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This research sought to discover whether minority and

economically disadvantaged students are underrepresented in

gifted and honors programs. Another goal was to ascertain

attitudes of students and teachers currently participating

in gifted and honors programs regarding: admission criteria;

adequacy of teacher preparation to meet special needs of

gifted and honors students; levels of needs satisfaction of

gifted and honors students; perceptions of students and

teachers about program modification.

The data revealed that race, ethnicity and

socioeconomics are factors affecting admission into gifted

and honors programs. Data indicated that: identification

methodologies are inadequate; teacher appointments to gifted

and honors teaching positions have no set criteria; and

gifted and honors students perceive an enhanced educational

enrichment through placement in gifted and honors classes.
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CHAPTER I

INTRODUCTION

Within the educational community there is a growing

debate over which classroom organization system is most

beneficial to the student population. Some educators prefer

a heterogeneous or mixed ability system while others prefer

one which is homogeneous or ability grouped. In modern

schools, heterogeneous systems are becoming more popular.

However, many schools are still utilizing some form of the

homogeneous system (Kelly, 1974, p.1).

There are various types of homogeneous systems in use

today, some of which are more homogeneous than others. One

such organizational system, which can take several different

forms, provides for the grouping of students who are labeled

as "gifted." Such programs may call for self-contained

classes which serve only gifted students. On the other

hand, they may call for gifted students to be pulled out of

their regular classroom environment during specified periods

to participate in enrichment activities specially designed

for gifted students. These two types of programs are most

frequently seen at the elementary and junior high or middle

school levels.

The organization is often quite different at the senior

high school level. Most school districts do not have any
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programs or curricula specifically designed for gifted

students at this level. Instead, gifted students are placed

in classes frequently referred to as honors or advanced

placement. Such classes are designed for high achieving

students and have a specialized curriculum, but they include

students who may not meet the district's criteria for being

labled as "gifted." These are considered to be fairly

homogeneous classes, but they have a wider range of ability

than do courses specifically designed for gifted students.

Supporters of such a homogeneous system believe that

grouping students on the basis of ability reduces the

variation of student ability in the classroom, thus allowing

schools to better meet the special needs of the students.

However, research indicates that grouping students by set

criteria seldom reduces the variability of a group by more

than twenty percent (Westby-Gibson, 1966, p. 11). This is

especially true in those senior high school programs where

gifted students are placed in honors classes for high

achievers rather than in separate classes with curriculum

specifically designed for gifted students.

In recent years, supporters of homogeneous grouping

have also had to face a growing concern regarding the

demographic makeup of most honors and gifted programs. Many

people in the educational and social communities believe

that the current means of identifying gifted and honors

students has consistently excluded the participation of
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students who are of minority racial or ethnic descent and

those in the lowest socioeconomic bracket. In other words,

the gifted and honors programs of the public school system

have produced de facto segregation within each school

building. Charges such as these are being made against

several school districts across the state and the issue has

attracted the attention and passion of groups such as the

National Association for the Advancement of Colored People.

In response, many school districts have developed special

committees to investigate the validity of these

discrimination charges (Miklis, 1992).

Critics of homogeneous grouping are challenging more

than the primary principle upon which such grouping is based

and the demographic makeup of the classes. They are also

questioning the degree to which school personnel are

prepared to meet the special needs of gifted and high

achieving students. In theory, homogeneous classes provide

educators with a better opportunity to meet the special

needs of gifted and honors students. Despite great effort

on the part of educators, many students have indicated that

their special needs are not being met. One possible factor

behind their discontent is the lack of an educational staff

adequately prepared to address the special educational and

emotional needs of gifted and high achieving students. Some

teachers, students, and community leaders argue that unless

the amount of preparation teachers receive in gifted



4

education is increased, the special needs of gifted children

cannot be fulfilled.

The available research regarding criteria for student

placement in gifted and honors programs is sparse, as is

research regarding the training of teachers in these

programs. Research conducted by the Office of Civil Rights

reveals that minorities are underrepresented in gifted and

talented programs (Maker, 1989 C, p. 209). There is

also evidence to suggest that low socioeconomic status plays

an important role in how students score on tests which

affect their placement (Baska, 1989, p. 226). Many highly

capable students are being denied the opportunity to

participate in gifted and honors programs because of racial,

ethnic, and cultural biases in the methods currently being

used for identification.

Statement of the Problem

This study seeks to determine whether minority and

economically disadvantaged students are underrepresented in

gifted and honors programs. It also seeks to determine the

perceptions of gifted and honors students and their teachers

regarding the process for identifying students as gifted or

honors candidates. Additionally, this study is an attempt

to determine the degree to which secondary level teachers of

gifted and honors classes are prepared to meet the needs of

their special needs students and to determine the
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the perceptions of gifted and honors students and their

teachers regarding that preparation.

Assumptions and Research Questions

The first assumption of this study was that minority

and economically disadvantaged students are underrepresented

in gifted and honors programs. It was assumed that students

currently involved in these programs would generally

perceive the criteria for placement to be fair, but that

this perception would vary along racial, ethnic, and

socioeconomic lines. Lastly, it was assumed that a

significant number of teachers currently teaching in gifted

and honors programs have not had extensive special training

necessary to help them meet the needs of gifted and honors

students. These assumptions can be transcribed into the

following research questions:

1. Are race, ethnicity, and socioeconomic status

factors affecting students' admission or placement into

gifted and honors programs?

2. Do the students in gifted and honors classes have a

positive attitude toward gifted and honors programs?

3. Are race, ethnicity, and socioeconomic status

factors affecting students' attitudes toward gifted and

honors programs?

4. Have teachers in gifted and honors programs

received special training necessary to help them

meet the needs of gifted and honors students?
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Site and Population

The population for this study included teachers and

students from three of the largest school districts in

Tarrant County, Texas. The students and teachers in the

sample were all participants in a gifted or honors program.

Most of the data were compiled utilizing a survey

instrument. Student surveys (See Appendix A) were

personally administered by the researcher during class time.

Teacher surveys (See Appendix B) were delivered to teachers

in their individual mailboxes on each campus. A portion of

the data was obtained from personal interviews conducted

with students and teachers over the telephone (Appendices C

& D).

Definition of Terms

Gifted Student. Student who demonstrates achievement

or potential for high performance in one or more of these

categories: general intellectual ability, specific academic

ability, creative and productive thinking, leadership

ability, visual and performing arts, and psychomotor

ability (Smutny & Blocksom, 1990, p. 1). Generally refers

to the top three to five percent of students (Slavin, 1991,

p. 68).

Homogeneous Grouping. Organizational structure in

which students are placed in classes with students of like

ability (Davis & Rimm, 1985, p. 111).
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Honors Student. A student who is academically

successful and is enrolled in courses designed for high

achieving students.

Honors Program. Courses of study designed for high

achieving students but not including curriculum especially

for gifted students.

High Achieving Student. A student who is academically

successful in the traditional educational system and is

usually identified by consistently high grades. The student

may or may not be identified as gifted in intellectual

ability as measured by standard IQ tests (Miklis, 1992).

Generally refers to the top 33 percent of students (Slavin,

1991, p. 68).

Advanced Placement. An accelerated secondary level

course in which content is taught on a collegiate level. In

many districts, the contents of these courses serve as the

gifted curriculum at the secondary level.

Honors/Gifted. Term used to describe secondary level

courses serving high achieving students who may or may not

be identified as gifted. These courses often serve as the

"gifted" program in schools where no separate gifted

curriculum is provided.

Ethnic Group. Individuals who share a sense of group

identification, a common set of values, behavior patterns,

and other cultural and physical characteristics such as

color and facial features (Colangelo & Davis, 1991, p. 416).
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Culture. A set of beliefs and traditions that are

unique to a broad group that could include several ethnic

groups, i.e. Americans (Colangelo & Davis, 1991, p. 416).

Significance to the Field of Education

Research pertaining to demographics of homogeneous

programs, teacher preparation for teaching homogeneous

classes, and student and teacher attitudes is limited.

Data regarding student and teacher attitudes is particularly

rare. This is an attempt to determine participants'

attitudes about admission criteria and teacher preparation

in the realm of gifted and honors education. It is also a

search for data which might illustrate the discriminatory

nature of the processes currently being used for

identification of gifted and honors students.

Significant questions include: Do teachers in gifted

and.honors programs have the specialized preparation

necessary to meet the special needs of their students; do

teachers and students feel more preparation is needed; are

the requirements for admission into gifted and honors

programs fair or are some students being denied the

opportunity to reach their full educational potential

becuase of racial, ethnic, and cultural bias?

If minority and economically disadvantaged students are

found to be underrepresented in gifted and honors programs,

one can assume that the needs of many gifted and high
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achieving students are not being met. If teachers are not

given the occupational preparation necessary to teach

students with special needs, gifted and high achieving

students' needs are not being met. If students and teachers

perceive a need for change, then students' needs are not

being met. An attempt was made to reveal areas in which the

education of gifted and honors students is lacking and to

provide suggestions from students and teachers themselves as

to how the programs might be improved.



CHAPTER II

REVIEW OF THE LITERATURE

The education of special needs students has long been

the subject of great controversy. In this country people

seem to have a tremendous love-hate relationship with

giftedness. They love and respect those who are able to

overcome odds and do very well in a given area. On the

other hand, the concept of special education for the gifted

seems to contradict the basic egalitarian values of our

culture. Diane Willard articulated this concept very well

in her 1989 article, "Problem Solving For Students Who Are

Gifted." As she put it:

One lingering notion that is repugnant to Americans is

that of elitism; in America, no one is 'better' than

anyone else. On the other hand, Americans pride

themselves on their compassion for those perceived to

be the 'underdogs.'

Willard continued this thought by quoting Theodore Greene:

To tolerate special privileges on the basis of race,

creed, color, or social and economic background is

indeed profoudly undemocratic and illiberal. But to

refuse to give the able and ambitious student

educational opportunities which his less able and less

ambitious fellows do not desire and could not use is as

10
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unjust to the promising individual as it is harmful to

the community (Willard, 1989, p.30).

There is very little literature available regarding the

aspects of gifted and honors education being studied. There

is a plethora of information about education of gifted

children and about the ethnic and cultural biases of

identification procedures. However, there has been little

written about the attitudes of students and teachers toward

the identification process or the educational programs

themselves.

Defining Giftedness

In 1972, the U.S. Commissioner of Education, Sydney

Marland, formed and directed a federal task force to study

gifted education. The commission was developed in response

to a congressional mandate that gifted and talented children

should benefit from federally legislated funds. The

committee produced what is now called the Marland Report and

it included the following definition of gifted and talented

children:

Gifted and Talented Children are those identified

by professionally qualified persons who by virtue of

outstanding abilities, are capable of high performance.

These are children who require differentiated

educational programs and/or services beyond those

normally provided by the regular school program in
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order to realize their contribution to self and

society.

Children capable of high performance include those

with demonstrated achievement and/or potential ability

in any of the following areas, singly or in

combination:

1. general intellectual ability

2. specific academic aptitude

3. creative or productive thinking

4. leadership ability

5. visual and performing arts

6. psychomotor ability

It can be assumed that utilization of these

criteria for identification of the gifted and talented

will encompass a minimum of 3 to 5 percent of the

school population (Eby & Smutny, 1990, p. 4).

In the years following the Marland Report, many educational

systems attempted to use this definition as a basis for

identification procedures and program development. The

definition states that the population of gifted and talented

students is expected to exceed 3 to 5 percent of the school

population, yet educational agencies tended to interpret 5

percent as the maximum number of students served. In 1981,

the U.S. Congress altered the definition in the Marland

Report so that gifted and talented children were defined as:

Children who give evidence of high performance
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capability in areas such as intellectual, creative,

artistic, leadership capacity, or specific academic

fields, and who require services or activities not

ordinarily provided by the school in order to fully

develop such capabilities (Eby & Smutny, 1990, p. 5).

This definition contains many of the same components, but

the discussion of percentages of populations has been

deleted; thus leaving those decisions to local educational

agencies (Eby & Smutny, 1990, p. 5).

Resulting Programs

In the early 1980's, the Sid W. Richardson Foundation

conducted a nationwide study. The goal was to develop an

accurate national picture of what was really happening in

gifted programming. The Richardson Study concluded that

gifted programs differ considerably in quality, in program

offerings, in structure, and in student identification

procedures. The most frequently used means of

identification were teacher recommendations, achievment

tests, and IQ tests. However, criteria such as cutoff scores

and tests used varied from school to school and goals and

objectives of classes were diverse (Eby & Smutny, 1990, p.

6).

Implications of Bias

The programs created through the use of these

identification methods have been fraught with problems. One

of the greatest of these is bias. Cultural and ethnic
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minority students face tremendous obstacles in the process

of being identified as gifted. As Patricia Alexander and

Joseph Muia put it in their book Gifted Education; A

Comprehensive Roadmap

Giftedness is not nor ever has been the exclusive

property of white, middle-class America. Yet, through

generations educational programs serving the gifted

have been composed, almost exclusively, of such

individuals (Alexander & Muia, 1982, p. 45).

In 1989, C. June Maker and Shirley W. Schiever edited a

book effectively detailing these difficulties and offering

suggestions for program imporovement. The book contained

articles contributed by nearly forty well-known experts in

the field of special education. The articles provide

descriptions of the various areas in which cultural and

ethnic minorities are at a disadvantage in gifted education.

Contributing writer, Clarissa Banda of the Motebello

United School District in California, writes about the

difficulties Hispanic students face in gifted programs. She

describes it in this way:

One reason for low school success among gifted Hispanic

students is that they are usually placed in programs

that focus on developing abilities valued by the

majority culture. In this type of program, Hispanic

students must work twice as hard to succeed, overcoming

obstacles of differing value systems, behavioral
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patterns, inadequate academic preparation, and

differing language (Banda, 1989, p. 27).

Dr. Ernesto Bernal of Northern Arizona University adds to

this by saying that some Hispanic students should be

selected for gifted programs because they meet criteria

valued by Hispanic communities (Bernal, 1989, p. 34).

Several of the articles in Dr. Maker's book point

out the relationship between the low rate of identification

of cultural or ethnic minority children and the different

behavioral expectations held by each culture. For example,

in identifying gifted children, one characteristic often

sought is leadership ability. A black youth who is a gang

leader meets this criteria within his or her own ethnic

group because that group values leadership as well as

immediate gratification, yet a person from the majority

culture would not consider this youth a candidate for a

gifted program (Maker, 1989 C, p. 211). By the same token,

an American Indian child might be overlooked for gifted

programs based on the criterion that one have "extraordinary

quantities of information and unusual retentiveness." In

the American Indian culture where traditions and heritage

are highly valued this trait is seen in one's ability to

recall old legends rather than in ability to recall

mathematical formulas; therefore a person from the majority

culture might not recognize this characteristic in an

American Indian child (Maker, 1989 A, p. 78).
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Cultural and ethnic bias are not inherent in the

concept of gifted education itself. The bias exists

primarily in the methods used to identify candidates for the

programs. Gary Davis and Sylvia Rimm wrote a book which

claims that cultural bias in test instruments and other

identification methods often actually obscures students'

giftedness by "proving" that students are not gifted. They

argue that because actual achievement often is not

outstanding, identification must be based upon superior

potential rather than superior performance (Davis & Rimm,

1985, p. 259).

Davis and Rimm outline the ways in which various

identification procedures are biased against culturally

different and economically disadvantaged children. They

point out the fact that many intelligence tests emphasize

verbal ability and are based upon middle-class English.

Therefore, students who grew up speaking subcultural

languages such as black English, Hawaiian pidgin, or Native

American languages go into these tests with different

lingustic structures, categories, and associations (Davis &

Rimm, 1985, p.260-61).

Davis and Rimm also point to the commonly used tool of

teacher recommendations as a source of cultural and

socioeconomic bias. They point out that in systems where

teacher recommendations carry a great deal of weight in the

identification process, poor and minority children have
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additional hazards to face. As they put it:

'Teacher pleasers', who are neat and clean, nicely

dressed, have nice manners, who speak middle-class

English, and who turn in their work neatly done and on

time, are likely to be named as 'gifted'. Other

students-poor, black, Hispanic, or Native American- are

automatically 'disadvantaged' by many teachers in the

nomination process (Davis & Rimm, 1985, p. 262).

The authors also point out that this is not true in every

case. In some instances, sensitive and caring teachers who

are knowledgeable about characteristics of gifted children

may be excellent identifiers of culturally different gifted

children. The nomination procedure will be greatly improved

by educating all teachers regarding the characteristics of

gifted minority children (Davis & Rimm, 1985, p. 262).

Teacher Preparation

There is a great deal of existing literature which

outlines the differences a teacher can make in student

achievement based on his or her behavior and expectations;

however there is not nearly as much information available

about the effects of specialized teacher training on student

achievement. However, researchers of gifted education

claim that teachers of gifted students need special training

to develop skills and knowledge to be able to respond to the

unique characteristics of gifted children and to function
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effectively in special learning situations (Goldring, 1990,

p. 318).

There also is not much information about students'

perceptions about teacher preparation, but a 1990 article in

The Journal of Educational Research reports on a study which

indicates that college-track teachers were considered the

best teachers even though, in reality, they had the same

qualifications as other teachers. This article also

indicates that one related study showed that teacher

training was found to have effects on six tested student

achievement outcomes. Those students in a special class

exposed to a teacher who received special training to teach

gifted students showed achievement rates almost twice those

of students in special class where the teacher did not

receive any training (Goldring, 1990, 321.)

Attitudes

Among the topics addressed by this investigation, the

arena of student and teacher attitudes was one of the most

barren in terms of available literature. However, the

Summer 1983 volume of Gifted Child Quarterly provided some

interesting information. One article, written by Nicholas

Colangelo and Kevin Kelly, reported on a study of student,

parent, and teacher attitudes toward gifted programs and

gifted students. The authors found that gifted students

expressed "favorable attitudes toward the gifted program and

toward other gifted students." They also found that gifted
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students expressed a desire to participate in gifted

programs when given the opportunity. Lastly, the authors

concluded that, "Gifted students do want to participate in a

special program and do want to spend part of their day in

activities with other gifted students" (Colangelo & Kelly,

1983, p. 109).

In a second article from the same journal, Albert

Dorhout reported on a study of those behaviors which

academically gifted students prefer teachers to exhibit.

Mr. Dorhout provided a history of other studies done in this

area. Some of these studies concluded that gifted students

preferred teachers who displayed cognitive-intellectual

attributes while other studies found that gifted students

believed personal-social attributes to be more important.

Mr. Dorhout reports that in 1982, his study showed that:

In spite of the considerable interest among

academically gifted students toward intellectual

pursuits, there also seems to be a strong preference

for teachers with a personal-social orientation

(Dorhout, 1983, p. 122-24).

Summary

While attitude is a very important part of learning,

information about student and teacher attitudes is scarce.

The literature is replete with information about admission

criteria for gifted programs and the cultural, ethnic, and

socioeconomic biases that plague it. However, attitudinal
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information is quite difficult to find. If the

effectiveness of current educational programs is to be fully

assessed, this must change. Further studies about the

attitudes of students and teachers must be conducted and

made available to people within the edcuational community.

Only through discovery and analysis of these attitudes can

educators learn how to better meet the special needs of

students.



CHAPTER III

METHODOLOGY

Site and Population

The selected sample was drawn from students and

teachers in schools in Tarrant County, Texas. Subjects

selected for study were all participants in a gifted or

honors program. The sample included participants from four

senior high schools in three school districts.

The school districts selected for study are three of

the largest in Tarrant County. They will be referred to as

Districts A, B, and C. These districts were selected for

several reasons. The first of these is that all three

districts have similar gifted programs. The second reason

relates to the desired variety of the sample population.

Districts A and C are in suburban areas with relatively

homogenous populations of above average annual income.

District B was chosen to provide a balance to A and C. Its

urban population is more racially and economically

heterogeneous and the average annual income there is lower.

Districts A and C were originally chosen because access to

those districts was the most convenient. This conveneince

was due to the districts' locations and the cooperation of

district teachers and administrators.

21
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District A has a student population of 44,059 drawn

from a municipal population of 261,721. According to the

1990 Federal Census, the racial and ethnic breakdown of this

municipal population is as follows:

Race/Ethnicity Number Percentage

White (includes 216,284 82.6
Hispanics)

Black 22,009 8.4

American Indian 1,323 .5

Asian 10,271 3.9

Hispanic 23,312 8.9

Other 11,834 4.5

(Census, 1990, STF 1A).

(Percentage figures rounded to the nearest tenth)

The median household income for the city in which District A

is located is $35,048 (Census, 1990, STF 3).

District B has a student population of 68,630 drawn

from a municipal population of 447,619. The racial and

ethnic breakdown of this municipal population is as follows:

Race/Ethnicity Number Percentage

White (includes 285,549 63.8
Hispanics)

Black 98,532 22.0

American Indian 1,914 .4

Asian 8,910 2.0

Hispanic 87,345 19.5

Other 52,714 11.8
(Census, 1990, STF 1A).
(Percentage figures rounded to the nearest tenth)
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The median household income for the city in which District B

is located is $26,547 (Census, 1990, STF 3).

District C has a student population of 18,500 drawn

from a municipal population of 115,485. The racial and

ethnic breakdown of this municipal population is as follows:

Race/Ethnicity Number Percentage

White (includes 104,954 91.0
Hispanics)

Black 3,789 3.3

American Indian 557 .5

Asian 3,457 3.0

Hispanic 6,761 5.9

Other 2,728 2.4

(Census, 1990, STF 1A).

(Percentage figures rounded to the nearest tenth)

The average median household income for this municipal

population is $38,292 (Census, 1990, STF 3).

The 281 participating students were surveyed during

classtime with permission of the classroom teachers. The

researcher personally administered and collected all student

surveys; thus ensuring the anonymity of each respondent.

The result of this approach was that 100 percent of students

asked to complete the questionnaire did so and turned it in

for analysis.

Participating teachers were sent questionnaires through

their personal mailboxes on their campuses. With the

questionnaire, each teacher was sent a letter explaining how
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to return it for analysis. In those cases where surveys had

to be returned through the U. S. mail, stamped addressed

envelopes were provided. Of the thirty teachers to whom

surveys were sent, twenty-three (76.7 percent) returned

completed documents.

As teachers and students completed their surveys, they

were asked to consider participating in brief follow-up

interviews. Those who chose to do so were asked to submit

their first names, last initials, and phone numbers at which

they could be reached. They were specifically asked to

provide this information on pages separate from their

surveys so as to ensure the anonymity of their written

responses. From those names provided, thirty students and

ten teachers were called for interviews.

Instruments and Procedures

There were two questionnaires used to collect data; one

for teachers and another for students (Appendices A & B).

The original questions for the surveys were developed using

the research questions, information from the literature, and

comments from teachers and students as guidelines. Those

questions were then submitted to three individual teachers

of gifted or honors classes, one of whom is also a gifted

program director. These individuals made suggestions of how

the instruments could be improved with regard to content or

clarity. Once adjustments were made on the basis of those
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suggestions a field test was conducted. Approximately sixty

gifted and honors students in three classes and their

teacher were asked to complete the surveys and make note 
of

any part which was unclear. Further adjustments were then

made to those sections of the surveys which the participants

indicated were unclear.

The questionnaires each had three sections. 
The first

part of each survey instrument consisted of 
multiple choice

questions seeking demographic information and information

about the person's experience with gifted and honors

educational programs. There were ten such questions on the

student survey and nine on the teacher survey.

The second part of each survey asked participants to

rate, on a scale of one to four, their level of agreement or

disagreement with eleven statements about gifted and 
honors

programs. The third part of each survey required

participants to respond to three open-ended questions

according to their knowledge and opinions. The student

survey asked questions about the criteria for admission into

gifted and honors programs and about teachers of gifted 
and

honors classes. The teacher survey asked questions about

educational preparations for teaching gifted and honors

classes and about the criteria for admission into gifted and

honors programs both for teachers and students. All

students and teachers were asked not to put their names or
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any other identifying marks on their surveys so that their

answers would be completely anonymous.

In the second phase of the investigation, the

interviews with students and teachers were conducted using

five specific questions designed for each group (Appendices

C & D). The questions asked of participants stemmed from

questions asked on the original survey, but sought more

detailed and personalized information. The questions used

for the student interviews dealt with the following topics:

criteria for student admission into gifted and honors

programs, students' reasons for getting into these programs,

the benefits of a gifted or honors education, and students'

opinions as to what changes they would make in the gifted or

honors program. The questions used for the teacher

interviews dealt with the following topics: criteria for

student admission into gifted and honors programs, criteria

for teacher placment in gifted and honors programs, the

benefits of a gifted or honors education, and teachers'

opinions as to what changes they would make in the gifted or

honors program.

All interviews were conducted by the researcher and all

participants were guaranteed anonymity. The interviews were

conducted over the telephone. The length of the interviews

varied because the responses of the participants were quite

diverse. However, the interviews lasted an average of ten

minutes. Respondents to both surveys and interviews were
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guaranteed anonymity in order to elicit the most candid

responses possible.

Analysis of Data

Since both numerical and attitudinal data were

collected, a combination of qualititative and quantitative

research methods was used. The numerical data were analyzed

using a variety of statistical tests to determine

relationships between participants' racial and cultural

backgrounds and their responses to survey questions. The

attitudinal data were analyzed using a qualitiative approach

to determine trends in the educational environment as

suggested by responses to survey and interview questions.

Statistical Analysis of Data

Student Survey Responses

Responses to sections one and two of the survey

instruments (Appendices A & B) were analzyed using a variety

of statistical tests. The first purpose of these data was to

determine whether or not racial and cultural minority

students were fairly represented in the sample population.

In order to make this determination, a series of chi square

one-sample tests were performed. Chi square tests for a

nominal variable in which the frequencies observed in the

sample are compared with frequencies that should be

expected. In this case, the expected frequencies for each

racial or ethnic category are equal to the total sample size
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times the proportion in which the particular race or

ethnicity is found to exist in the overall school

population (N. Ruff, M. Watson, J. Castillo, personal

communications, May, 1992) The observed and expected

frequencies are outlined in the charts below.

School 1 - District A

Race/Ethnicty Observed Expected

White 90 85.26

Black 1 5.73

Hispanic 4 6.45

Asian 6 4.25

Other

Race/Ethnicity

White

Black

Hispanic

Asian

Other

Race/Ethnii

White

Black

Hispanic

Asian

Other

1 .31

School 2 - District A

Observed Expected

38 41.66

1 3.30

0 1.21

8 1.67

1 .85

School 3 - District B

Observed Expected

45 28.21

5 6.16

10 26.29

4 3.31

0 .03
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School 4 - District C

Race/Ethnicity Observed Expected

White 56 53.17

Black 0 2.41

Hispanic 2 3.97

Asian 5 5.27

Other 2 .19

A second purpose of the quantitative data was to

determine whether any relationships existed between student

attitudes toward the gifted or honors program and race or

ethnicity. Responses to questions 11 through 21 were

compared with respect to race using the Kruskal-Wallis 1-Way

anova. This is a test similar to a parametric analysis of

variance which seeks the Between Variation of ordinal data

to determine the significance of that data. This test,

rather than a Chi Square, was used because the data were

ordinal and the rank of each response had to be considered

in the calculation of means.

A test was also run to determine the relationship

between race and income in the sample population. Since the

dependent variable, income, was ordinal and there were five

nominal groups, a Kruskal-Wallis test was used in this

comparison as well. Once this relationship was established,

comparisons were made between income and the responses to

Questions 11 through 21. The Kruskal-Wallis test was used

for these comparisons.
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Attempts were made to correlate responses to Question

11 to Question 17 responses and Question 13 responses to

Question 14 responses. Questions 11 through 17 required

students to rate their agreement or disagreement with

statements on a scale of one to four; however, the exact

value of each response variable is not known. For example,

the exact difference between the continuous numeric values 3

and 4 is known, but the exact value difference between the

variable 1 representing strong agreement and the variable 2

representing agreement is not. Because these variables were

of this "collapsed ordinal" nature rather than continuous,

the Kendall Tau B coefficient was used to correlate

responses to questions in this section.

Frequency counts were also conducted for student survey

responses. The results of these counts were used to

determine students' attitudes toward gifted and honors

programs. These determinations were made by counting the

number of students agreeing and disagreeing with the

statements in section two of the survey instrument.

Teacher Survey Responses

Since this sample population was so small, comparisons

of the distributions of race or ethnicity between the sample

and overall school populations would have been invalid. For

the purpose of comparing race and ethnicity to responses in

Questions 10 through 20, the Kruskal-Wallis 1-Way anova test

was used. For the purposes of correlating Questions 10 and
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14; 11 and 12; and 15 and 20, the Kendall Tau B coefficient

was used.

Quantitative data collected from the teacher surveys

were also used to make the following determinations:

1. The number of years of teaching experience that the

majority of responding teachers have had.

2. The number of responding teachers indicating a

belief that teachers in the gifted or honors program

should have special training.

3. The number of responding teachers indicating that

they have had special training in the area of

gifted or honors education.

Frequency counts were conducted regarding Questions 4, 8, 9,

and 17 in order to make these determinations.

Frequency counts were also used to determine teachers'

attitudes toward gifted and honors programs. These

determinations were made by counting the number of teachers

who agreed and who disagreed with the statements in section

two of the survey instrument.

Qualitative Analysis of Data

Student and Teacher Responses

Participant responses to the free-response portion of

the surveys and the interview questions were analyzed in the

same manner. Each answer was divided into parts according

to the number of different elements listed by the

participant. This means that if a student wrote a response
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to survey question 22 consisting of five different criteria,

each of those five was tallied separately. Repeat responses

were tallied together, and coding categories were developed

to group responses with similar characteristics (Bogdan &

Biklen, 1982, p. 156). For example, all responses related

to test scores were placed in a category labeled "Tests" and

all responses including grade criteria were placed in a

category labeled "Grades". When all responses had been

counted and grouped, the five coding categories containing

the most responses were chosen for inclusion in the final

report. Then, those responses which occurred most

frequently within each group were chosen for reporting

purposes. The resulting report lists the top coding

categories and the top two or three responses within each

category. Conclusions were drawn based on the frequency of

answers and the content of the answers themselves.

The numbers used in the study to indicate the

percentage of total responses represented by any one

question were obtained by dividing the number of times a

response is given by the total number of responses to the

question, rather than by the number of respondents. Once a

percentage was obtained, that number was rounded to the

nearest tenth.



CHAPTER FOUR

ANALYSIS OF DATA

Statistical Analysis of Data

Student Survey Responses

Statistical methodologies were used to analyze all

quantitative data. The analysis sought significant

differences between the student population and the sample

population in each school regarding race and ethnicity.

It also sought significant differences in attitudinal

responses between racial and ethnic groups. All numerical

data analyzed in this manner were collected on sections one

and two of the student survey instrument.

For the comparison of racial and ethnic distributions

between the sample population and the overall school

population, a chi square one-sample test was performed. It

is generally accepted that no more than 20 percent of the

cells in a chi square analysis should have expected

frequencies of less than five. However, in this analysis,

80 percent of the cells had an expected frequency of less

than five. The alpha generally accepted for these data was

.10, however some test results with slightly higher

differences were reported because the sample size was small.

Results close to the .10 level in a small sample indicate

33
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that in a larger sample the results would have been even

more significant.

In School 1 of District A, a significant difference of

.117 was found in a sample size of 102. The test showed

that there were more whites and fewer blacks than expected

in the gifted and honors population. This means that in

this school, whites were overrepresented and blacks

underrepresented in the sample population.

In School 2 of District A, the chi square statistic was

significant at less than the .001 level. The test showed

that there were far more Asian students observed in the

sample population than was expected.

In School 3 from District B, the chi square statistic

substantiated the finding that observed and expected

frequencies of some races and ethnicities differ. In this

test, 40 percent of the cells had an expected frequency of

less than five. The statistic was significant at less than

the .001 (alpha) level. The results do show that far more

whites were observed in the sample population than are found

in the overall student population. At the same time, far

fewer hispanics were found in the sample population than are

found in the overall school population. All other race

categories were fairly represented.

In School 4 from District C, some differences were also

found. In this case, more whites were observed than

expected while fewer blacks and hispanics were observed than
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expected. It should be reported, however, that 60 percent

of the cells in this chi square had an expected frequency of

less than five, and the statistic found the differences to

be significant at less than the .001 level.

Comparisons were made between race or ethnicity and the

responses to each of the questions 11 through 21. Only the

responses to Question 18 were found to be significant. This

question asked students whether or not they agreed with the

statement, "The requirements students must meet to qualify

for the gifted/honors programs are fair." The findings were

the reverse of what was expected. Listing the racial or

ethnic groups in order from strong agreement to strong

disagreement, the order was: Black, Hispanic, White, Asian,

and other. This means that Blacks and Hispanics tend to see

entrance requirements as fair more often than Whites and

Asians.

Also conducted was a comparison of race with respect to

income. When the 224 responding gifted and honors students

from all schools were considered together, there was a

significant relationship between these two factors. Using a

Kruskal-Wallis 1-Way anova to analyze ordinal data, the

differences were found to be significant at the .0193 level.

Whites were found to have the highest incomes, followed in

descending order by Asians, other, Hispanics, and Blacks;

therefore it follows that minority underrepresentation
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equates to underrepresentation of the economically

disadvantaged.

The Kruskal-Wallis test was again used to search for

relationships between income and responses to each of the

Questions 11 through 21 because those responses were

represented by ordinal data. A marginally significant

relationship was determined between income and Question 11

which asked whether or not students liked gifted and honors

classes better than regular classes. N was 225 and the test

produced a significance level of .1076. Students of low

income (Below $20,000/yr) agreed with Question 11 far more

often than did middle income students ($46,000 - 70,000/yr).

The relationship between income and Question 12 was

found to be significant at the .0898 level. Question 12

asked students whether or not they liked teachers of gifted

and honors classes better than teachers of regular classes.

N was again 225 and the data showed that the largest

difference was between the responses of low and middle

income students. Students of the lowest income tended to

agree with Question 12 more.

The Kruskal-Wallis test was also used to determine the

relationship between income and Question 15 which asks if

students believe that gifted and honors classes are taught

by better teachers than regular classes are. The

relationship was found to be marginally significant at the

.1135 level. N was 226. In this instance, students in the
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second lowest income bracket ($20,000 - 45,000/yr) agreed

most often, and students in the lowest bracket disagreed

most often.

The Kendall Tau B coefficient was used to correlate

Question 11 with Question 17. This test compared the

responses of students about whether they like gifted and

honors classes better with the responses of students about

whether they would like to get out of the programs. The

coefficient found was .3658, which is only a mild

relationship. This same approach was used to correlate

Questions 13 and 14. Question 13 asked whether students

believed they are academically challenged more in gifted and

honors classes. Question 14 asked whether students believed

the only difference between gifted or honors and regular

classes was the amount of work done. The association of

.2357 determined in this case was also weak. A strong

association would begin with .7000.

Frequency counts were also conducted so that

determinations about student attitudes could be made. The

counts revealed how many students agreed and disagreed with

each statement in section two of the survey instrument. It

was found that 96 percent of responding students agreed with

Question 11 and 71 percent agreed with Question 12.

Question 11 asked students whether they like gifted and

honors classes better than regulars and Question 12 asked

whether or not they prefer teachers in gifted and honors
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classes to those in regulars. The frequency counts also

revealed that 93 percent of students agreed with Question

13, and 12 percent agreed with Question 14. Responses to

Question 15 indicated that 54 percent of students disagreed

with the concept that better teachers teach gifted and

honors classes. Question 16, which asked students whether

or not they would recommend the program to others, drew an

agreement rate of 93 percent while Question 17, which asked

if students would like to get out of gifted or honors

classes, drew only 2.8 percent. These responses

indicate that gifted and honors students truly do prefer

gifted and honors classes to regular ones. It is also

indicated that they do believe that the classes are taught

at higher levels than regular classes although the teachers

are not necessarily better than those in regular classes.

Despite these preferences and opinions, the responses

to Question 20 seem to indicate that students believe there

are some students in the gifted and honors programs who are

not qualified to be there. This is shown in the 79 percent

rate of agreement. This means that even though 76 percent

of students indicated that the admission criteria are fair,

they perceive some flaw in the placement process.

Student opinions about teachers' preparation to teach

gifted and honors classes were sought in Question 17. Their

responses showed that 79 percent of participants agree that
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teachers should have special training to teach gifted and

honors classes.

Teacher Survey Responses

The survey responses given by teachers were also

analyzed using a variety of statistical tests. Comparisons

of the distributions of race and ethnicity in the sample

population and the school population could not be made

because of the low sample size. The teachers who responded

all identified themselves as either Black or White. This

resulted in a frequency count of 21 Whites and two Blacks.

The relationships between race or ethnicity and the

response distributions for Questions 10 through 20 were

sought using the Kruskal-Wallis 1-Way anova test because the

data were ordinal. The test relating race to Question 10,

which asked whether teachers liked teaching gifted and

honors classes better than regular ones, found a

significance level of .0552 where N = 22 with 20 Whites and

two Blacks. Whites agreed with the statement more than

blacks. The test relating race to Question 11, which asked

about teachers' opinions of the academic challenges of

gifted and honors classes, showed a significance level of

.0418 where N = 23 with 21 Whites and two Blacks. Whites

were in agreement that gifted and honors classes are more

challenging than regulars more frequently than blacks.

The test relating race to Question 13 showed a

significance at the .0690 level where N = 23 with 21 Whites
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and two blacks. This questioned whether or not teachers

would recommend the gifted and honors programs to their

collegues. Whites agreed with the statement more than

blacks. The test relating race to Question 16 found a

significance at level .0982 where N = 22 with 20 Whites and

two Blacks. This asked whether or not teachers considered

the selection criteria for teachers to be valid. Whites

agreed more often than blacks.

Tests were run using the Kendall Tau B coefficient to

try to correlate Question 10 with 14, Question 11 with 12,

and Question 15 with 20. A strong correlation would have

been a score of .7000 or above. The coefficient for

variables 10 and 14 was .5257. This was interpreted as a

mild association between preferences of gifted and honors

classes and desire to get out of gifted and honors programs.

The coefficient for variables 11 and 12 was .2010.

This was interpreted as a weak association. Question 11

asked teachers to rate their agreement with the idea that

students are academically challenged more in a gifted or

honors class than they are in regular classes. Question 12

asked teachers whether they thought gifted and honors

classes just meant doing more work, not more critical

thinking. The coefficient for variables 15 and 20 was

.5789. A strong association would be .7000, so this was

interpreted as a mild association between opinions about the
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fairness and adequacy of admission criteria and the caliber

of students in gifted and honors classes.

The frequency counts conducted for responses in

sections one and two of the survey instrument provided

information as to responding teachers' experience and their

attitudes toward special occupational preparation for

teaching gifted and honors classes. Responses to Question 4

indicated that 74 percent of responding teachers have 19 or

more years of teaching experience, 17 percent have 13 to 18

years of experience, and 9 percent have six to twelve years

of experience. This indicates that the majority of teachers

in gifted and honors programs has at least 19 years of

teaching experience.

Examination of the responses to Question 17 reveals

that 96 percent of responding teachers agree that teachers

should have special training to teach gifted or honors

classes. The only respondent to disagree with Question 17

indicated strong disagreement. Analysis of responses to

Questions 8 and 9 shows that 83 percent of participating

teachers has had special training on educating gifted or

honors students, 17 percent has not had any such training,

and only one respondent of 23 has a gifted education

certification endorsement. While 83 percent is a large

majority, it is still lower than the 96 percent of responses

indicating that gifted or honors program teachers should

have special training.
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The frequency counts also provide information about

teachers' attitudes toward gifted and honors programs.

Question 14 asked whether teachers would get out of these

programs if they could. All responding teachers indicated

that they would not. Question 11 and 12 asked for teachers'

opinions about the intellectual challenges of gifted and

honors classes. Teacher responses to Question 11 indicated

that 96 percent of participants believe that students are

academically challenged more in gifted and honors classes.

Responses to Question 12 support this by indicating that 91

percent of teachers disagree that the increased challenge of

these classes is simply the amount of work assigned.

In responding to Question 16, the majority of teachers

indicated that the criteria for selecting teachers for the

programs was valid. However, 35 percent did disagree.

Question 15 asked teachers to indicate their level of

agreement with the statement, "The criteria for students'

placement in the gifted/honors program is fair and

adequate." The responses were almost evenly divided on this

question, with eleven teachers disagreeing and twelve

agreeing (47.83 percent to 52.2 percent). When asked in

Question 20 whether the student admission process resulted

in classes of truly gifted or high achieving students,

responses were, again, fairly evenly divided. 56.5 percent

of teachers disagreed with the statement while 43.48 percent

agreed. Although not all responding teachers responded
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negatively toward the admission process and its resulting

student population, the disparities between teachers'

opinions seems to indicate a need for change in the process.

Qualitative Analysis of Data

A qualitative method was used to analyze the data

collected from the free-response portion of the student and

teacher surveys and from personal interviews. With these

data, attempts were made to determine student and teacher

attitudes about gifted and honors programs and to determine

students' perceptions of the criteria used to select

students for these programs.

Student Responses to Survey Instrument

Question 22 asked students to describe the criteria

that is used to determine student placement in gifted or

honors programs. The top five response categories were as

follows:

Category Percent of Responses

Grades 26.6

Personal Characteristics 20.9

Test Scores 12.8

Past Performance/Prerequisites 10.0

Teacher Recommendations 8.3

Within the Grades category, the top three responses given

were:

Response Percent of Responses

Good grades/grade point average 17.0

Average of 85 or above 2.2
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Good grades in Elementary school 1.9

The 2.2 percent of responses citing an average of 85 or

above as a requirement all came from the school in District

C. The next most frequent responses about grades included

1.6 percent citing a requirement of an average of 90 or

above and 1.0 percent citing a requirement of an average of

80 or above. These responses were more evenly distributed

among students from all three districts. Below are the

responses regarding grade requirements for admission given

by students when asked to ". . . describe what is required

to qualify for the gifted or honors program."

A rather high G.P.A.

Good grades in elementary . . .

You must maintain an 80 average to stay in the

program.

You must have an A average. They say that they take

into consideration leadership and other related

things, but I don't think they really do.

Within the Personal Characteristics category, the top

three responses given were:

Responses Percent of Responses

Ability/Willingness to work hard 6.2

Interested in learning 2.2

Dedication 1.4

While a person's work ethic seemed to be important to

students in all three districts, answers related to that

concept appeared most frequently in District B. In that
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district, answers related to work ethic appeared in 3.8

percent of student responses, whereas in Districts A and C,

such answers appeared only in 2.1 percent and 1.2 percent of

responses respectively. Listed below are examples of

student responses regarding personal characteristics

criteria for admission.

. . . you have to be willing to work very hard.

Dedication to studying.

One has to care about learning.

Among those answers in the Test Scores category, the

top three responses were:

Response Percent of Responses

Test scores 4.5

High I.Q. (score) 2.9

Standardized test scores 2.1

Responses relating to test scores came from students in 
all

three districts. Some examples of their responses are

listed below.

I think it is based on . . . standardized testing.

High test scores.

Your . . . I.Q. scores must be well above average.

The Past Performance/Prerequisite category includes

student responses about requirements of prerequisite courses

and student past performance in school with regard to grades

as well as behavior. It also includes student responses

citing a requirement of experience in gifted or honors
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classes. Within the Past Performance/Prerequisite category,

the top three responses were:

Response Percent of Responses

Good citizenship 1.9

Previous experience in gifted

or honors courses 1.7

Prerequisite courses 1.4

Listed below are examples of student responses in these

areas:

You must have . . . a good citizenship record.

You must start out being in accelerated classes in

elementary.

Students are sometimes required to have completed

prerequisite classes of some kind.

The fifth most commonly cited requirement category was

that of teacher recommendations. This requirement was

included in the responses of students from every school in

the sample. However, there was a marked difference in the

percentage of students citing this requirement between the

districts. Overall, teacher recommendations were listed in

8.3 percent of the responses, but the district percentages

were as follows for this response:

District Percent in District

District A 10.2

District B 4.9

District C 7.9
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If student perceptions of district admissions criteria are

correct, Districts A and C use teacher recommendations much

more frequently than District B. Below are some examples of

student responses regarding the use of teacher

recommendations as admission criteria for gifted and honors

programs.

You must receive a recommendation from your teacher

for every honors class you want to take.

A teacher recommendation based on the student's

performance is required.

To qualify, a student needs . . . teacher

recommendations. A student who is intelligent

but unpopular with a teacher is held back

academically. Other students who are in the good

graces of teachers are accepted into the program

without the level of intelligence and diligence
to succeed.

An additional 5.5 percent of students responded that

they did not know what criteria they met to be placed in

gifted or honors. Some examples of these students comments

are listed below.

I haven't a clue in the world! In the fourth grade

I took a verbal test and from then on I've been in

honors classes.

I don't know except for as an elementary student I

took an IQ test and I was in gifted from then on.

The wide variety of these responses and the number of

students admitting that they do not know how they got in,

leads one to question what the real criteria is. According

to the coordinators of the gifted and honors programs in the

districts surveyed, the criteria varies from district to
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district and, in fact, between campuses within the same

district. In District A, the only criteria set at the

district level are minimum standardized test scores and the

requirement of teacher recommendations. Other departmental

criteria are set within each school building. In District

B, the criteria is also different at every school. Students

are accepted on the basis of parental nomination, teacher or

counselor recommendations, peer recommendations, or because

of scores on tests. In District C, students are selected

for the programs in much the same way as they are in

District A.

Question 23 asked students to explain whether they did

or did not like the teachers in their gifted and honors

classes better than those in regular classes and why. The

top five response categories were as follows:

Category Percent of Responses

Like them more 66.7

Don't like them more 15.8

There is no difference 14.3

Among the responses about why students do or do not like

these teachers more, the sub-categories below were

developed. The first chart shows the percentages of those

responses which favor gifted and honors teachers. The

second chart shows the percentages of those responses

indicating students do not like gifted and honors teachers

better.
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Chart One
Category Percent of Responses

Interaction with Students 15.8

Qualifications 7.1

Attitudes 9.8

Teaching Style 33.9

This data indicates that students who do like gifted and

honors teachers more do so because of the teachers' teaching

styles and daily interactions with students.

Chart Two

Category Percent of Responses

Interaction 5.4

Qualifications 2.3

Attitudes 1.9

Teaching Style 6.0

This data indicates that the opinions of those students who

do not like gifted and honors teachers better are also

affected most by teachers methodologies and daily

interactions with students.

Within each of these sub-categories, the most commonly

given reasons for students liking gifted teachers better

are:

Responses Percent of Responses

They treat us like adults 5.4

They treat us with respect 2.3

They are more knowledgeable 1.5

They know more about the subject 1.5



50

They are more personable 1.2

They expect more of us 2.3

They allow more discussion 3.5

They are more challenging 3.5

Some examples of these responses are:

The teachers in the honors classes treat you like an
adult rather than just some dumb kid.

Teachers in honors classes treat you with respect
and as an equal. Regular course teachers treat
students as if they are elementary students.

Most of my honors teachers treat the class like a
college class and we . . . can discuss things very
openly.

I like the teachers in my gifted classes because
they challenge you more to excel.

Honors teachers are usually more knowledgeable and
make the class more interesting by challenging us
in new ways.

Within the sub-categories, reasons given for not liking

gifted or honors teachers better include the following:

Responses Percent of Responses

They expect too much of us 2.1

They put too much pressure on us .6

They think they know more than they do .4

They ignore students' other duties .4

They each act as if his/hers is our

only class .4

Some examples of these responses are:

Expects me to know things I do not.

They expect too much.
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They expect us to spend all our spare time studying.

These results reveal that while the majority of the

students surveyed do like the teachers in their gifted and

honors classes better than teachers of regular classes,

their reasons are quite varied. However, the most

frequently given reasons for students' opinions can be

categorized as relating to either personal interaction or

teaching methodology. This suggests a trend similar to that

detailed in Albert Dorhout's report in Gifted Child

Quarterly (Dorhout, 1983, p. 122-24).

Question 24 asked students to describe any changes they

would make in the student admissions process for the gifted

or honors program. The top five categories were:

Category Percent of Responses

No changes 22.0

Let fewer students in 14.8

Let more students in 13.3

Test Requirements 9.5

Grade Requirements 7.2

The following list contains the top two student

responses in four of the above categories. There was no

further division of the No Changes category.

Response Percent of Responses

Reduce use of standardized tests 1.9

Use evaluative tests 1.1

Let anyone in 8.3
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Take in more from regular classes .8

Make requirements more stringent 3.4

Drop students who are not trying

or are not making grades 3.0

Put less emphasis on grades 1.5

Put more emphasis on grades 1.5

This data shows an almost even division between those

who wish to make admission easier and those who want to make

it harder. Below are some examples of their comments.

I would stop making students take ridiculous tests
that have nothing to do with skills. The tests
have to do with the environment the kids grew up
in and their parents' jobs and upbringing. It
makes me angry that there are so many talented
kids in the world who are never given a fair chance.

I would make a test to grade how much a student can
understand on a gifted level.

I would like to see more testing of students in
regular classes to determine whether or not they
could handle the honors program.

I would let anyone become involved in the honors
program if they wanted to be in it.

If they can't hack it, they should be removed.

I would place more restrictions on getting into the
program and staying in.

Standardized test scores should be de-emphasized and
more emphasis placed on grades in the class.

Not so much testing; more by grades.

Student Responses to Interviews

The first interview question gave students the

opportunity to express their opinions about what admission
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criteria for the gifted and honors programs should be

(Appendix C.) Most of the students' responses fell into one

of the following five categories:

Category Percent of Responses

Grades 28.0

Personal Characteristics 16.0

Tests 13.3

Personal Desire 9.3

Teacher Recommendation 6.7

The responses most frequently included in the Grades

category were:

Response Percent of Responses

Average of 80 or above 9.3

Good grades 6.7

Good citizenship 4.0

Examples of student responses in this area are listed below.

One should be good grades.

They should have an 80 average or above.

Citizenship should be considered.

Responses in the Personal characteristics category were:

Responses Percent of Responses

Good Attitude 2.7

Willingness to Work 2.7

Good Work and Study Skills 2.7

Listed below are examples of student comments.
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Requirements should not just be grades, attitude
should be considered.

Students should be willing to work in class.

Students need good study habits.

The third category of responses to Question 1 was

Tests. The top three responses in this category were:

Responses Percent of Responses

Test Scores 2.7

Placement Tests 2.7

Tests combined with desire 2.7

The following are examples of student responses that fit

into this category:

Placement tests should be included.

You should have to take a test, but also want to work.

It should be based on testing.

Student responses relating to an individual's desire

made up the fourth coding category for Question 1.

Responses in this category included:

Responses Percent of Responses

Desire to be in gifted or honors 4.0

Desire to do honors work 2.7

Desire to learn 1.3

Interest in the subject matter 1.3

Student comments in these areas were:

The student should have the desire to do the work.

One's desire to be in it should be considered.
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Students who have a fever or desire for that field
should get in.

The fifth most frequent response category really

includes only one response type. It is the suggestion that

teacher recommendations be a requirement for admission into

gifted and honors programs. This response accounted for 6.7

percent of the total student responses to this question.

The only variance in comment on this topic came from one

student who said "Teacher recommendations should be

commended and considered but not required." All other

students responding with this answer just said "Require

teacher recommendations".

Survey Question 22 asked students to describe the

criteria which is currently used in the admissions process

for gifted and honors programs. Interveiw Question 1 asked

students to outline what criteria should be used in that

process. Comparisons of student responses to these questions

indicate that four of the five categories of criteria that

students believe are currently required are among those

which they believe should be required. However, there are

two differences between the written and oral responses. In

the written responses, students indicated that past

performance and prerequisite courses are considered for

admission, but in the oral responses, they did not list

these among the criteria that should be required. In the

oral responses, students also indicated that personal desire
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should be considered for admission, but they did not

indicate in the written responses that this was the case in

the current admission process.

In interview Question 2, students were asked why they

got involved in the gifted or honors program and why they

have continued their involvement. Student responses to the

first half of that question were divided into four groups.

Category Percent of Response

Placement 43.6

Challenge 25.6

College 12.8

Interest 5.1

The placement category included all responses related

to the student being placed in the program by someone other

than himself or herself. The three most common responses in

this category were:

Responses Percent of Responses

Placed in elementary school 12.8

Placed in Junior High School 5.1

Placed by teacher recommendation 5.1

Examples of student comments in these areas are listed

below.

I was placed in it in sixth grade.

One of my English teachers said she wanted me
in it.

I was placed in honors English in junior high.
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The second category developed from student responses to

Question 2 related to students' desires to be challenged.

The top three responses in this category were:

Response Percent of Responses

Wanted a greater challenge 10.3

I could do the work 5.1

Regular classes were boring/easy 7.7

Student comments in these areas are listed below.

I wanted to be challenged.

I found regulars to be easy and boring.

I could do the work.

The third major category for this question was

developed around student responses pertaining to college.

The three most frequent responses in this category were:

Response Percent of Response

Prepares you for college 5.1

Enhances your G.P.A. 5.1

Enhances opportunities to get

into college 2.6

Examples of student responses in these areas include:

It's a good opportunity to enhance your chances of
getting into college.

To help me in college.

I wanted to enhance my G.P.A.

The final category of responses to the first half of

Question 2 deals with student interest in course content.
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The two responses given in this category were: the work is

more interesting (2.6 percent) and the student's love of the

subject matter (2.6 percent).

The second half of Question 2 asked students why they

have remained in the gifted and honors programs. Five

response categories were developed. Those categories are:

Category Percent of Response

I liked the classes 34.9

I liked the teachers 16.3

To help my grades/ improve

graduation status 14.0

I like the students 9.3

Regular classes are boring 9.3

The top three responses in the first category were:

Responses Percent of Responses

I enjoy the classes 9.3

They are more challenging 7.7

I learn more 4.7

Student comments made during the interviews include:

I enjoy honors classes more.

Because I like the challenge.

There's more in depth learning.

The second category of responses to this part of

question two related to teachers in gifted and honors

classes. The most common student responses were:
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Responses Percent of Responses

Good teachers 4.7

More energetic & interesting 4.7

More knowledgeable teachers- 2.3

Below are examples of student comments in these areas:

The teachers are more knowledgeable.

My teacher made me want to stay.

The teachers are more interesting and better.

Responses relating to grades comprised the third

category of reasons. The top three grade-related responses

were:

Responses Percent of Responses

Need a high G.P.A. 4.7

Want an honors diploma 2.3

Higher class rank 2.3

Student responses included the following comments:

I need the highest G.P.A. possible.

I stayed in to get an honors diploma.

It helps you get a higher G.P.A. and class rank.

The fourth major category of responses to Question 2

involved answers about students liking the other students in

gifted and honors classes. Their responses were: that they

like the other students (7.67 percent) and that the students

in these classes want to learn (2.3 percent). Their

comments included the following:

I liked the peer group in honors.
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I like it because the students in there want to
learn.

The final category of responses included those that

cited boring regular classes as students' reason for

staying in gifted and honors classes. Of the responses

given by students to question two, this one was cited 9.3

percent of the time. Examples of related student comments

were:

I was bored in regular classes.

If I dropped down it would be boring.

The third question asked in interviews required

students to give their opinion as to what qualifications or

requirements should be set for teachers who participate in

gifted or honors programs. Student responses fell into

six coding categories:

Category Percent of Responses

Education 22.4

Personal Characteristics 20.4

Expertise 12.2

Skills 10.2

Special Training 8.2

No Requirements/Qualifications 8.2

Student responses to this question varied greatly.

A larger than expected percentage of responses indicated

students' opinions that no special requirements or

qualificiations should be set for people teaching in the
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gifted or honors program. However, it must be noted that

this nearly equals the 8.3 percent of responses to question

34 in section three of the survey which indicated that any

student should be allowed into gifted or honors programs

regardless of qualifications.

Within the Education category, the three most

frequently given responses were as follows:

Responses Percent of Responses

Higher/Advanced Degree 8.2

Master's Degree 8.2

Major in Subject area 4.1

Examples of student responses in these areas are listed

below:

Have a major in the area they teach in honors.

They should have a Master's Degree at least.

Higher degrees are helpful.

Below are the top three personal characterisitics

students indicated teachers should have in order to teach

gifted or honors classes. These responses were grouped

together into the coding category Personal Characteristics.

Responses Percent of Responses

Enjoy working with students 4.1

Have good rapport with students 2.0

Understand students 2.0

Student responses that were included in these areas are:

They should enjoy working with honors students.
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They should understand honors students.

The third response category was Expertise. In this

category, students cited types of knowledge a teacher of

gifted and honors classes should have. These included:

Response Percent of Responses

More knowledge in subject 6.1

General Knowledge 6.1

Students' responses in these areas included:

Have more understanding of their subject. More facts.

They need to know what they're doing.

Know more about what they're teaching.

The fourth category of responses to question three

involved skills teachers should have. The top three

responses were:

Responses Percent of Responses

Ability to communicate with

students 2.0

Ability to keep students'

attention 2.0

Ability to conduct a discussion 2.0

Student comments made in conjunction with these categories

were:

They should be able to communicate with students well.

Discussions are good. Teachers should be able to do
this.

They should have the ability to keep students'
attention.
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The fifth coding category for this question was Special

Training. 8.2 percent of responses indicated a need for

teachers to have special training to teach gifted and honors

students. Examples of student responses in this area are:

They should take special classes.

Should have knowledge from special training on
teaching Advanced Placement.

They need special training.

There was an additional 8.2 percent of responses

indicating that no special qualifications or requirements

were necessary. Some comments in this area were:

I can't think of anything I'd require.

No special degrees or anything.

The data reveals that approximately the same numbers of

student responses suggest the need for special training and

the need for no special qualifications to teach gifted or

honors. Among those student responses indicating a need for

specific qualifications, the most important was a strong

educational background with personal characteristics ranking

second in importance. This is significant because in

section three of the survey, students responded to question

23 by saying that the most important factors in their

opinions of teachers were personal characteristics.

Student responses to interview Question 4 were

analyzed on two separate bases. First, the number of

responses was counted for the explicit or implied opinion of
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whether or not greater or different benefits were received.

In responding to this question of whether or not they

received special benefits from the gifted or honors program,

students' responses fell into one of three categories:

Yes 93.3

Yes AND no 3.3

In some, but not all classes 3.3

Those students whose responses indicated that they do

receive special benefits from the program generally gave

responses in one of five areas. These areas were:

Category Percent of Category

Teaching Style 23.5

Skills emphasized 17.3

Learning .environment 14.8

Amount of Information Gained/Covered 14.8

Help for College 12.3

Within the Teaching Style category, the three responses

given most frequently were:

Response Percent of Responses

Encourages discussion more 4.9

Get more individualized attention 2.5

Teachers actually teach more 2.5

Some of these responses, as stated by the students, were:

Teachers discuss issues that wouldn't be discussed
in regular [classes].

The teachers 'teach'.
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The classes are smaller so you get more attention.

In the category labeled 'Skills Emphasized', student

responses that were most common were:

Responses Percent of Responses

Develops study skills 3.7

We read more 3.7

Develops writing skills 2.5

Examples of student responses in this category are:

It helps me learn how to study.

In English we learned writing and research skills.

We read a great deal more.

In the Environment category, student reponses generally

fell into these three groups:

Response Percent of Responses

Smaller classes 2.5

Fewer Discipline Problems 2.5

More motivational 2.5

These response categories were developed from responses such

as:

The classes are smaller so you get more attention.

The competition in the class motivates me.

There are no discipline problems.

The fourth coding category includes student responses

dealing with the amount of material covered in or knowledge

gained from gifted and honors courses. The top three

responses were:
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Response Percent of Responses

Material covered in more depth 3.7

Leave class better informed 2.5

Learn more 2.5

These topics were addressed by the students in the following

ways:

You are well informed after the classes.

Sometimes I learned more.

There is greater learning.

The last major category of answers to this question

dealt with ways gifted and honors classes could benefit

students in college. The top three related answers were:

Response Percent of Responses

Helps prepare for college 6.2

Looks good on applications

and transcripts 2.5

Get to test out of college hours 1.2

Examples of these student responses are listed below.

It's more like a college experience.

It looks better on transcripts.

If I had taken other classes I could not have
taken the A.P. tests. These tests will help
you graduate from college and will better
prepare you for college even if you're not
taking the A.P. test.

This data indicates that an overwhelming majority of

gifted and honors students believe that they receive some

greater or different benefit from gifted and honors programs
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than they would from regular classes. Twelve percent of the

responses to interview Question 2 indicate that students'

entry into gifted or honors programs was related to college.

Analysis of Question 4 responses reveals that 12.3

percent of student responses indicate a belief that the

benefits received in these special classes is related to

college. As these percentages are nearly equal, it can be

assumed that at least 12 percent of gifted and honors

students' academic needs and desires are being addressed by

gifted and honors programs.

In interview Question 5, students were asked to list

and explain any changes they would make in the gifted or

honors program. Their responses fell into five primary

categories:

Category Percent of Responses

No Changes 25.6

Initial Admission 23.3

Continued Enrollment 16.3

Curriculum 11.6

Available Courses 9.3

Just as 22 percent of student responses to survey

Question 24 indicated that students perceive no need for

change in admission practices, 25.6 percent of interview

responses to Question 5 indicated that students perceive

no need for change in the overall programs. This

information points to the conclusion that approximately one-
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fourth of students in the gifted and honors programs of the

sample are satisfied with the programs as they now exist.

However, it is also indicated that some students are not

satisfied. Their responses to interview Question 5 can

be described further.

Among those students who indicated a desire to change

admission procedures, the top three responses were:

Response Percent of Responses

Make it harder to get in 4.7

Let more in 4.7

Do not use grades as criteria 4.7

These ideas were expressed by students in the following

statements:

Make it harder to get in the program.

Let more people in it.

Students shouldn't be taken for grade points.

The category of responses dealing with the criteria for

continued enrollment in gifted and honors classes is divided

into its three most common answers below.

Response Percent of Responses

Remove students slowing class down 4.7

Re-evaluate students periodically 2.3

Change policy of never removing

students 2.3

Examples of student statements in these areas are:
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If people slow the class down, they should be
dropped.

Re-evaluate students periodically. There are people
in there that shouldn't be.

Now, once you're in they never take you out. This
policy should change.

The fourth category of suggested changes involves

curriculum. Student responses in this category address what

topics are covered in class and the difficulty of the

activities. The top three responses in this category were:

Response Percent of Responses

More hands on experiences 4.7

Challenge more 4.7

Emphasize social skills 2.3

Students expressed these ideas in the statements listed

below:

Classes should emphasize social skills.

Teachers shouldn't spoon-feed students.

Provide more hands-on experiences like museum visits.

The final category of responses included those

suggesting that students be given the opportunity to take

more gifted or honors courses. The top three responses in

this category were:

Responses Percent of Responses

Have more classes 7.0

Start classes in earlier grades 2.3

Add class period so can take
other classes 2.3
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These concepts were included in the following student

statements:

More gifted classes.

Start math in earlier grades so you can take
calculous in high school.

Add another hour to the day so you could take some
courses you might not otherwise. This would help
us get required courses to get in Yale . . .

This data plainly shows that if given the opportunity

to change any part of the gifted or honors program, a large

number of those who would change it would alter the

admissions procedures. Comparision of this 23.3 percent of

respondents to interview Question.5 and the 44.8 percent

of respondents to survey Question 24 who would change the

admissions process indicated that this is an area of great

concern to students. In addition, student responses seem

to indicate that while a majority of students believe the

admission criteria is fair, many students do not believe it

is adequate. This is demonstrated by the fact that the

majority of student responses to survey Question 18 indicate

beliefs that the criteria is fair, but at the same time

responses to survey Question 24 and interview Question 5

indicate that a large number of students would make changes

in admission criteria.

Teacher Responses to Survey Instrument

Question 21 asked teachers to describe the types of

training they had received in the area of educating gifted
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or honors students. Teachers generally gave responses in

one of three categories:

Category Percent of Responses

Inservice 40.7

Conferences and Workshops 22.0

College 20.3

The top three responses in the Inservice category were:

Response Percent of Responses

Inservice Training 30.5

Seminars 5.1

Summer Institutes 5.1

Some examples of these responses are:

Most of my training came from numerous inservices
and seminars.

The district has sent me to seminars and provided
inservice.

No college courses. Just some district inservice
and summer institutes.

Seminars and inservices. They were offered,
however, after I was assigned the A.P class.

The top responses in the Conference and Workshop category

were:

Responses Percent of Responses

College Board Conferences 5.1

A.P. Conferences/Workshops 6.8

Workshops 6.8

Content Area Conferences 3.4

Examples of these reponses are listed below.
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Workshops by Gifted and Talented.

Workshops and 1-day training sponsored by the
Pyramid Project [gifted program] or by the
A.P. program.

Advanced Placement Conferences which are content
oriented.

The most common responses in the College Training category

were:

Response Percent of Responses

Graduate Courses 10.2

College Courses on Gifted Education 5.1

Master's Degree 3.4

The responses in these areas included the following:

A Master of Education degree and other graduate work
in the subject matter discipline.

A Master's in English.

Twelve hours of college coursework for gifted and
talented.

Question 22 asked teachers to describe what is required

to qualify for placement in the gifted or honors program as

a teacher. Their responses were used to develop the

following coding categories:

Category Percent of Responses

Willingness/Desire to teach it 11.8

Teaching Experience 11.8

College Education 9.8

Approval/Appointment 7.8
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The responses regarding teaching experience and willingness

or desire to teach the courses were uniform enough that

further category divisions were not necessary. Examples of

responses in these areas are given below.

Desire to teach gifted and talented.

Teachers have to be willing to do the extra work,

training, grading involved.

Experience in teaching regular classes.

Requirements include some years teaching experience.

The responses in the category College Education

generally fell into two groups. These were:

Responses Percent of Responses

Courses in Content Area 3.9

Master's Degree 5.9

Responses in this category include these examples:

Master's Degree in the teaching area.

Should have specialized in the area being taught,

including graduate level courses.

The third category included responses regarding

requirements of approval or appointment by administrators or

other district staff. Responses in this category were also

uniform enough that no further division was warranted.

Examples of teacher responses in this area are:

The requirements included . . . the approval of your

principal and department head.

Recommendation by the lead teacher and principal.
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Question 23 required teachers to describe any changes

they would make in the process for placing students or

teachers in the gifted or honors program. The most frequent

responses were grouped in the following categories:

Category Percent of Responses

No Changes 13.5

Develop & follow specific

guidelines for admission 10.8

Reduce influence of parents

on admission 10.8

There was no need for further division of these

categories. Examples of participant responses are:

I actually am happy with my school's attitude of
allowing a large variety of students into Advanced
Placement even if they're not identified early as
Gifted and Talented.

Too many students are placed in gifted or honors
programs just because they feel such placement
confers special status. Certain criteria should
be established and followed.

I would establish some performance criteria, for
both students and teachers, that is not negotiable
i.e. counselors being influenced by parents.

The data collected in these responses reveal that

teachers' most common source of preparation in the area of

gifted and honors education is inservice training given by

school districts and other entities. The data also

indicates that those teachers with experience who have the

desire or willingess to teach gifted or honors courses are

most likely to be selected. Responses to the last free-
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response question also show that most of the teachers

responding would make no changes in the gifted and honors

programs but that most of those who would make changes would

make them in the area of student admission practices.

Teacher Responses to Interviews

The first interview question asked teachers what they

believed the qualifications or requirements should be for

student placement in a gifted or honors program (Appendix

D). Their responses were grouped into the following

categories:

Category Percent of Responses

Test Scores 28.6

Recommendations 20.0

Grades 14.3

Desire to get in 11.4

The responses regarding test scores were fairly similar.

Responses indicating the use of test scores in general

totaled 11.4 percent. Responses suggesting the use of

standardized test scores totaled 5.7 percent.

Responses suggesting the use of recommendations were

also fairly uniform. 11.4 percent of responses included

teacher recommendations as a requirement. Suggestions for

counselor and parent recommendations each totaled 2.9

percent. The suggestion of one teacher was that students,

"Get the recommendation of a teacher; one in that subject

area if possible."
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Teacher interview responses regarding grades did vary

somewhat. Requirement of a B or 80 average was suggested by

5.7 percent of the respondents. The same percentage (5.7

percent) of the responses simply called for "good grades".

However, one respondent did suggest that admission should

not necessarily be based on grades.

The final category was developed from those responses

indicating that a student's desire to be in gifted or honors

should play a role in admission. One teacher suggested that

test score criteria be set, but that if someone did not

score well enough and still wanted to try, he or she should

be given the chance. Another stated that, "students' desire

to be involved is the most important thing to me."

Question 2 asked teachers to give their opinion about

what requirements should be established for teacher placement

in gifted and honors programs. Their responses were grouped

into the following categories:

Category Percent of Responses

Education 28.6

Special Training 21.4

Experience 21.4

Personal Characteristics 17.9

In the Education category, 7.1 percent of the

respondents said that teachers of gifted and honors classes

should have a Master's Degree in their subject area. An

additional 7.1 percent of the responses included
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certification in the subject area to be taught. In the

Experience category, 17.9 percent of the responses indicated

a requirement of classroom teaching experience, and 3.6

percent indicated that the teacher should be teaching the

subject "full-time." Examples of teacher responses in these

areas are listed below.

You should have a Master's degree and experience of
at least five years.

You should be certified in the subject area and have

experience, either as a teacher or in college.

Responses in the Personal Characteristics category

included 7.1 percent indicating that a teacher in the gifted

or honors program cannot be one who is intimidated by the

students in the classes. Suggested qualifications of energy

and enthusiasm also totaled 7.1 percent, while 3.6 percent

said a gifted or honors teacher must be able to identify

with the students. These ideas were expressed in these

responses:

These teachers must be able to identify with gifted
and honors students.

Teachers cannot be intimidated by gifted and honors
students.

They have to have some enthusiasm to do the job.

Question 3 required teachers to decide whether or not

they thought students receive greater or different benefits

from a gifted or honors education than they would in a

regular program and to explain what those benefits are.

Ninety percent of responding teachers said they do believe
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that students receive greater or different benefits from

these programs. The one teacher who answered "no",

explained by saying that, "the difference in benefits comes

from differences in teaching style, not from the program

itself."

In explaining what they thought the benefits were,

teachers included four different items in their responses.

Nineteen percent of the responses listed the depth in which

material is covered as a benefit. As one teacher put it,

"We cover more material and we cover it in more depth than

the regular classes do." The second benefit cited was the

challenge of gifted and honors classes. Fourteen percent of

responses addressed this issue. One responding teacher

said, "Those kids are challenged more and face stiffer

competition."

The other two response categories for Question 3 are

closely related and received the same percentage of the

overall response, 9.5 percent. First, is the benefit of

open discussions, second is the benefit students get from

being able to express themselves. These responses were

summed up by the teacher who said, "They are allowed to have

deep, open discussions, and its probably the only place

where they get to express their opinions and actually be

heard."

There was only one teacher who said that involvement in

gifted or honors programs hindered students in any way.
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That person said that students in those programs are often

in classes with the same students from seventh grade until

graduation and that this led them to become "isolated,

elitist, and intellectually stagnant." This person, who is

a teacher in a gifted/honors program, also indicated anger

because these programs rob regular classrooms of their

natural leaders and students who often stimulate class

discussion when others would not. While this point of view

was only expressed by one person in this sample, it is

probable that, had the sample been larger, other teachers

might have concurred.

The first half of Question 4 asked teachers to explain

why they got involved in the gifted or honors program.

Their responses fit into these three basic categories:

Category Percent of Responses

Assigned/Asked 37.5

Volunteered 30.8

No one else 23.1

Teachers responding in the first category, gave three

different answers. These were:

Responses Percent of Responses

Principal asked me 23.1

Principal assigned me 7.7

Chosen because started program 15.4

These concepts are expressed in these examples of teachers'

comments:
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I was called and told that was my new assignment.

I was standing there when the principal was talking
about it, so he asked me.

I had studied others' programs and helped develop
ours, so the principal chose me to teach it.

Responses in the second category included:

Responses Percent of Responses

I love the subject 7.7

I saw it as a challenge 7.7

I wanted to change fields 7.7

I hadn't done it before 7.7

Examples of teacher comments in these areas are:

I love the subject and heard it was open.

I was teaching special ed. and wanted to change.

I had never done it before and thought it would be
a challenge.

The responses in category three represent a mixture of

teachers who were assigned and who volunteered to teach

gifted and honors classes because no one else would or could

do it. The exact comments are listed below.

I thought that no one else could do it and knew that
I was qualified, so I asked to do it.

I was the only one who taught physics. I'm not
even certified, I just had twelve hours in it.
I am really a math major.

No one else would teach the class.

The first two of these responses were cited once (7.7 percent)

each. The third response, "no one else would teach the

class," made up 15.4 percent of the responses.
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The second half of Question 4 asked teachers to explain

why they have stayed in the gifted or honors program. The

majority of the answers could be grouped into one of two

categories. Responses pertaining to the teachers' enjoyment

of the students in gifted and honors classes made up 61.9

percent of the total responses. Responses pertaining to the

teachers' personal development made up 33.3 percent.

Responses regarding teachers' enjoyment of the students

included the following:

Response Percent of Responses

I enjoy the students 33.3

They're more motivated 9.5

They can do more complex things 4.8

They're easier to teach 4.8

Fewer discipline problems 4.8

They're more mature 4.8

Teachers' comments in this area included:

You can study more complex topics with these kids.

The kids are more motivated and there're less
discipline problems.

It's easier to teach those kids.

The responses dealing with teachers' personal

development were:

Response Percent of Response

Learn something 4.8

Challenged 9.5
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It's different 4.8

Enjoy the subject 14.2

Some of the teachers' responses are listed below:

Teaching this class allows me to learn too.

I stayed in because it's more of a challenge.

It's a chance to do something different.

One respondent cited the availability of a permanent

classroom for the teacher of the gifted/honors class as the

motivation to accept a gifted/honors assignment. That

classroom availability remains one of that teacher's reasons

for staying in the program. This respondent emphasized the

belief that such benefits are often the motivation for

teachers accepting teaching positions in the gifted or

honors program. This teacher-also commented that the

opportunity to get out of the program had never been offered

by the school's principal.

In Question 5, teachers were asked what they would

change about the gifted or honors program. They responded

in two basic categories: Admissions (74.1 percent) and

Environment (22.2 percent). No interview participants

indicated that the system should remain the same. In the

Admissions category, there were three types of responses:

Response Percent of Responses

Let more students in 22.2

Let fewer students in 29.6

Criteria for admission 22.2
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Listed below are the responses found in each of these sub-

categories. Each of the responses which suggested that more

students be admitted occurred only once (3.7 percent).

These were:

If we used a broader definition of giftedness
we could let more in and fewer would be ignored.

We are too selective, we should encourage others to try.

We should be more open to intellectual and maturational
changes. Give them a chance to get in later.

Let them in if they really want to try.

Don't make them decide in seventh grade whether to get
in or not. Let them in any time.

Among those responses which suggest letting fewer

students in, 11.1 percent said to check students'

motivation for wanting in, 3.7 percent said to remove them

from classes if they are not trying, and 7.4 percent simply

suggested being more selective of students. One teacher

said, "We should screen them better to see if they are

motivated to do the work." Another simply said to "make it

more exclusive".

There were several suggestions about the identification

tools that should be used for students. Personal interviews

were suggested in 7.4 percent of the responses. One teacher

said, "I wish we had the time for every teacher of every

honors or gifted class to interview every potential

student." Seven percent of the responses also specifically

suggested using multiple identification tools in



84

combination. This was implied by every teacher interviewed,

but two mentioned it specifically. One of them said it this

way, "We should use a more multi-pronged approach to qualify

kids for these classes." Responses dealing with better

screening and testing methods for identifying gifted

students totaled 3.7 percent each. One teacher commented,

"We need a better screening process to get truly gifted and

intelligent people in these classes."

In the Environment category, 14.8 percent of the

responses indicated a need for smaller classes. One

response (3.7 percent) indicated a need to expect more of

the students in gifted and honors classes and another (3.7

percent) indicated that administrators should be more

involved in and informed about the programs.

These data also indicated that admission criteria are

of great concern to those involved in gifted and honors

classes. Although the sample was small, it is important to

note that 74.1 percent of the teachers interviewed said they

would change something about the admissions process. When

23 teachers responded to this question on the survey

instrument, just over 10 percent of them cited admission

criteria as the area they would change. The responses to

this question on each of these instruments seems to indicate

a need for alteration in current admission procedures.
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Summary

The participants' responses to both the questionnaires

and the interviews yielded significant results. The

responses to sections one and two of the student survey

showed that, in some instances, racial and ethnic minorities

are underrepresented in gifted and honors programs. The

results also indicate that economically disadvantaged

students are underrepresented in some instances. In

addition, it is indicated that, in some cases, there were

significant differences in attitudinal responses along

racial, ethnic, and socioeconomic lines.

Responses in section three of the student survey

revealed that many students are unsure of the criteria they

met to be admitted to gifted or honors programs. Responses

to this section also showed that gifted and honors students

do generally like teachers in their gifted and honors

classes better, although their reasons were wide-ranging.

When Question 18 of section two and Question 24 of section

three were analyzed together, it was revealed that while

most students perceived admission criteria to be fair, many

did not consider it to be adequate. Students made many

suggestions as to how to change the admissions process.

Responses to the teacher surveys indicated that a large

majority of teachers of gifted and honors classes have at

least nineteen years of teaching experience. Further

responses to section one of the survey indicated that 82
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percent of participating teachers do have some special

training on educating gifted or honors students, but that

only one of 23 responding teachers has received a gifted

education certification endorsement.

Teachers' responses to section two of the survey

revealed that almost all participating teachers enjoy

teaching gifted or honors classes and that they generally

agree that teachers in these programs should receive special

occupational preparation. However, teachers are nearly

evenly divided in their opinions as to the fairness and

validity of the criteria used to select students and

teachers for gifted and honors programs.. In addition, 56.6

percent of responding teachers expressed some level of

disagreement when asked whether the current admission

process for gifted and honors programs resulted in classes

containing truly gifted and high achieving students.

Responses to section three of the teacher survey

indicated that the majority of teachers in gifted and honors

programs received most of their special training on gifted

and honors education in inservice sessions or conferences

rather than in courses offered by a college or university.

In these free-response answers, teachers also indicated a

common belief that the most commonly used criteria for

selection of teachers for gifted and honors programs are

one's willingness to teach the course and one's teaching

experience.
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In response to interview questions, students indicated

that they thought grades, personal characteristics, and test

scores should be the most important factors in the selection

of students for the gifted and honors programs. The most

frequently cited student response about the reason for

involvement in gifted and honors programs was placement

initiated by other people (ie. counselors, teachers, and

parents). Students' most common reasons for remaining in

these programs were: enjoyment of the classes and teachers,

and the desire to increase grade average or improve

graduation status.

When asked what criteria teachers should meet in order

to teach gifted or honors programs, students listed

educational background, knowledge, personal characteristics,

and skills as most important. Student responses to

interviews indicated that students believe that they do

receive greater or different benefits from gifted and honors

programs than they would from regular classes. Students

indicated that these benefits include: better teaching

styles, emphasis of important skills, better classroom

environment, the acquisition of more information and

knowledge, and advantages for college received by taking the

classes.

Students were also asked what they would change about

the gifted and honors programs. They gave answers in four

basic categories. Twenty-five percent of the responses
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indicated that they would make no changes in the program.

Forty-five percent of the responses indicated that students

would change the programs in the area of student admissions.

Students also indicated a need for changes in some gifted

and honors curriculum and the number of gifted and honors

classes available for them to take.

Of the 23 teachers surveyed, ten were interviewed.

In responding to Question 1, all ten teachers suggested some

kind of testing as a requirement. Various types of

recommendations were included as were student grades and

desire to be involved in the program. When asked what

qualifications or requirements should be set for teachers

who teach gifted or honors courses, 28.6 percent of teacher

responses included educational requirements; 21.4 percent

mentioned special training in gifted or honors education,

and 21.4 percent included requiring teaching experience.

Personal characteristics were also suggested as a

consideration in 17.9 percent of the responses.

Nine of the ten teachers interviewed said they believe

that students do receive greater or different benefits from

a gifted or honors education. Nineteen percent of responses

included material coverage as an example; some citing

quantity of material addressed, others citing depth of

coverage. The challenges faced by students in gifted and

honors classes were cited as examples of benefits in 14

percent of responses. The one teacher who said the students
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do not receive such benefits reasoned that the benefits come

from differences in teaching style, not from the special

programs themselves.

Responses given to Question 4 revealed that the most

common reason for these teachers' initial involvement in

these programs was administrative request or placement.

This response was given in 37.5 percent of the responses.

Thirty percent of the responses indicated that teachers

volunteered to teach in the programs, but their reasons

ranged from a love of the subject area to a deal to get a

permanent classroom. When asked why they stayed in the

special programs, the most frequently given reason was that

they enjoy the types of students in gifted and honors

classes.

Interview Question 5 required teachers to explain any

changes they would make in the gifted or honors program.

Not one of the teachers interviewed indicated that the

programs should remain exactly the same. Most of the

responses dealt with admission procedures, but the

suggestions fell along two distinct lines. Twenty-two

percent of the responses about admissions suggested ways to

allow more students to participate in the programs, but 22

percent of them also suggested the development of policies

to reduce the number of students in the programs.

In both the interviews and the surveys, the issue most

frequently addressed by both students and teachers was
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admission criteria. This, combined with the fact that

minority and economically disadvantaged students are not

fairly represented in some gifted and honors programs, makes

it clear that inquiries need to be made into the admission

procedures currently being used.

Answers to Research Questions

Are race, ethnicity, and socioeconomic status factors

affecting students' admission or placement into gifted

and honors programs?

Both race and ethnicity were specifically found to be

factors affecting admission. Both the research of the

literature and the research conducted in four Tarrant County

schools indicate that students' placement in gifted and

honors programs are affected by their race or ethnicity. In

three of the four schools in which surveys were conducted,

more white students than expected were observed in the

gifted and honors classes. In one school, more Asians than

expected were observed. This, however, is not surprising

because the characteristic determination of Asian students

and the value they place on education often make them

desireable students who are often identified as gifted

(Maker, 1989 B, p. 149). In three of the four schools

surveyed, either Blacks, Hispanics, or both were

underrepresented in the gifted and honors program student

population.
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It was also determined that admission is affected by

socioeconomic status. Direct comparisons of average income

between the sample population and the overall school

population were not possible. The school districts in the

sample do not keep records of family income for individual

students. However, statistical analysis showed a direct

relationship between socioeconomic status and race, with

Whites having the highest incomes, Asians the second

highest, and Hispanics and Blacks the lowest. Since this

is the case, and it was proved that in some cases minorities

were underrepresented, it follows that economically

disadvantaged students are also underrepresented in gifted

and honors programs.

Do the students in gifted and honors classes have a

positive attitude toward gifted and honors programs?

The data revealed that students in gifted and honors

classes do have a positive attitude toward these programs.

The data gathered from the student survey instrument

indicated that gifted and honors students do like classes

and teachers better in the gifted or honors program than in

the regular program. Survey data also indicated that

students do believe that they are academically challenged

more in gifted and honors classes than in regular classes,

and that they would recommend the gifted or honors program

to other students.
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The data gained from student interviews supported the

survey's finding that gifted and honors students like

teachers in gifted and honors classes more than teachers in

regular classes. Interview data also indicated that most

gifted and honors students believe that they do receive

greater or different benefits from the gifted or honors

program than they would in regular classes.

Are race, ethnicity, and socioeconomic status factors

affecting students' attitudes toward gifted and honors

programs?

The data indicated that they are. There were

significant differences between the responses of students in

each racial and ethnic category when asked whether or not

the criteria for admission into the gifted or honors program

were fair. However, the findings in this area were exactly

the reverse of what was expected. The data showed that

Blacks and Hispanics agreed that the criteria was fair more

frequently than Asians and Whites.

There were also differences found between the responses

of students in each income category when asked whether or

not they liked gifted and honors classes better than regular

ones. Income was also found to be a factor in responses to

Questions 12 and 15 which asked for students' opinions about

teachers in gifted and honors classes. Students in the

lowest income category agreed that they like gifted or
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honors teachers better than teachers in regular classes more

frequently than did middle income students. The same

differences occurred in responses asking whether students

liked gifted and honors classes more. The lowest income

students agreed most frequently. In responding to the

statement that "Gifted/Honors classes are taught by better

teachers than the regular classes," students in the second

lowest income bracket agreed most often, while students in

the lowest income bracket disagreed most often. This is

interesting since it was the students in this lowest bracket

who claimed to like gifted and honors teachers most. This

seems to indicate that students in the lowest income bracket

base their opinions of teachers on some factor other than

teaching ability.

Have teachers in gifted and honors programs received

special training necessary to help them meet the needs

of gifted and honors students?

The survey data revealed that 83 percent of

participating teachers have had training on educating gifted

or honors students. However, 62 percent of teachers'

responses to survey Question 21 indicated that this training

was received in inservice sessions, conferences, or

workshops. The instruments and procedures used did not

attempt to determine the value of the preparation received

from these sources. However, information collected from
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several interview participants indicated that much of the

educational information provided in these workshops and

inservices was of little use in the classroom. Still others

indicated that this preparation was not provided until after

they had begun teaching in the gifted and honors programs.

It is also important to note that of all the student

responses to survey Question 19, 79 percent indicated

agreement with the idea that teachers should have special

training to teach gifted and honors students. In addition,

96 percent of teachers responding to survey Question 17

agreed that teachers should have special training to teach

gifted and honors and in responding to interview Question 2,

21.4 percent of teacher responses indicated that special

training should be a requirement for teachers' placement in

the gifted or honors program.



CHAPTER V

CONCLUSIONS AND RECOMMENDATIONS

The amount of information gained in the course of this

study is substantial. Through the process of reviewing

existing literature, previously discovered facts were

unveiled. Through the process of collecting new data, new

facts were discovered. The information obtained through

these efforts led to several conclusions about gifted and

honors programs. It also yielded several recommendations

for both gifted and honors programs and future studies in

this area.

Conclusions

Several conclusions can be drawn from the data

collected. Race, ethnicity, and socioeconomic status are

factors affecting admission into gifted and honors programs.

The tools currently being used to identify gifted children

and to qualify students for honors programs are biased in

favor of white, middle to upper income students. Until new

methods of identification are put to use, this

discrimination will continue. One teacher participating in

the interviews put it this way:: "The question remains, are

we really identifying gifted students or do we simply have a

special program for well-to-do, well-behaved, well-

intentioned white kids?"

95
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A second conclusion drawn from the collected data is

that these current methods of identification are not

adequate. Although 76 percent of students and 52 percent

of teachers said they believe admission criteria is fair,

there were indications that participants felt a need for

change. In responding to interview Question 5, both

teachers and students said that the majority of changes they

would make in the gifted and honors programs related to the

admissions process. In responding to survey questions

asking whether and how they would change the admissions

process, large numbers of teachers and students again

responded that they would make changes in the admissions

process. Although opinions are fairly divided on whether to

make the criteria more lenient or more stringent, it is

obvious that inquiries should be made into admission

procedures.

Another important issue related to admission procedures

is the fact that there seems to be no standard criteria set

by the districts. Most of the districts in the sample

reported that the requirements and qualifications for

students was different at each campus within the district.

This means that no two student populations have to meet the

same criteria within a district. Such differences account

for the wide variety of answers received when students and

teachers were asked to describe the criteria. The problem

is compounded by the fact that there apparently is no
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criteria for teachers to qualify for the gifted or honors

programs. The number of teachers who responded that they

got their assignment as part of a deal or because no one

else would teach the class proves this to be true. The

needs of truly gifted or even truly high achieving students

cannot be fully met when criteria for admission into the

gifted and honors programs are so vague.

Another significant implication of these data is

related to students' opinions and expectations of teachers.

Those students indicating a need for specific qualifications

for gifted and honors teachers ranked the need for a strong

educational background above requiring certain personal

characteristics. However, students responding to questions

about why they did or did not prefer gifted or honors

teachers said that the most important factors in their

opinions of teachers were personal characteristics. This

implies that students have a double standard for teachers.

They want teachers to have superior educational backgrounds,

but they also want teachers to treat them as equals.

Recommendations for Gifted and Honors Programs

The data obtained from students and teachers provide

some interesting and important insights into their

perceptions of current gifted and honors programs. The data

also provide important insights into the true racial and

cultural makeup of these programs. It is obvious that

changes should be made in the admissions procedures being
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used. The tests required of students are often quite biased

and should be discontinued in favor of others which are more

sensitive to racial and cultural differences. It is also

important that student placement is not based on any one test

or qualifying characteristic. Multiple tools should be used

to identify those capable of succeeding in gifted and honors

classes. One suggestion would be to consider a student's

test scores, grades, performance in an interview, and past

behavior patterns within his or her culture in combination.

Care must be taken to avoid using measures which only admit

those students who fit the white, middle-class definition of

a gifted or high achieving student.

Admission criteria should also be formally established

by a school or district and followed by the teachers and

administrators responsible for selecting program

participants. Availability of gifted and honors programs

and the admission criteria should be widely publicized to

give all students the chance to apply. In addition, schools

should develop policies to ensure that decisions regarding

student admission cannot be changed as a result of parental

insistance that a child be admitted. If the needs of gifted

and high achieving students are to be met, standards must be

set and maintained.

Specified criteria should be set for teachers of gifted

and honors students as well. Gifted and honors programs are

intended to provide the best education possible for the most



99

able learners. This goal cannot be met if teachers are

assigned to these classes on the basis of scheduling

convenience. Teachers of gifted and honors classes should

have collegiate educational experience beyond that required

for teachers of regular classes, both in their teaching

fields and in the field of education. Those teachers should

also have some educational background related specifically

to the education of special needs students.

Recommendations for Future Study

The information provided in responses to the

questionnaires and interviews proved instances of racial and

ethnic bias in gifted and honors programs. However,, because

the surveys were administered in classes of fairly uniform

content areas, which the literature indicates that females

typically dominate, conclusions were impossible to draw about

possible gender bias. Such conclusions would be made

possible by conducting research in classes of a wide variety

of subject areas. For example, in this research the classes

surveyed were almost exclusively language and social studies

courses. This was done in an attempt to reach the maximum

number of students by surveying required courses. However,

if students had been surveyed in science and math classes as

well, where the literature indicates gender bias occurs

most, more definite conclusions could have been drawn

regarding gender bias. It is true that such bias exists .in

the regular classroom environment, however it is even more
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significant in those classes where students must pass

through a selection process to participate and where the

teachers and administrators have the opportunity to make a

conscious effort to place representative numbers of students

of both genders in the classes.

The conclusions drawn about discrimination against

economically disadvantaged students were indirect. Had the

survey asked students whether or not they participated in

the free or reduced lunch program, more definite conclusions

could have been drawn. The schools in this sample do not

keep records of the family income of individual students.

However, they do keep records of the number of students in

each school participating in the free and reduced lunch

programs. Had that been the question asked, direct

comparisons between the sample and overall populations could

have been made.

Data collected from these surveys and interviews did

not evaluate the preparation programs attended by teachers

of gifted and honors students. Had this been done, stronger

conclusions may have been drawn regarding teachers'

abilities to meet the special needs of gifted and honors

students.

While there are many related areas prime for study,

this research did reveal some interesting information about

student and teacher attitudes toward gifted and honors

programs, and it revealed the existance of racial, ethnic,
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and socioeconomic bias in those programs. Perhaps it, and

other studies like it, will be catalysts for change in the

admission and identification processes used in American

schools.
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STUDENT SURVEY
Please write the number corresponding to the answer which
best describes you in the blank to the left.

1. Into which age category do you fall?
1. 15-16 years old
2. 17-18 years old
3. 19 or more years old

2. What is your race or ethnicity?
1. White/Non-Hispanic 4. Asian
2. Black 5. Other
3. Hispanic

3. What is your gender?
1. male 2. female

4. Which category reflects your family's average yearly
income?
1. under $20,000 4. over $70,000
2. $20,000 - 45,000 5. I don't know
3. $46,000 - 70,000

5. Have you been identified by the school district as
a "gifted" student?
1. yes 2. no 3. don't know

6. How many years have you been in the gifted/honors
program?
1. 0 - 2 years 3. 6 - 8 years
2. 3 - 5 years 4. 9 or more years

7. How long have you been in the gifted/honors program
in this school district?
1. 0 - 2 years 3. 6 - 8 years
2. 3 - 5 years 4. 9 or more years

8. Do you know upon what criteria your placement in
the gifted/honors program was based?
1. yes 2. no

9. Do you consider yourself to be gifted?
1. yes 2. no 3. don't know

10. If you anwered "yes" to number 9, in what area(s)
do you believe you are gifted?
1. General intellect or academics
2. Subject matter (math, English, science, etc)
3. Leadership
4. Pysical skills or Performing Arts
5. Creative and Productive Thinking
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Please respond to the following statements by writing the
number which best describes your opinion in the blank to the
left. Please respond according to this scale: 1 = strongly
agree; 2 = agree; 3 = disagree; 4 = strongly disagree.

11. I like gifted/honors classes better than regular
ones.

12. I like the teachers in my gifted/honors classes
better than the teachers in regular classes.

13. 1 am academically challenged more in a gifted/
honors class than in regular classes.

14. Gifted/honors classes just mean having more work,
not more challenging work.

15. Gifted/honors classes are taught by better teachers
than the regular classes.

16. I would recommend the gifted/honors program to
other students.

17. I would get out of the gifted/honors program if I
could.

18. The requirements students must meet to qualify for
the gifted/honors program are fair.

19. Teachers should have special training to teach
gifted/honors classes.

20. There are some students in the gifted/honors
program who are not really qualified to be there.

21. Teachers feel threatened by gifted/honors
students' intellect.
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Please answer the following questions in the space provided.
If you need more space, please use the back of this page.

22. To the best of your knowledge, describe what is
required to qualify for the gifted or honors program.

23. Explain why you do or do not like the teachers in your
gifted or honors classes better than those in regular
classes.

24. What changes, if any, would you make in the process for
placing students in the gifted or honors program?
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TEACHER SURVEY

Please write the number corresponding to the answer which
best describes you in the blank to the left.

1. Into which age category do you fall?
1. 20-25 years old 3. 40-45 years old
2. 26-39 years old 4. 46 or more years old

2. What is your race or ethnicity?
1. White/Non-Hispanic
2. Black
3. Hispanic
4. Asian
5. Other

3. What is your gender?
1. male
2. female

4. How many years have you been teaching?
1. 0-5 years
2. 6-12 years
3. 13-18 years
4. 19 or more years

5. How many years have you taught gifted or honors
classes?
1. 0-5 years 3. 13-18 years
2. 6-12 years 4. 19 or more years

6. How long have you taught in the gifted/honors
classes in this school district?
1. 0-5 years 3. 13-18 years
2. 6-12 years 4. 19 or more years

7. Do you know upon what criteria your placement as a
teacher in the gifted/honors program was based?
1. yes 2. no

8. Have you had any special training on educating
gifted or honors students?
1. yes 2. no

9. Does your teacher certification include a gifted
education endorsement?
1. yes 2. no
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Please respond to the following statements by writing the
number which best describes your opinion in the blank to the
left. Please respond according to this scale: 1 = strongly
agree; 2 = agree; 3 = disagree; 4 = strongly disagree.

10. I like teaching gifted/honors classes better than
regular classes.

11. Students are academically challenged more in a
gifted/honors class than in regular classes.

12. Gifted/honors classes mean having more work, not
work requiring more critical thinking.

13. I would recommend teaching in the gifted/honors
program to other teachers.

14. 1 would get out of the gifted/honors program if I
could.

15. The criteria for students' placement in the gifted/
honors program is fair and adequate.

16. The criteria used to select teachers for the
gifted/honors program is valid.

17. Teachers should have special training to teach
gifted/honors classes.

18. There are some students in the gifted/honors
program who are not really qualified to be there.

19. There are some teachers in the gifted/honors
program who are not really qualified to be there.

20. The process for placing students in the gifted/
honors program results in classes containing truly
gifted or high achieving students.
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Please answer the following questions in the space provided.
If you need more space, please use the back of this page.

21. What type of training have you had in the area of
educating gifted or honors students? (College courses,
inservice, etc.)

22. To the best of your knowledge, describe what is
required to qualify for placement in the gifted or honors
program as a teacher.

23. What changes, if any, would you make in the process for
placing students or teachers in the gifted or honors
program?
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STUDENT INTERVIEW QUESTIONS

1. In your opinion, what should the qualifications or
requirements for student placement in gifted or honors
programs be?

2. Why did you get into the gifted or honors program and
why have you stayed in it?

3. In your opinion, what qualifications or requirements,
other than teaching certification, should be set for
teachers in the gifted or honors programs?

4. Do you feel that you have received greater or different
benefits from a gifted or honors education than you
would have in a regular program? If so, please explain.

5. What, if anything, would you change about the gifted or
honors program?



APPENDIX D

TEACHER INTERVIEW QUESTIONS

112



113

TEACHER INTERVIEW QUESTIONS

1. In your opinion, what should the qualifications or
requirements for student placement in gifted or honors
programs be?

2. What should the qualifications or requirements for
teacher placment in gifted or honors programs be?

3. Do you feel that students receive greater or different
benefits from a gifted or honors education than they
would in a regular program? If so, please explain.

4. Why did you get into the gifted or honors program and
why have you stayed in it?

5. What, if anything, would you change about the gifted or
honors program?
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