psychological 

measures and GPA for the disaggregate Honors College group. The correlation for the Honors 

College A student class is shown in Table 4.26. This table shows that hope-pathways was 
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significantly and positively correlated, r(67) = -.30, p < .05 with GPA in the Honors A student 

class. 

Table 4.26 

GPA Correlations for the Honors College Student Group - Class 2, A Student Class (n = 69) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness -.15 -          
3. Seriousness -.14 .14 -         
4. Bad Mood .10 -.71** -.10 -        
5. Religiosity -.13 -.28* -.17 .26* -       
6. Gratitude .11 .24* .04 -.22 -.18 -      
7. Self-efficacy .19 .14 .20 -.30* -.10 .22 -     
8. Hope-pathways .30* -.00 .12 -.21 -.07 .11 .71** -    
9. Hope-agency .06 .36** .11 -.55** -.23 .31** .59** .06 -   

10. TOI Fixed .07 .05 -.06 -.12 -.13 .03 .18 .24* .12 -  
11. TOI Growth .10 .01 -.01 -.05 -.01 -.04 .16 .19 .20 .75** - 
Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 
The correlation for the Honors College group B student class is presented in Table 4.27. 

Examination of the correlation revealed there was no correlation between the measured 

psychological constructs and GPA for this class. 

Table 4.27 

GPA Correlations for the Honors College Student Group - Class 3, B Student Class (n = 18) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA  -           
2. Cheerfulness -.07 -          
3. Seriousness .40 -.31 -         
4. Bad Mood -.21 -.84** -.41 -        
5. Religiosity .06 -.75** -.30 .79** -       
6. Gratitude .33 .44 .24 -.52* -.49* -      
7. Self-efficacy -.29 -.14 -.44 .34 .13 .26 -     
8. Hope-pathways -.25 -.12 -.48* .36 .18 .05 .85** -    
9. Hope-agency .20 .10 -.06 -.13 -.27 .53* .35 .31 -   

10. TOI Fixed .08 .20 .50* -.12 -.21 .39 -.09 -.13 .22 -  
11. TOI Growth .29 -.05 .54* .03 -.12 .18 -.19 -.04 .31 .81** - 
Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 
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The correlation for the Honors group C+ student class (Table 4.28) showed there was no 

correlation between the measured psychological constructs and GPA for this class. 

Table 4.28 

GPA Correlations for the Honors College Student Group – Class 1, C+ Student Class (n = 4) 

 1 2 3 4 5 6 7 8 9 10 11 
1. GPA    -           
2. Cheerfulness -.90 -          

3. Seriousness .86 -.87 -         
4. Bad Mood .40 -.76 .61 -        

5. Religiosity -.66 .90 -.58 -.84 -       
6. Gratitude -.19 .02 -.51 .09 -.38 -      

7. Self-efficacy .25 -.27 -.21 .05 -.52 .88 -     
8. Hope-pathways .25 -.27 -.21 .05 -.52 .88 1.0** -    

9. Hope-agency .78 -.45 .45 -.25 -.17 -.15 .33 .33 -   
10. TOI Fixed -.13 .04 -.53 -.05 -.32 .98* .93 .93 .00 -  

11. TOI Growth -.31 .55 -.73 -.80 .43 .51 .54 .54 .27 .63 - 

Note. * Correlation is significant at the 0.05 level (2-tailed). ** Correlation is significant at the 0.01 level (2-tailed). 

 
The summary of the correlation findings for each class is presented in Table 4.29. 

Analysis of the correlations indicated that the psychological measures correlated with GPA in 

only the A student class for the aggregate and each disaggregate group. In the aggregate group 

student class, two psychological measures significantly correlated with GPA - hope-pathways, 

r(130) = .18, p < .05, and self-theories of intelligence-fixed, r(130) = .20, p < .05. The 

disaggregate TAMS group has significant correlation between self-theories of intelligence - fixed 

and GPA r(71) = .33, p < .01. Hope-pathways, r(67) = -.30, p < .05 is significantly correlated 

with GPA in the Honors A student class. 
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Table 4.29 

Summary of Correlated Variables for Analysis of GPA Correlation by Latent Class 

Group Correlated Variables r 

Aggregate Gifted 
College Students 

A Students Hope-pathways   .18* 
Self-Theories of Intelligence – Fixed  .20* 

B Students   
B- Students   
C+ Students   

TAMS Students 
A Students Self-Theories of Intelligence – Fixed .33** 
B Students   
C+ Students   

Honors College 
Students 

A Students Hope-pathways .30* 
B Students   
C+ Students   

Note. * Correlation is significant at the 0.05 level ** Correlation is significant at the 0.01 level 
 

 
Step 3 – Regression Analysis 

The third step in the investigation of academic success was a regression analysis for those 

classes, within each group, that had psychological measures correlated with GPA. The aggregate 

group had two variables correlated with GPA in the A student class. A multiple regression 

analysis between GPA as the dependent variable and self-theories intelligence - fixed and hope-

pathways was conducted for the A student class in the aggregate group. The disaggregate groups 

each had one independent variable correlated with GPA in the A student class. A simple 

regression analysis was performed using the independent variable self-theories of intelligence - 

fixed in the TAMS A student class. For the Honors student class, a simple regression was 

conducted for hope-pathways and GPA. 
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Aggregate Group A Student Class 

The data for the aggregate A student class indicated theories of intelligence-fixed r(130) 

= .20, p < .05, and hope-pathways r(130) = .18, p < .05 were the only two psychological 

measures correlated with GPA for this class. A multiple regression using the enter method was 

performed between GPA as the dependent variable and theories of intelligence-fixed and hope-

pathways as independent variables for the A student class of the aggregate group. Table 4.30 

presents the results from the regression analysis. The results for the overall model for this 

regression were statistically significant, F(2, 129) = 4.16, p = .012, with a small effect, R2 = .067.  

Table 4.30 

Predictors of GPA -Aggregate Group A Student Class (n = 132) 

Variable b 
95% CI of b 

β p rs
2 

Lower Upper 
Constant 3.673 3.509 3.837    
Theories of Intelligence-Fixed 0.004 0.000 0.008 0.187 0.030 0.600 
Hope-pathways 0.011 -0.001 0.023 0.159 0.065 0.487 
R 0.258      
R2 0.067      
F 4.614      
 

Of the two independent variables included in the multiple regression, only theories of 

intelligence-fixed was a significant predictor, t(132) = 1.859, p = 0.03, of GPA for this class. The 

confidence interval for theories of intelligence-fixed was 0.000 to 0.008. The standardized beta 

for theories of intelligence – fixed (β = .0187) indicated that this variable accounted for more of 

the variance GPA in the overall model than hope-pathways. Examining both the standardized 

betas (β) and the structure coefficients (rs
2) is important to the interpretation of the results in 

regression analysis (Thompson, 1990). The structure coefficients (rs
2) indicate how much of the 
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variance in the overall model is accounted for by each variable. The following formula was used 

to calculate the structure coefficients for the aggregate A student class regression analysis.  

 

 The multiple regression for the aggregate A student class showed the overall model 

accounted for 6.7% of the variance in GPA. The examination of the structure coefficients for this 

model indicated 60% of the overall variance in the model was accounted for by theories of 

intelligence fixed, and 48.7% of the overall variance in the model was accounted for by hope-

pathways.   

 

TAMS A Student Class 

The belief that intelligence is a fixed entity within a person was statistically significantly 

correlated, r(71) = .33, p = .005,with GPA in the TAMS A student class. A simple regression 

was performed between GPA, as the dependent variable, and theories of intelligence-fixed as the 

independent variable for the A student class of the TAMS group. Table 4.31 presents the results 

from the regression analysis. R (.326) for this regression was significantly different from zero, 

F(1, 71) = 8.424, p = .005. The analysis indicated theories of intelligence-fixed was a significant 

predictor, β = .326, t(73) = 2.902, p = .005, of GPA for the TAMS A student class. Confidence 

intervals of b for theories of intelligence-fixed are 0.003 to 0.016. For the TAMS A student class 

theories of intelligence-fixed accounts for 10.6% of the variance in GPA. 
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Table 4.31 

Predictors of GPA -TAMS Group A Student Class (n = 73) 

Variable b 
95% CI of b 

β 
Lower Upper 

Constant 3.691** 3.572 3.809  
Theories of Intelligence-Fixed 0.009** 0.003 0.016 0.326 
R .326**    
R2 .106**    
F 8.424**    
Note. *p < .05 **p < .01 
 
 
Honors College A Student Class 

Hope-pathways had a statistically significant correlation, r(67) = -.30, p = .013, with 

GPA for the Honors A student class. A simple regression was performed between GPA, as the 

dependent variable and hope-pathways. Table 4.32 presents the results from the regression 

analysis. In this analysis, R (.298) was significantly different from zero, F(1, 67) = 6.550, p < 

.013. The analysis indicated hope-pathways was a significant predictor, β = .298, t(69) = 2.559, p 

< .013, of GPA for the Honors A student class. Confidence intervals of b for hope-pathways 

were 0.005 to 0.038. For the Honors A student class, hope-pathways accounted for 8.9% of the 

variance in GPA. 

Table 4.32 

Predictors of GPA –Honors College Group (n = 69) 

Variable b 
95% CI of b 

β 
Lower Upper 

Constant 3.620 3.401 3.839  
Hope-pathways 0.022** 0.005 0.038 0.298 
R .298**    
R2 .089**    
F 6.550**    
Note. *p < .05 **p < .01 
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Summary  

 The data analysis of this study explored how levels of psychological constructs at 

entrance to the university mediated personal well-being and academic success of gifted students 

after one year of college. Part of the analysis for each research question explained how 

participants transitioned in their levels of personal well-being between entrance to the university 

and the end of one year at college. If the findings from the unconditional LCA had indicated 

multiple classes, a fully conditioned LTA would have been conducted. However, the data did not 

designate latent classes, but rather indicated a one-class model for personal well-being in the 

LCA step of the LTA for all groups. Therefore, a repeated measures analysis was conducted.  

Correlated variables for each group were used in the repeated measures analysis. Hope-

agency was positively correlated in all three groups and accounted for the most variance in each 

group. The variance accounted for by hope-agency was significant for the aggregate group 

(8.9%) and the TAMS group (8.6%). While the variance was less than 10% for these groups, the 

findings still indicated that there was some significant variance accounted for by hope-agency in 

these two groups. Hope-agency in the Honors participant group accounted for 24% of the 

variance in personal well-being for this group.  

In the aggregate group of gifted students and the TAMS group, a lack of bad mood also 

significantly accounted for variance in personal well-being. Bad mood had a negative correlation 

with personal well-being and accounted for 2.7% of the variance in the aggregate group of gifted 

students and 7.6% in the TAMS group. The other variables significantly correlated with personal 

well-being in the aggregate and TAMS groups did not significantly account for variance in 

personal well-being in this study. 
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The first step in the analysis of the academic success was to determine which independent 

variables correlated with GPA in the aggregate group and in each of the disaggregate groups. 

Next, for those psychological measures correlated with GPA a fully conditioned LCA was 

conducted to examine the effect the psychological constructs had on academic success within 

each group. If there was limited correlation with the measured psychological constructs a three-

step process that included (a) determination of latent classes, (b) correlation between 

psychological measures and GPA for each latent class and (c) regression analysis between the 

correlated variables and GPA for each class.  

 In the first step of the analysis, a Pearson product moment correlation (Pearson, 1895) 

indicated there was no statistically significant correlation between the measured psychological 

constructs and GPA in either the aggregate group or the TAMS participant population. There 

was a small significant negative correlation between religiosity and GPA in the Honors College 

participant group. Continuing the LCA analysis with the limited results from the correlations 

would have restricted information that could have been gained in this investigation. Thus, the 

analysis was continued using the three-step process. First, analyses were conducted to determine 

unconditional latent classes. Second, correlations between psychological measures and GPA 

were performed by class in each of the gifted student groups. Third, regression analysis was used 

to examine the variance accounted for by the correlated variables.  

Fit indices for the unconditional models for the three groups indicated there were latent 

classes in the aggregate participant group (4-class model), TAMS participant group (3-class 

model), and the Honors College participant group (3-class model). The means of each class 

suggested a letter grade label for each class. The A student class in the aggregate group had two 

correlated psychological constructs. Self-theories of intelligence – fixed and hope-pathways were 
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correlated with GPA in this group. There was no correlation between the psychological measures 

and GPA for the B student classes or the C student class in the aggregate group. The A student 

classes of each of the disaggregate groups had one variable correlated with GPA. Self-theories of 

intelligence – fixed was correlated with GPA in the TAMS population. In the Honors College, 

population hope-pathways was correlated with GPA. There was no correlation between the 

psychological measures and GPA for the B student class or the C student class in either of the 

disaggregate groups. 

In the third step of the exploration of academic success, correlated variables were used in 

regression analyses to investigate the variance accounted for by the psychological measures. A 

multiple regression between GPA and the two independent variables, (i.e. theories of 

intelligence-fixed and hope-pathways) in the A student class of the aggregate group indicated 

that self-theories of fixed intelligence was a significant predictor of GPA. Together, hope-

pathways and self-theories of intelligence had a small effect (R2 = .067). This effect indicates 

that 6.7% of the variance in academic success in the aggregate A student class was accounted for 

by those two variables. The structure coefficients for the overall regression model indicated 

theories of intelligence-fixed accounted for 60% of the effect and hope-pathways accounted for 

49% of the effect in the overall multiple regression model for the aggregate A student class. 

Each of the disaggregate groups had one psychological measure correlated with GPA in 

the A student class. The simple regression analyses of these variables indicated self-theories of 

intelligence – fixed explained a 10.6% of variance in GPA for the TAMS A student class, and 

hope-pathways explained 8.9% of variance in GPA for the Honors A student class. 

 A discussion of these results is presented in the chapter V. The following chapter presents 

a synthesis of the results and places them in the context of previous research.  
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CHAPTER V 

DISCUSSION 

This study examined measured psychological constructs at entrance to the university and 

explored how these constructs mediated personal well-being and academic success in gifted 

students during their first year of college. Sayler’s (2009a) Model of Giftedness and Thriving 

(MGT) served as the theoretical framework for this investigation. The MGT (Sayler, 2009b) 

incorporates the Differentiated Model of Giftedness and Talent ([DMGT] Gagné, 2004) and 

includes talent development as one of several components essential to the development of 

personal thriving.  

 

Personal Well-being 

Personal well-being is one of several outcomes in the MGT (Sayler, 2009a). Personal 

well-being in the MGT acts as a catalyst for future growth in talent, friendships, and holiness. 

Sayler (2009a) theorizes talent, friendships, and holiness are three interactive components that 

work together to move the individual toward wasting or flourishing on the thriving continuum. 

Fit indices for the unconditional latent class models for the three study groups, (i.e. 

aggregate, TAMS, and Honors College) indicated these populations were best represented by a 

single-class model at entrance and after one year with similarly high levels of personal well-

being at entrance and after one year. This finding revealed the gifted college students, whether 

they were early or regular college entrants, in this study were homogenous populations in terms 

of overall well-being and remained homogenous after one year at college. This suggests the 

gifted college students were generally happy and came to college with healthy levels of personal 

well-being.  
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Early Entrants’ Personal Well-Being across Time 

Hoggan (2008) measured success factors among early-college entrants as they entered the 

university and after one semester. Her study revealed that being gifted, having shown previous 

academic success, having strong familial support, and participating in TAMS significantly 

contributed to personal well-being in early-college entrants. Knowledge of personal giftedness 

and the development of those gifts into talent is not new for the students in this study. Their 

giftedness has most likely been propelling them toward academic success and challenging 

academic programs throughout their lives.  

Successful gifted students often have parents who spend time with them, encourage and 

support their interests, provide an affectionate and supportive base for talent development, and 

aid in the growth of psychosocial maturity and adjustment (Roedell, Jackson, & Robinson, 

1980). Students who attend TAMS, early-college entrance programs like TAMS, and honors 

college programs, have experienced being gifted, and have had academic success in school so 

far. They have often had adults around them who have nurtured and supported them in their 

personal and academic pursuits for several years. Many enter college with positive feelings about 

what they are achieving in life, satisfaction with life, health, personal relationships, safety, 

security, and community connectedness.  

When very bright students enter college early, they both meet substantial academic 

challenges and must form new personal relationships. The early-entrants, because of 

developmental stage, may come to college with fewer established life skills than students 

entering after completing all of high school. All college students, and especially early-entrants, 

experience some social stress as they leave the familiarity of home and the established 

relationships they had. The current study found a small initial drop in well-being, followed soon 
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by a rebound to levels approaching the initial measurements. This pattern is consistent with 

previous cohorts of early-entrants (Boazman, 2006; Hoggan, 2008). The trend towards 

increasingly positive levels of personal well-being appears to continue past completion of the 

early-college-entrance program. In a study of TAMS students, one to five years after leaving 

TAMS (Boazman & Sayler, in press), the average overall well-being of 76.9, was statistically the 

same as the level of personal well-being found in the current study of students at entrance to 

TAMS.  

What might account for the pattern of an initial drop and relatively quick rebound in well 

being for early-entrants? The data show that TAMS students come to college with a strong sense 

of personal well-being. This strength has been developed during the first 14 or 15 years of their 

lives from ease in learning, previous successes in school, and recognition by their families of 

their gifts and talents. During the first semester at college, these academically high performing 

early-entrants experience the most challenging academic expectations and experiences they have 

faced to this point in their lives. At the same time, they live on a college campus sometimes away 

from home, family, and their old friends. They have more responsibility for orderly and 

reasonable living and study than they have previously experienced. These are both exciting and 

troubling changes for them. Their feelings of personal well-being in the initial semester drops 

slightly (from PWI-A pre program m = 76.8 to PWI-A at one semester m = 73.5 [Hoggan, 2008]), 

although their scores are still on the high end of the scale (0 being completely dissatisfied and 

100 being completely satisfied; PWI-A western norm composite m = 75, SD = 2.5 [Cummins, 2003]). At 

the one-semester point in their college career, students may be surprised at how challenging 

college courses were for them. They may have “hit the wall” for the first time in their lives.  
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Their feelings of personal well-being rebounded after that first semester drop. During 

their second semester of college, they recover from the personal and academic challenges 

encountered in the early months of college. After a semester, these early-college entrants began 

friendships with people of similar intellect and interests who are their same age. Being successful 

in their personal and academic life at college offers more opportunity for these students to 

achieve flow (Csikszentmihalyi, 1997). Experiencing flow brings about joy, and excitement. It 

perpetuates long-term task commitment, and aids in successful completion of work and should 

influence increased well-being. Their GPAs at the end of the first year indicated the early-

entrants in this study were experiencing academic success in the very rigorous academic courses 

college provided. Beliefs about their ability, tested under fire, increased positive feelings of 

personal well-being.  

A healthy development in the thinking of these gifted students is the realization that 

having to work hard and succeeding is more satisfying than doing well in less challenging 

academic activities. They have learned they can face challenges and make new friends who share 

their interests and passions in personal and academic life. Overcoming difficulty experienced in 

their academic and personal lives during their first year of college moved them closer to thriving 

on the MGT (Sayler, 2009a) continuum. 

 

Comparing Early-Entrants and Honors College Students 

In the current study, Honors College students reported slightly lower feelings of personal 

well-being (m = 74.9) than did the TAMS students (m = 76.6) at entrance to college. Both 

groups’ well-being scores were high for the general population. At the end of their first year in 

college, personal well-being for the TAMS students was lower than they were at entrance to the 
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university, while personal well-being for Honors College students had risen. Why would the 

change in well-being of these two groups of gifted college students be in opposite directions? 

The stage of development when exiting high school and entering college, may in part account for 

the different trajectories. TAMS students entered college two or more years earlier than Honors 

students do. However, along with the eagerness to go to college early the TAMS students may 

also feel hesitant or at somewhat of a loss in leaving their familiar environments, their families, 

established friendships, and known schools and teachers. Once in college, they find challenges in 

having to make new friends, having to be more self-sufficient, more responsible, and more 

independent than ever before in their lives. The struggles they encounter in their new life may 

contribute to a temporary loss in feelings of personal well-being. The TAMS students in this 

study experienced losses in feelings of satisfaction with what they were achieving in life, 

satisfaction with feelings about safety, and satisfaction with feelings about future security over 

the first year of college.  

Another factor that may have accounted for the slightly diminished feelings of personal 

well-being in the early-entrants is the challenges to their personal beliefs about their ability. The 

TAMS students tended to come to college with fixed beliefs about their intellectual ability. They 

had always done well in school, often with little effort. They believe they will always learn 

easily, get things fast, and seldom make mistakes. These experiences may account for their 

perception that their intelligence is a fixed entity. All the data in their lives so far give that 

impression. Once they enter the university, they experience the most rigorous academics of their 

life. The minimalist learning strategies they previously used in their schoolwork and the previous 

levels of academic effort no longer bring about such easy success. The challenges that come with 
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rigorous coursework may cause them to shift their beliefs about intelligence and their personal 

level of giftedness.  

In contrast to TAMS students, Honors College students, who were just as gifted, were 

regular-aged college entrants. Honor’s students came to college after finishing high school. They 

are at a traditional point in life when they and their friends are graduating high school and the 

natural progression in life is to move forward. Moving forward for the gifted graduates generally 

means going to college. It is understood that classmates will take different directions after high 

school, so it is natural for the honors students to be more prepared for the separation from past 

friends and experiences brought about by entering college. Attending a large university, such as 

UNT, gives possibility that some of the Honors College students had friends or acquaintances 

from their home community who came to UNT at the same time they did. Additionally, their 

developmental level would be more conducive to independence and making new friends, 

connecting with old friends who also came to UNT, and becoming involved in the rigors of 

college life. It is in the last two years of high school, precisely the years skipped by TAMS 

students, which Honor’s students are most likely to be exposed to more rigorous classes, (i.e. 

advanced placement, international baccalaureate, etc). Admission to the Honors College is 

dependent on a review of students’ high school programs and their success in advanced classes 

during high school. 

Honors College students entered college with feelings of personal well-being that were 

slightly lower than those of TAMS students. The Honors College students have encountered the 

rigorous coursework in the advanced classes during their junior and senior year of high school. 

When they enter college, honors students may have experienced and rebounded from a dip in 

feelings of personal well-being brought about by these academic challenges in high school. 
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Honors College students will experience even greater academic challenges in their college 

classes. However, they have had the tempering effect of the challenging courses during their 

junior and senior year of high school. The experience of facing personal and academic 

challenges before coming to college allows them to continue their rebound in feelings of 

personal well-being over the first year of college.  

 

Psychological Constructs Associated Personal Well-being 

Hopefulness  

Being hopeful, as expressed through personal agency, was strongly associated with 

positive personal well-being in both of the groups in this study. Those who enter with a higher 

sense of their ability to achieve their goals experienced greater positive feelings of personal well-

being initially and after one year in college.  

College provided TAMS and Honors College students opportunities to take courses in a 

wide variety of fields and to develop and refine goals and paths toward those goals. Honors 

College students, with their wide variety of interests and abilities, increased options, new 

independence, and self-reliance, were able to identify multiple paths toward goals and after one 

year in college appear to be moving towards achieving those goals. Positive feelings about their 

ability to find a path towards accomplishing their goals and their confidence in achieving the 

goals they set would contribute to positive feelings of well-being.  

At entrance to college, the TAMS students had a narrower focus. They had been 

cultivating their interests in mathematics and science for many years. Like the honors students, 

the TAMS students experienced an increase in academic and personal options, independence, 

and self-reliance when they entered college. Although feelings about personal ability to identify 
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goals and move toward achieving those goals was significantly important to personal well-being 

for the TAMS students, the importance of those feelings was not as great for the TAMS students 

as it was for the Honors College students. One reason for the lesser effect of hope-agency on 

personal well-being for the TAMS students is the fewer number of goal pathways that come with 

entering a program with a specific focus on careers in mathematics or science fields.  

Another possible reason hope-agency was less predictive of personal well-being in 

TAMS students was lack of personal experience in being agentic in academic goal attainment. 

Most of the students who enter TAMS have had the experience of successful goal attainment 

without a lot of effort. The need for personal agency has not been a necessary factor in their 

success to this point. The young scholars who entered TAMS had teachers, parents, counselors, 

and school administrators who helped them navigate their academic careers. The ability to look 

at multiple paths and multiple goals and experience self-sustaining movement on those paths 

toward set goals may not develop until after the challenges faced during college following their 

early entry.   

 

Dispositions 

Dispositional bad mood was associated with lower levels of personal well-being for the 

TAMS students who had the highest college grades (TAMS-A group, see definition below). The 

trait of bad mood is shown in a general sadness, a pessimistic attitude toward life, a tendency 

toward distress, or in despondency. Individuals with bad mood as a trait often have sullen, 

irritable, or grouchy feelings (Ruch, Kohler and van Thriel, 1996) which can present a hindrance 

to the achievement of well-being and satisfaction in life. Having a dispositional bad mood 

impairs self-regulation and diminishes ability to deliberate possible outcomes to exceptional as 
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well as daily decisions (Leith & Baumeister, 1996). Those with dispositional bad mood are more 

likely to act out of impulse rather than acting out of logical contemplative reason. In the 

intellectually challenging environment of college with new and possibly less close personal 

relationships, TAMS students with the trait of bad mood would lead them to interpret struggles 

in a personally unfavorable light, reducing feelings of personal well-being.  

 

Academic Success 

In both Gagné’s (2004) and Sayler’s (2009b) models, talent development is important to 

the complete development of the gifted individual. In the DMGT (Gagné, 2004), talent 

development is the focus and the outcome of the model. In the MGT (Sayler, 2009a), talent 

development serves a one piece of a larger outcome, thriving across the lifespan. The 

development of one’s gifts into talents is likely to bring about positive movement toward 

thriving. Academic success is a component of talent development, especially among adolescents 

in a rigorous setting such as an honors college setting or an early-college entrance program. The 

high first year GPA for both groups indicated the gifted college students in this study were 

experiencing substantial success in a post-secondary academic setting. This is not surprising. 

These students are accepted into TAMS and the Honors College because they have high ability 

and are high achievers. 

The unconditional latent class analysis (LCA) for academic success revealed the three 

study populations were multi-class models. Labels assigned in the interpretation of the latent 

classes were academic letter grades - A, B, and C. Significant relationships between two of the 

measured psychological variables and GPA were found for only those students who had the 

highest GPAs in each group, i.e. the A-student class.  
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For the TAMS-A student class, a belief that intelligence is fixed (and probably at a high 

level) correlated with GPA and was a significant predictor of GPA for these students. This result 

is supported by the Bandura & Dweck (1985) finding that suggests students who hold a fixed 

belief about their intelligence are more likely to be successful at choosing and achieving 

performance goals. In the case of TAMS students, a fixed belief is probable, as they have often 

been told they are smart and have experienced easy successes in performing well in school for a 

long time. A fixed theory of intelligence was unintentionally reinforced as they transitioned from 

high school to TAMS. They were one of 200 students selected for TAMS out of approximately 

500 applicants. While most TAMS students did well, some did very well (TAMS-A students) 

For the A-students but not the other TAMS groups, their previous personal belief that high 

intelligence, as a fixed individual trait, was reinforced by their continued positive academic 

achievement even in their first year at college.  

Hopefulness, in terms of pathways, correlated with GPA in the Honors College-A 

students and was a significant predictor of GPA. The pathways component of hopefulness 

reflects the ability to identify or create desired routes to a goal (Snyder 2000b). The Honors 

College-A students had a sense that there are multiple routes to the achievement of their goals. 

Hopefulness pathways was not a predictor for TAMS-A students. By nature of the focus on 

mathematics and science in the TAMS program, the TAMS students are using signature 

strengths and moving on a path toward a goal that most likely has to do with mathematics or 

science. As well, they are in a group that has similar ability, interests, and goals. Honors College 

students are very smart students who enter their college program with varied possibilities for 

study and goal achievement. Honors students are in a group of people who have diverse ability, 

interest, and talent. By nature of the Honors College program, students are presented with 
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multiple avenues for study, exploration, talent development, and goal achievement. Perceiving 

multiple routes allows flexibility in movement toward success for the Honors College students. 

Possibly, they have already experienced seeing multiple routes to their goal through choosing to 

go to college and choosing the college that best supports their interests and goals. The knowledge 

of these multiple paths to achievement seems to mediate academic success for these students. 

 

Limitations 

A limitation for this study is the lower rate of participation by Honors College students in 

the second round of data collection after 1 year. TAMS students all live in one dorm and come 

together once a month for a student class seminar. TAMS student data is collected with all 

students in the same room at the same time. Honors College students are less centralized in their 

living and meeting arrangements. They do not have a meeting where all students come together 

at one time. Some Honors College students live in the Honors Dorm; some live in other UNT 

dorms; and others live off campus. When conducting a study, it is ideal to have participation 

from 100% of the study population; however, that is not always achievable. It is not unusual to 

have attrition in a longitudinal study (Juster & Smith, 1997). Some participants from both 

Honors College and TAMS did not complete their participation in the study. For the TAMS 

students, the forfeit in participation was because they left the university. The exact reasons for 

non-participation in the second round for Honors College students are not known. 

The second data collection point for the present study was at the beginning of the fall 

2009 semester. The relatively short period of time, one school year between data collection, is 

another limitation in this study. Third, data collection at the end of the school year would have 
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been more advantageous. However collecting data while students were working on final projects 

and preparing for final tests was not possible.  

 

Implications 

The findings in this study suggest that hopefulness and an absence of dispositional bad 

mood contribute to positive personal and academic development in the gifted population in 

college. They also suggest that a drop in well-being early in an accelerated college experience is 

normal and students quickly recover and exceed earlier levels of well-being. This study suggests 

that even gifted students may need help in the discernment of pathways to goals, as well as 

instruction and role models that support positive mood. This may be especially important at that 

those points in their academic and professional careers they “hit the wall.” Early in their school 

careers, gifted learners must be provided academic rigor. Those involved with gifted learners 

might consider teaching them the benefits of identifying multiple pathways, experiencing 

challenge and working through it to success, setting and moving toward goals, and having a 

pleasant disposition well before the gifted student goes to college. The process of setting goals 

and identifying paths to successful attainment of goals at an early age will prepare the gifted 

student to identify paths to academic success in college. Teaching gifted students how to move 

along an identified path and successfully proceed to goal attainment will in turn help them 

develop the skills they need to be successful personal agents, which will help them develop high 

levels of personal well-being.  

 

Future Research 

Further longitudinal data gathering and research with the current study group will provide 
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information on changes in well-being, friendships, and other aspects of thriving and talent 

performances as they move through college and into their adult personal and professional lives. 

Seeing the effect early development of positive psychological characteristics have on the success 

and well-being of these students will help us understand how to facilitate programs that promote 

success and happiness across the lifespan for gifted individuals. Follow-up data collection for the 

current TAMS participants is planned to take place at the end of two years in the TAMS 

program. At the end of two years at TAMS, students leave TAMS and move on in their academic 

and personal lives. Some students will stay at UNT; most will attend other universities in the 

continuation of their undergraduate and graduate degrees. The collection of data at the two-year 

mark will be the last contact with the TAMS students before they move to their next academic 

endeavor. Additional contact information will be requested at that time so that researchers can 

follow-up and contact them throughout their life. 

While this study found that hopefulness, personal beliefs about intelligence as a fixed 

entity, and lack of bad mood are important contributing factors to academic success and personal 

well-being, other factors, not explored, may contribute to the variance and are predictive of 

personal well-being as well for these populations. Further research in the identification of factors 

that contribute to the development of personal well-being and academic success in gifted college 

students should be conducted. Further research on friendship, order in life, optimism, joy, 

esteem, behavior patterns, and their effect on personal well-being and academic success would 

be interesting. 

Finally, the Brief Resiliency Coping Scale (BRCS) used to identify resiliency in this 

research did not measure resiliency in these gifted populations as it had in other populations. 

There is a tendency to think about agency and resiliency as being similar. In this research, 



 

133 

resiliency is different than agency in that resiliency is the ability to persevere in adverse 

situations or persist even after a setback, whereas agency is the driving force or motivation that 

moves one along a path to a goal. Further research to identify or construct a reliable scale to 

measure resiliency in gifted youth and adults might be beneficial to the identification of 

psychological constructs that contribute to their development of personal well-being and 

academic success. 
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APPENDIX 

SURVEY INSTRUMENT



 

135 

Scales included in the TAMS and Honors College 2010 survey 

 
Questions 1 – 5   Satisfaction with Life Scale 
 
Questions 6 – 17   Hope Scale 
 
Questions 18 – 24   PWI-A 
 
Questions 25 – 29   Duke Religion Index 
 
Questions 30 – 59  STCI –T <30> 
 
Questions 60 – 65  Gratitude Questionnaire 
 
Questions 66 -74  Brief Resilient Coping Scale 
 
Questions 75 – 84  General Self-efficacy Scale (GSE) 
 
Questions 85 – 92  Theories of Intelligence Scale 
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TAMS & Honors College 2010 

 

Please read each of the following statements. Circle the number that best indicates your level of 
agreement to each statement. 
 
1. In most ways my life is close to my ideal. 
 
Not at all true   Moderately true   Absolutely 

true 
 

1 2 3 4 5 6 7 
 
2. The conditions for my life are excellent. 
 
Not at all true   Moderately true   Absolutely 

true 
 

1 2 3 4 5 6 7 
 
3. I am satisfied with my life. 
 
Not at all true   Moderately true   Absolutely 

true 
 

1 2 3 4 5 6 7 
 
4. So far I have gotten the important things I want in life. 
 
Not at all true   Moderately true   Absolutely 

true 
 

1 2 3 4 5 6 7 
 
5. If I could live my life over, I would change almost nothing. 
 
Not at all true   Moderately true   Absolutely 

true 
 

1 2 3 4 5 6 7 
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Read each of the following items carefully. Using the given scale, please circle the number 
that best describes you. 
6. I can think of many ways to get out of a jam. 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
 
7. I energetically pursue my goals. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
8. I feel tired most of the time. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
9. There are lots of ways around any problem. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
10. I am easily downed in an argument. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
11. I can think of many ways to get the things in life that are most important to me. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
12. I worry about my health. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
13. Even when others get discouraged, I know I can find a way to solve the problem. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
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14. My past experiences have prepared me well for my future. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
15. I’ve been pretty successful in life. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
16. I usually find myself worrying about something. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
17. I meet the goals that I set for myself. 
 
Definitely False Mostly False Mostly True Definitely True 

 
1 2 3 4 
 
The next set of questions uses a 10-point scale. Please mark the number on the scale that 
best describes you. 
 
18. Thinking about your own life and personal circumstances, how satisfied are you with 
your life as a whole? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
19. How satisfied are you with your standard of living? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
20. How satisfied are you with your health? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
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21. How satisfied are you with what you are achieving in life? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
22. How satisfied are you with your personal relationships? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
23. How satisfied are you with how safe you feel? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
24. How satisfied are you with feeling a part of your community? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
25. How satisfied are you with your future security? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
26. How satisfied are you with your spirituality or religion? 
 
Completely Dissatisfied    Neutral     Completely Satisfied 

 
1 2 3 4 5 6 7 8 9 10 
 
The following section contains questions and statements about religious activities, beliefs or 
experiences. Please mark your level of participation or the extent to which each statement 
is true or not true for you. 
 
27. How often do you attend church or other religious meetings? 
  
 ____ more than once a week 
 ____ once a week 
 ____ a few times a month 
 ____ a few times a year 
 ____ once a year or less 
 ____ never 
 



 

140 

 
 
 
 
 
28. How often do you spend time in private religious activities, such as prayer, meditation, or 
Bible study? 
 

____ more than once a day 
 ____ daily 
 ____ two or more times per week 
 ____ once a week 
 ____ a few times a month 
 ____ rarely or never 
 
29. In my life, I experience the presence of the divine 
  
 ____ definitely true of me 
 ____ tends to be true 
 ____ unsure 
 ____ tends not to be true 
 ____ definitely not true 
 
30. My religious beliefs are what really lie behind my whole approach to life. 
  
 ____ definitely true of me 
 ____ tends to be true 
 ____ unsure 
 ____ tends not to be true 
 ____ definitely not true 
 
 
31. I try hard to carry my religion over into all other dealings in life. 
  
 ____ definitely true of me 
 ____ tends to be true 
 ____ unsure 
 ____ tends not to be true 
 ____ definitely not true 
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The next set of questions uses a 4-point rating scale. Please circle the number that best 
indicates your level of agreement to each statement. 
 
1 Strongly disagree     2 Moderately disagree      3 Moderately agree    4 Strongly agree 
      
32. Everyday life often gives me the occasion to laugh 1 2 3 4 
33. I prefer people who communicate with deliberation and objectivity 1 2 3 4 
34. I am a rather sad person 1 2 3 4 
35. One of my principles is: “first work, then play” 1 2 3 4 
36. I am often sullen 1 2 3 4 
37. I can easily unwind and enjoy the moment 1 2 3 4 
38. I am a serious person 1 2 3 4 
39. Many adversities of everyday life actually do have a positive side 1 2 3 4 
40. I often smile 1 2 3 4 

41. In everything I do, I always consider every possible effect and 
compare all pros and cons carefully 

1 2 3 4 

42. When friends try to cheer me up by joking or fooling around, I 
sometimes become more morose and grumpy 

1 2 3 4 

43. I am often in a joyous mood 1 2 3 4 
44. There are many days on which I think, “I got up on the wrong side 

of the bed” 
1 2 3 4 

45. In most situations, I initially see the serious aspect 1 2 3 4 
46. I like to laugh and do it often 1 2 3 4 
47. Even if there is no reason, I often feel ill-humored 1 2 3 4 
48. When I communicate with other people, I always try to have an 

objective and sober exchange of ideas. 
1 2 3 4 

49. I feel completely contented being with cheerful people. 1 2 3 4 
50. I am often in a bad mood 1 2 3 4 
51. When I watch TV, I prefer informative reports to “shallow” 

programs 
1 2 3 4 

52. I often feel despondent 1 2 3 4 
53. I try to spend my free time doing things as useful as possible 1 2 3 4 
54. I often feel so gloomy that nothing can make me laugh 1 2 3 4 
55. My everyday life is filled mainly with important things and matters 1 2 3 4 
56. Laughing has a contagious effect on me 1 2 3 4 
57. Some annoying circumstances are capable of spoiling my mood for 

quite a while 
1 2 3 4 

58. I am a cheerful person 1 2 3 4 
59. Sometimes I am distressed for a very long time 1 2 3 4 
60. It is easy for me to spread good cheer 1 2 3 4 
61. When I am in contact with others, I often find that I have thought 

many things through more thoroughly than they 
1 2 3 4 
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Using the scale below each question, circle a number to indicate how much you agree with 
the statement. 
 
62. I have so much in life to be thankful for. 
 
Strongly 
disagree 

Disagree Slightly disagree Neutral Slightly agree Agree Strongly agree 
 

1 2 3 4 5 6 7 
 
63. If I had to list everything that I felt grateful for, it would be a very long list 
 
Strongly 
disagree 

Disagree Slightly disagree Neutral Slightly agree Agree Strongly agree 
 

1 2 3 4 5 6 7 
 
64. When I look at the world, I don’t see much to be grateful for. 
 
Strongly 
disagree 

Disagree Slightly disagree Neutral Slightly agree Agree Strongly agree 
 

1 2 3 4 5 6 7 
 
65. I am grateful to a wide variety of people 
 
Strongly 
disagree 

Disagree Slightly disagree Neutral Slightly agree Agree Strongly agree 
 

1 2 3 4 5 6 7 
 
66. As I get older, I find myself more able to appreciate the people, events, and situations that 
have been part of my life history. 
 
Strongly 
disagree 

Disagree Slightly disagree Neutral Slightly agree Agree Strongly agree 
 

1 2 3 4 5 6 7 
 
67. Long amounts of time can go by before I feel grateful for something or to someone. 
 
Strongly 
disagree 

Disagree Slightly disagree Neutral Slightly agree Agree Strongly agree 
 

1 2 3 4 5 6 7 
 
The next set of questions uses a 4-point rating scale. Please circle the number that best 
indicates your level of agreement to each statement. 
 
68. I actively look for ways to replace the losses I encounter in life. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
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69. I believe that I can grow in positive ways by dealing with difficult situations. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
 
70. I look for creative ways to alter difficult situations. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
 
71. Regardless of what happens to me, I believe I can control my reaction to it. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
 
72. I only set goals which know I can reach without the help of others. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
 
73. When I need help, I don’t hesitate to ask a friend to help. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
 
74. I hesitate to ask others to help me. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
 
75. My friends and family frequently don’t live up to my expectations of how they should 
act. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
 
76. I really resent anyone telling me what to do. 
 
Does not describe you at 
all 

   Describes you well 
 

1 2 3 4 5 
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The next questions ask you to describe yourself. Please mark the response to each 
statement that best describes you. 
 
77. I can always manage to solve difficult problems if I try hard enough. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
78. If someone apposes me, I can find the means and ways to get what I want. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
79. It is easy for me to stick to my aims and accomplish my goals. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
80. I am confident that I could deal efficiently with unexpected events. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
81. Thanks to my resourcefulness, I know how to handle unforeseen situations. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
82. I can solve most problems if I invest the necessary effort. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
83. I can remain calm when facing difficulties because I can rely on my coping abilities. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
84. When I am confronted with a problem, I can usually find several solutions. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
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85. If I am in trouble, I can usually think of a solution. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
86. I can usually handle whatever comes my way. 
 
Not at all true Hardly true Moderately true Exactly true 

 
1 2 3 4 
 
The following set of questions has been designed to investigate ideas about intelligence. 
There are no right or wrong answers. We are interested in your ideas. 
 
Using the scale below each statement, please indicate the extent to which you agree or 
disagree with each of the following statements. Circle the number that corresponds to your 
opinion. 
 
87. You have a certain amount of intelligence, and you can’t really do much to change it. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
 
88. Your intelligence is something about you that you can’t change very much. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
 
89. No matter who you are, you can significantly change your intelligence level. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
 
90. To be honest, you can’t really change how intelligent you are. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
 
91. You can’t always substantially change how intelligent you are. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
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92. You can learn new things, but you can’t really change your basic intelligence. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
 
93. No matter how much intelligence you have, you can always change it quite a bit. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
 
94. You can change even your basic intelligence level considerably. 
 
Strongly Agree Agree Mostly Agree Mostly Disagree Disagree Strongly Disagree 

 
1 2 3 4 5 6 
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