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Abstract

This mixed methods study involved 332 high schaoatlents and investigated those
factors that students perceived as having faalitaheir success in New Zealand
Qualifications Authority (NZQA) Scholarship. A kefinding from this study
suggests that New Zealand Scholarship students doconnection with at least one
teacher and consider this relationship to be dysitan their success. Family, peers
and friends play a lesser but still important rolehe student’s success, providing
support for the student. These successful studepisrted reduced time spent in
extracurricular activities in order to prepare $abjects in which they believed they
would be successful. Students related experienbeseateachers, schools and some
learning communities were not supportive of theipieations for high academic
achievement, and described the impact of this eir ttuest for Scholarship success.
This research has identified a number of aspedatimrg to high academic
achievement and New Zealand secondary educatiort thquire further
investigation. These include an investigation itliose practices of teachers who
work with high-ability students to yield greaterdanstanding of the beliefs that
teachers hold about teaching high-ability studeamid the ways in which these
beliefs affect student outcomes.
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CHAPTER 1
Introduction

This research has evolved from the merging of apodpnity provided by the
Scholarships examination process and the lack of Kealand research identifying
profiles of the factors important to nurturing a®lement in our top students. The
project investigated the link between New Zealarfd&ry top students” who were
rewarded for their results in the Scholarship exatmon in 2006 and 2007, and the
factors which have influenced their learning praesi during their high school years
(Ministry of Education, 2005, p. 3). Overseas aesk has described the factors that
have influenced successful gifted adults or takbnteenagers (Bloom, 1985;
Csikszentmihalyi, Rathunde & Whalen, 1993). Howewukere is a paucity of
research that describes the factors that haveeimdled the giftedNew Zealand
adolescent. While there exists no agreed processneasure to identify this
population in New Zealand, the evident valuing hg New Zealand Ministry of
Education of the top high school scholars throdghgrovision of monetary rewards
does provide identification of a group that mosuldoconsider represents gifted and
talented students. As the Scholarship Referenceif5(8RG) Report stated “a key
goal for Scholarship should be to not only extend most able students but also to
identify a small number of the very top studentsthwdentification of top scholars
being restricted to “within a range of 2% to 3% tbé cohort in each subject”
(Ministry of Education, 2005, p. 3).

Thus, it is important to clarify that this reseadid not seek to identify all students
who comprise “New Zealand’s gifted Year 13 studérist instead accepted
Scholarship success as affirmation of the statasparticular group of young people
who had demonstrated outcomes associated with @adgftedness. It is also
important to state that there are likely to be otRNew Zealand students meeting
different criteria for identification as gifted atalented who have not been included
in this research. However, existing overseas reBeand theory that quantifies the
percentage of gifted and talented students in argngcohort would suggest that this
group of young people who gained New Zealand Quatibns Authority (NZQA)
Scholarship do represent gifted and talented adetgés (Gagneé, 2003; Renzulli,
2002). Based on this sample, internal and extelinaénsions affecting achievement
and performance were examined through retrospeséifaeports in which students
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provided information regarding aspects that thercqiged as having an impact on
their success (Bloom, 1985; Csikszentmihalyi et #893; Gagné, 2003; Gagné &
Schadaer, 2006; Leung, Conoley & Scheel, 1994).

A mixed methods approach was used to investigat®ra that had assisted New
Zealand’s top secondary students achieve succeSshiolarship examinations. It is
hoped that the data gathered have generated hgestlier future research which
focuses on the factors that influence student higfievement. This project built on
international research findings regarding factolscv have been shown to have an
impact on the achievement of gifted and talentedlemtents (Bloom, 1985;

Csikszentmihalyi et al., 1993). Based on thisrditere, an on-line survey and
interviews were designed to investigate self-reggbrperceptions of Scholarship
recipients regarding factors important to their i@eément and accomplishments
(Berg, 2004).

Moltzen’s (2005) retrospective research into gifeelv Zealand adults has added to
a small but growing body of New Zealand literatpegtaining to identification of,
and planning for gifted students (Ministry of Edtica, 2001; McAlpine & Reid,
2004; Taylor 2001). In addition to Moltzen’s workhere is a research report
commissioned by the Ministry of Education evalugtiplanned approaches to
teaching gifted and talented students in New Zeh(Riley, Bevan-Brown, Bicknell,
Carroll-Lind & Kearney, 2004). However, it appednst New Zealand researchers
have not yet empirically investigatdlae factors that are catalysts in facilitating high
achievement in this country’s most able studeniterdfore, any review of literature
pertaining to gifted adolescents must include miy dlew Zealand research but also

that of international researchers.

This thesis is organised into chapters. This ihdiepter serves to outline the study
for the reader, providing an overview of the projaed a brief look at the literature
that informed it. Chapter Two provides a comprehensetrospective review of

New Zealand and international literature as ittesdao the findings of this study.

Chapter Three describes methodological approachessearch and survey design,
while Chapter Four outlines methodological consatlens as they pertained to this
study. Chapter Five presents the findings and pné¢s the data. Chapter Six
discusses theoretical propositions that have erdefgen the data, and Chapter
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Seven provides discussion and suggests implicatbnisese findings and theories
for high-ability students, as well as teachers adnhinistrators of those aiming for
high academic achievement in both New Zealand ardseas.
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CHAPTER 2
Review of the Literature

This chapter reviews the literature pertaining tiftegness and talent, with

consideration of definitions of giftedness and dastidentified by others as those
that facilitate students in achieving ‘top’ acadersuccess. The review will also
track the development of Scholarship in its presemh and briefly background the

NZQA examination system now implemented in New Zedl secondary schools.
Finally, the review will consider the factors thdétermined the format of the

proposed student surveys. The review provides &f borrerview of literature that

informed the data collection sources initially amdetrospective review of literature
as it related to the findings of the research &edtheoretical propositions that have
emerged. However, before commencing the reviews itmportant to discuss the
terminology used to describe the students in tiidys

As already stated, this research investigatesanflas on a sub-set of students who
would be regarded as "gifted and talented" i.eos¢hwho are academically high
achievers. It does not purport to have investdjatee influences on the total
population of those who would be regarded as "giéted talented.” The Scholarship
Reference Group (SRG) Report stated “a key goaSfdrolarship should be to not
only extend our most able students but also totifyes small number of the very top
students” with identification of top scholars bemggtricted to “within a range of 2%
to 3% of the cohort in each subje¢Ministry of Education, 2005, p. 3). Clearly,
those students who gained NZQA Scholarship are getdview Zealand’s most able
students having evidenced high academic achieverttemugh their NZQA
Scholarship results that place them in the top @& of that cohort.

The Terminology

Much of the literature surrounding high academibieeement uses the phrase
‘gifted and talented’, with some usage interchabggand other being singular as in
the use of either term ‘gifted’ or ‘talented’ (Pags& Rudnitski, 1995; Callahan,
1997). The terminology that surrounds the constofigiiftedness has attracted some
discussion, with Borland (1997) suggesting the tagifited’ is “about as popular in
the world of education as the teunus in computer circles” (p. 7).
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Other international terms that describe groupsigif lbility students include ‘able’,
‘bright’ and ‘exceptional’, with each phrase ewvuiia different attitude — and often
different meanings — amongst both educators andpti#ic (McAlpine, 2004).
Although he offers no evidence to support the statd, McAlpine (2004) suggests
that internationally ‘gifted’ or ‘gifted and talesd’ remain the preferred terms” (p.
38). It had initially been this researcher’s prefere to use only the terms ‘students
of high ability’ or ‘high academic ability’ to desbe this group of Scholarship
recipients. However, as the literature shows, tlask other descriptions are often

interchangeable, although historically this wasthetcase.

The Construct of Giftedness

Understandings relating to perceptions of giftednesve changed over time, with
early definitions relating to intellectual giftedsse and more recent descriptions
relating to a multi-category approach (Borland, 2;9€allahan, 1997; McAlpine,

2004; Schroth & Helfer, 2009). Historically, gifteglss was conceptualised by I1Q
scores (Hollingworth, 1925; Terman, 1925) and taleas viewed as a lesser

demonstration of activity or intelligence (Syphet872).

Current thinking suggests the concept is basedndr@ number of implicit and
explicit theories, with explicit theories emanatifigm those who have studied
giftedness and implicit theories being the ‘laypars’ concept (Kaufman &
Sternberg, 2008). The early, narrow concepts oédjifess that related to intelligence
have evolved to include a multi-category approdcallahan, 1997; Moltzen, 2004).
One outcome of this wider, multifaceted, approaxigiftedness is greater attention
to what is defined as talent and the distinctivengonents that — arguably —
distinguish it from giftedness (Feldhusen, 1992;rdBar 1993). This section
explores a number of explicit theories of domaiedcsiic (e.g. Gardner’'s Multiple
Intelligences), systems (e.g. Renzulli’'s Three-Roh@onception of Giftedness) and

developmental (e.g. Gagné’s Differentiated Modebdels of giftedness.

As a proponent of domain specific acumen, Gardneviges a broader concept of
giftedness and intelligence (1983; 1993, 1999)s tHeory of multiple intelligences

was originally based on the identification of sevetelligences but has increased to
now include nine. The original identified intelligges were domain specific, and

included spatial, musical, bodily-kinaestheticyapiersonal, interpersonal, linguistic
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and logical-mathematical intelligence. The two reécadditions are naturalistic and
existential intelligence. Gardner (1993) suggésas identifying these intelligences
is possible through observation of students wheay interact with materials that

relate to each of the domains or intelligence areas

Sternberg’s Triarchic Model attempts to broadediti@nal definitions of giftedness
(Sternberg, 1996, 2003; Sternberg & Grigorenko,020Q proffers another explicit
theory of giftedness, suggesting three distinanfof intelligence: analytic, creative
and practical intelligence. This theory is basedtbe understanding that those
factors that encompass intelligence include a loaldretween abilities, including
analytical, creative and practical (Sternberg, 30@ernberg’s use of regression
analysis to predict the operationalisation of theoty to future success produced a
large effect size that assisted in the constructhefvalidity of the study (Miller,
2008).

One other domain-specific model was developed ligprdistanley who established
the Study of Mathematically Precocious Youth. Tdgnigsup comprise mathematically
or verbally gifted adults who were initially ideftid as adolescents through a
national Talent Search and re-tested on above-legtihg (Stanley, 2005). These
talent searches identify students who score ondfepercentile or above on in-
grade testing then re-test the students using alevet ability tests (Barnett, Albert
& Brody, 2005; Brody & Mills, 2005). Stanley stateédat the intent of making
provision for these high ability students was topislement and complement school-
based instruction, not supplant, criticize or ‘ideait.” (Stanley, 2005, p. 10).
Longitudinal research has identified that as yoadglts, these adolescents have out-
performed the general population, with 25% in oakact holding doctoral degrees,
compared to 1% of the remainder of the United Stptgpulation (Lubinski, Webb,
Morelock & Benbow, 2001).

Renzulli’'s Three-Ringed Conception of Giftedned30&) focuses on the interaction
of three characteristics and provides a solid exangd a systems theory of
giftedness. This model is structured around thnéersecting rings signifying human
behaviours, with the intersection denoting giftexnelhe behaviours described in
the rings are: above average ability, task commmtraed creativity. Renzulli (2005)
contends that all three behaviours may not immelyidie present, but there is the
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capacity for these behaviours to develop if stusleexperience environments
supportive of the identified behaviours. Renzufied the Three-Ringed Conception
of Giftedness as the basis of his practical modael dchool-wide enrichment

(Renzulli, Reis, & Smith, 1981). This model — theriEhment Triad — can be used to
design school programs to offer enrichment expedasro students (Renzulli et al.,
1981).

The development of talent is evident in the Gag(203, 2004, 2005) model, with
Gagné, arguing that talent is an outcome of oudstgnachievements, and giftedness
relates to natural abilities. The Differentiated déb of Giftedness and Talent
(DMGT) denotes giftedness as untrained and spootehe expressed superior
natural abilities in at least one ability domairaffaé, 2004). Over time and through
interaction with other catalysts — environmentalg(egphysical, cultural, parents,
peers, teachers, mentors) and intrapersonal (dgsiqal, mental, motivational,
volition, awareness of self and others) — thosés gafe transformed into talents.
Gagné (2004) proposes that chance is also a factoansforming gifts to talents,

influencing both environmental and intrapersonghlyats.

Some theories and models have evident similarifies. example, Tannenbaum’s
(1986) model bears some similarity to that of G&gr(@004, 2005) with both
models delineating those factors that link giftedemtial to talent realisation. Where
these models differ is in their use of the wordtaginess’. Whereas Gagné uses the
word ‘giftedness’ to describe potential, Tannenba{i®86) uses ‘giftedness’ to
describe performance. Feldhusen’s (1998) modeksemts a fusion of several other
developmental models. He proposes that those ladmiities (e.g., those that are
domain specific) are partly determined by genetidsereas more specific abilities
are realised through experience (Feldhusen, 19983. concept aligns with that of
Gagné (2005) who describes the metamorphosis fiolities that are the results of
genetics to those skills that are the product ofetbgped talent. Gardner's (1999)
theory of multiple intelligences — specifically hpgrception that identification of
special abilities in specific domains provides Hase for later talent development —
bears similarity to Gagné’s DMGT (McAlpine, 2004)Both Gardner’s (1999)
theory and Gagné’s (2005) model provide for taena later development.
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There is a lack of independent validation of expliheories and models of
giftedness. The data gathered to validate SterisdhfA®96) triarchic theory of
giftedness were collected by a team that includedn8erg and is one example of a
model that has not been independently validatedl€Mi2008). Critics of Gardner
state that his theories have not been empiricaliiet: his intelligences are based on
literature that is selected because it supportsthesry (Kaufman & Sternberg,
2008). Locating empirical research that has ingestid Gagné's DMGT s
somewhat challenging as this model is most oftgar@gpiated as a working model
for schools (Guenther, 2004). This has meant thatrmhodel has not attracted a

critique that enables it to claim it has been eroglly researched.

Criticism — in the form of commentary rather thasearch — has centred on the
omission of personality from the model, and théirfgithat is perceived evident in
equating talent to skills (Dai, 2004; Guenther, £00Dai (2004) claims Gagné has
omitted emotions from his model, specifically oe@Hing the impact of personality
on giftedness and talent thereby isolating intelice from personality. However,
this could be disputed if one considers giftedndssoted in the DMGT as
“spontaneously expressed superior natural abilitieat least one ability domain”
(Miller, 2008, p. 109). As Miller suggests, ‘spome@mus expression’ denotes emotion
and in this context, would refute the idea that @agas separated intelligence from
personality. Guenther (2004) claims Gagné hasdinihe concept of talent through
equating talent with skills, providing the analogiya talking parrot to illustrate the
effect of teaching skills rather than developingetd Others have criticised the
model for having dismissed what they consider toabeessential component: the
definition and conceptualisation of asynchrony Opls 2003; Morelock, 1997).
Morelock’s (1997) critique intimates that Gagné fasussed on characteristics that
can be measured, with this stance meaning he haseig qualitative differences and

additional factors that are important in identityigifted students.

When comparing the two theories, it becomes obvibas both the DMGT and
Gardner’'s theory of multiple intelligences sharemsocommon characteristics.
These include having a consistent theory-baseditlefi between gifted students
and students who are not gifted — and in Gagnéss eaalented or not talented, with
both to some extent, predicting later performanseguably, the real difference
between these two theories lies in the presentaBagné’s theory is translated to a
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model that contains a clear, visual representatiointhe differentiation between
giftedness and talent. Given the practical appbeathat is immediately evident and
the power that can be derived from the perceivettyalio influence gifts and
transform them to a talent, it is possible to arthe this is one reason the DMGT
has been adapted for use in schools. With Gagm&isommental catalysts including
people such as teachers as influences in the gmwelttal process, it is not
surprising that this model has received consideman educational settings, and that

it was chosen to provide the theoretical frameworkhis study.

Definitions and Constructs

“There is no one definition of giftedness nor gahagreement about terminology”
(Taylor, 2001, p. 10).

There is no universally accepted definition of gglitess, though there is agreement
that gifted individuals have cognitive, creativedaaffective characteristics that
enable them to achieve outstanding performancena ar more areas (Brody &
Stanley, 2005; Callahan, 1997; Ministry of Educatidg001; Moltzen, 2004; Reis &
Renzulli, 1997; Sternberg, 2003). Giftedness miffgrdacross cultures, a notion
that has been investigated across a range of esltumd ethnicities, with particular
emphasis on the inequity that may exist in idemtdygifted students who are
culturally diverse and may or may not be from lewwdme families (Ford, Grantham
& Whiting, 2008; Naglieri & Ford, 2005). Bevan-Brow{2004) has identified Mé&ori
notions of giftedness in the form of characterstspecific to M&ori culture. New
Zealand researcher Moltzen (2004) refers to theortapce of cultural variance in
defining giftedness, and advises that the concépjiifedness is sensitive to time,
place and social values. This idea aligns with sth@ho concur that different
cultures have difference concepts of what it me@nde gifted; therefore, it is
important to acknowledge the culture that underghes child’s identity (Bevan-
Brown, 2004; Sternberg, 2007; Wu, 2005).

McAlpine and Reid (1996) developed an extensivedisharacteristics that pertain
to gifted and talented students. The list groups tmaracteristics under five
headings: learning, creative thinking, motivatignabcial leadership, and self-
determination characteristics (McAlpine & Reid, 6%9Van Tassel-Baska (1997)
also discusses the importance of considering ctersiics of the gifted learner, and
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cites just three characteristics that she considesential in creating an optimal
match between learner and curriculum. Those thhegacteristics are: precocity —
with the learner most often demonstrating advarseeelopment in a curriculum
area (e.g. mathematical or verbal domains); intgrsiwhich may be evident in the
students’ ability to concentrate for extended p#sjcor, in their emotional responses
to situations; and, complexity - this being thedstuts’ predilection for complex or
higher order tasks, with a focus on those tasksgoabove or beyond their current
level (Van Tassel-Baska, 1997).

Defining giftedness and talent would therefore teelaot only to time and place,
cultural context and social values, but also taurator acquired behaviours that are
influenced by cognitive, creative and affective reltéeristics leading to outstanding
performance. Defining giftedness and talent anchgughe definition to identity
students involves a process that is complex, ctuéx and quite often - reliant on

testing.

The DMGT

It became clear early in this study that the megtrapriate framework with which to
examine the concept of high academic achievementltieg from NZQA
Scholarship was the DMGT developed by Gagné (2@Q085). The rationale for
selecting this model lay in Gagné’s distinctionviien giftedness and talent, with
talent being an outcome of a range of catalysts wese both environmental and
intrapersonal. Given the nature of this study dradfact that many of those catalysts
described by Gagné (2005) — intrapersonal, devedopah and environmental — also
emerged in these findings, this model and the yndeing theory provided an
appropriate paradigm against which to consider esitg] perceptions of NZQA
Scholarship. After consideration of the critique tbis and other models, it is
apparent that Gagné’s DMGT is well suited to cdesng high achieving students,
and more particularly, high achieving adolescelsAlpine, 2004; Moon & Dixon,
2006). The DGMT focuses on the importance of irdlral students, and highlights
the significance of context in influencing the séarmation of gifts into talents. As
Moon and Dixon (2006) have suggested, both indafitiuand the context in which

the student operates, are key considerations fdescents.
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Gagné (2003) includes environmental catalysts twnprise milieu: physical,
cultural, social and familial; individual: parentemily, peers, teachers, mentors;
and, enrichment; and provision: curriculum, pedag@giministrative, grouping and
acceleration. The intrapersonal catalysts withia thodel incorporate physical and
mental characteristics, awareness of others andiyation and volition. Each of
these catalysts is influenced by chance and bydéwelopmental process where
informal and formal learning and practising occ{Bagné, 2003). As many of these
factors — for example, parents, family, peers;hiees — were also indentified by the
participants in this study as factors that hadueficed their NZQA Scholarship
success, it appeared that the components of Gagb®M&T model bore a
resemblance to students’ perceptions of their NZQgholarship experience.
Therefore Gagné’s DMGT provided the framework witlhich to review the
literature and the findings of this study that istigated the perceptions of those
students who had demonstrated high academic achentethrough their success in
NZQA Scholarship.

Percentages

The percentage of students who are gifted in amgrgsetting is not clearly defined.
Gagné (2003) suggests that the gifts and talemtstified in his DMGT place the
student in the “...top ten percent of his or her pgers...” in an ability domain.
Benbow and Lubinski (1997) concur that those sttedamo achieve the top scores
in the above-level testing associated with the Ataearch are amongst America’s
brightest, in the top one percent or even beyomdlaBd (2009) contends that it is a
myth to suggest a defined percentage of the papnla gifted, and also states that
claiming a given percentage of the population fediand talented is “logically
incoherent” (p. 237). As already discussed, eadfindions of giftedness included
IQ testing with ‘cut-off’ scores identifying thoseho students were deemed to be
‘gifted’. Borland (2009) also argues that linkinQ Lo giftedness is problematic as
those scores can be affected by a range of vasiableluding standard errors of
measurement that may preclude students who arétle dis one point off the
identified cut-off score.

Factors Influencing Achievement

Gagné’s DMGT links potential with performance armrdvides a useful framework

on which to examine the plethora of factors atteduto academic achievement in
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general, and academic achievement in relationftedgstudents (Gross, 2004). The
DMGT describes three catalysts that transfemiteral abilities(gifts) into specific
skills (talents). These catalysts arktrapersonal, Environmentaland Chance
Deeper consideration of each of these catalysisate\a range of factors that align
with the Ministry’s statement describing talenteadividuals having cognitive
creative and affective characteristics that enablem to achieve outstanding
performance in one or more areas (Ministry of Etinca2002).

Intrapersonal

Gagné’s (2003) description of intrapersonal catalyscludes physical, motivational,
volition, self-management and personality catalytat impact positively or
negatively on the development of informal and fdrlearning and practising. Gagné
proposes that motivation plays “a significant rolenitiating the process of talent
development, guiding it, and sustaining it througbstacles, boredom, and
occasional failure” (Gagné, 2003, p. 64). Eanverk by Weiner (1972, 1974, 1985)
identified four characteristics that can be atti@oluas responsible for success or
failure in relation to achievement by the learnEnis theory, dubbed ‘Attribution
Theory,’ is a cognitive model for understanding lamnmotivation influenced by the
individual's perceived control over their successfalure (Weiner, 1972, 1985).
Weiner’s causal cognitions of ability, effort, tadikficulty (persistence) and luatan
be investigated alongside Gagné’s DMGT model aretl s develop a framework
with which to investigate the factors which havdluenced student success in
Scholarship. The first three cognitions — abilaffort and task commitment — will be
considered under the heading Intrapersonal. LuclCloance is considered as a

separate heading.

Attributions of success and failure: Ability

The relationship between adolescent achievemenedbam beliefs and self
perceptions suggests that adolescent perceptiorbilify relate more strongly to
attainment value and intrinsic interest in the tdskn to its perceived utility value
(Eccles & Widfield, 1995). This finding aligns witihe New Zealand research that
identified students’ motives for choosing subjedasectly relating to their
achievement (Meyer, McClure, Walkey, McKenzie & W&006; Meyer, McClure,
Walkey, Weir & McKenzie, 2009). This research fouhdt the utility and interest
motives of students related positively to theirdssaic results.
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A Finnish study of highly mathematically gifted dants found that these students
perceived that their ability was the reason theyiea®d success or failure
(Nokelainen, Tirri & Merenti-Valimaki, 2007). Thigsearch identified that students’
reason for this preference related to their befiaf their mathematical ability was so
high that they could adjust their efforts in ortéerachieve success. Studies of gifted
students’ attributions about academic success aigrd have identified that the
relationship between ability and effort was intégta outcome (Assouline,
Colangelo, lhrig & Forstadt, 2006; Franken, 1988p& & Brophy, 1986).

There is a suggestion that gender has a role arrdeting attribution. Boys are more
likely to attribute their failure to a lack of aityl and their success to luck or effort
(Reis, 1998; Rimm, 1999). Gifted adolescent femélage been found to believe
their ability in reading and language is higherntiiaat of males, and conversely,
males perceive their ability in mathematics, saggerand social studies is higher than
females (Siegle & Reis, 1994). The role of gendegiftedness will be discussed in

greater depth, further on in this review.

Attributions of success and failure: Effort

Many studies into the choices academically gifteients make that lead them to
success or failure have built upon the aforemertiomork of Weiner (Assouline et
al., 2006; Pintrich & Schunk, 2002). One such stumigiuded the effect of the
additional dimensions of teacher bias, student mbedlth and fatigue on students’
effort, reporting that these factors were inte¢padtudent success or failure (Pintrich
& Schunk, 2002).

Students believing they have not worked hard enpragher than believing that they
did not have the academic ability to succeed, isdentified attribution of failure
(Assouline et al., 2006). This aligns with othardses that suggest gifted students
are more likely to attribute success and failurthtoeffort they expended on the task
(Alexander & Schnick, 2008; Chan, 1996).

Meyer et al. (2006) identified a link between stuideffort and attainment in New
Zealand’s educational qualification for secondandents. These researchers found
that students with Boing My Besimotivation orientation to the National Certificate
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in Educational Achievement (NCEA) were likely to the students achieving at the
highest level. Conversely, the same research fstudents who reportedoing Just
Enoughin meeting goals were gaining fewer (NCEA) creditbese findings are
consistent with those of DeBacker and Crowson (200@se study of 259 students
found that those students who preferred predictpabilelated negatively to
meaningful engagement. This research mirrored anofinding of the NCEA
motivation research in identifying that meaningfidgnitive engagement related
positively to mastery goals (Meyer et al.,, 2006)eTindings of one international
study suggest that those students with multipldsgatributed their success more to

effort and attained higher achievement (Valle gt2£03).

Attributions of success and failure: Task commitmien

Task commitment is yet another component of therp@rsonal catalyst suggested
by Gagné (2003) and one that Renzulli and Reis {l@@scribe as an essential
component in identifying gifted and talented studeriThey theorise that task
commitment is evident as a capacity for high lewdlsterest and enthusiasm, hard
work and determination in a particular area, selifence and drive to achieve, an
ability to identify significant problems within aarea of study, and setting high
standards for one’s work. Renzulli (2002) writesattitask commitment (and
creativity) is evident only when the students gikeen a situation in which they are
interested, therefore making task commitment atfancof contextual situations.
Renzulli uses the wordperseverance, endurance, hard work, practae, the
confidence in one’s ability to engage in importaark as key terms associated with
task commitment. These findings support earlieeaesh which identified that
talented high achieving students have (amongstr detors) personality traits

conducive to concentrating (Csikszentmihalyi et E393).

Student motivation

Motivation of gifted students is described as ‘higtademic intrinsic motivation’
(Gottfried, Gottfried, Cook & Morris, 2005). Thesesearchers further describe this
state as “motivation in the extreme” (Gottfriedagt 2005, p. 172). Alexander and
Schnick (2008) link the motivation of gifted studerto contexts that are either
supportive or non-supportive. They suggest thategifmotivation is extremely
complex. Central to the model they propose aresqmal factors that affect

motivation. They describe these factors as: indi@idaptitude, temperament, and
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personality traits including individual responsegdedback, “... classroom activities
and, learning situations” (p. 425). These researchlso believe that socio-cultural
factors influence and affect classroom context past motivational history of the
gifted student. Those factors combine to influetiee development of the students’

self-beliefs and theories.

Students’ perceived level of competence forms thgsisbof their self-beliefs and
these influence their motivation and behaviour faleder & Schnick, 2008).
Students’ views of self-belief can influence thelility: where they have the view
that ability is incremental, they consider ability be unstable and able to change.
Conversely, where they view ability as an entitysitherefore stable and unable to
be changed (Dweck, 2002). Self-belief therefore, @lao affect student engagement
and effort (Alexander & Schnick, 2008).

Students gain self-concept through comparisons thale between themselves and
others, who include teachers, parents, peers,dsigRawlinson, 2004; Ryan &
Patrick, 2001; Wentzel, 2005).

Self-regulated learning

Students who exhibit self-regulatory and motivatiopatterns while engaged in
academic tasks are more likely to achieve highléewé academic success than
students who do not exhibit these behaviours (Bewnig 2007).

Another study identified three categories of setjulation in gifted students:
personal, behavioural, and environmental (Reis4R(Reis found that an absence of
self-regulation strategies in high potential studezan lead to negative experiences
for these students. Reis (2004) links delay inification to self regulation; she
describes how students develop self regulatiorutitraleferring one task in order to
work harder at another, before rewarding oneselitis effort. Furthermore, Ruban
and Reis, (2006) found that high-ability studentrevmore likely to use complex,
deep feature strategies in their learning, thublemathem to process material at a
deeper level.

Gifted students and resilience
Much has been written about the influence of facthat build resilience in learners,
and a range of descriptions have been used toilbesesilience. One explanation
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suggests that resilience is the term used to deserrvival and the ability to thrive
when faced with adversity that would usually bedmtve of negative outcomes
(Osofsky & Thompson, 2000). Although the liter&tyertaining to resilience and
giftedness is small, it has an important role ieniifying those factors that enable
students to thrive and survive in conditions thatlass than ideal. In a review of the
literature pertaining to resilience and coping &mel implications for gifted youth,
four key factors were identified (Kitano & Lewis,0@5). Those factors are:
compensatory, risk, protective and vulnerabilitgtéais. This review also found that
low-income and culturally diverse children and youtave more experience in
overcoming diversity and they may also possesstg@raanges of flexibility in
coping with others.

A three year research study involving 35 “econothicdisadvantaged, ethnically
diverse, academically talented high school studdutsher identified the risk and
protective factors that had either facilitated agkment or hindered it (Reis,
Colbert, & Hébert, 2005, p. 110). Those protecthaetors included: supportive
adults, friendships with other achieving studemgportunities to have advanced
classes, the development of a strong belief in selfys to cope with the negative
aspects of their school and (urban) environment/canthmily lives, and their
previous association with a gifted and talentedgmmme (Reis et al., 2005).
Participation in multiple extracurricular activisievas also identified as a protective
factor and, important in establishing a positiviatienship between achievement and
participation (Eccles, Barber, Stone & Hunt 2008e& & Schneider, 2003; Reis et
al., 2005). Potential risk factors were identifigsl including older siblings who had
dropped out of school who were involved in drugsatmohol (Reis et al., 2005).
These siblings of the identified economically disattaged, ethnically diverse,
academically talented high school students weradda demonstrate few protective
factors. Reis et al. concluded that one “necesgaotective factor was the presence
of at least one supportive adult for achievemeradeur and resilience to develop”
(2005, p. 119). Although not specifically pertamito gifted students, a review of
literature on the fostering of educational resitendentified that the “...teacher
...possess|es] the tools to introduce at-risk stuiglehiall ages to the life changing
experience of educational resilience” (Downy, 200864). In a recent study that
investigated how family, school and social backgasicontribute to highly gifted
students’ self-identify, self-concept and self-eate the importance of having
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someone significant to care about them or resgemhiwas also identifiecas a
significant positive factor in those gifted studentho eventually self-actualized
(Ruf, 2009).

Literature relating to the role of poverty in highchievement identified the
importance of developing resilience in low-incorhggh-ability students (Burney &
Beilke, 2008). This study also recommended thel rfee individual support and
improvised identification practices for those stuidewho are high-ability learners

affected by poverty.

The influence of gender

There is research to suggest that gender may playp@ortant role in high academic
achievement (Reis, 1998; Rimm, 1999; Siegle & R&#94). Research from the
United States suggests that gifted programmes & proportionately more girls
than boys, yet boys achieve at higher levels thda gn some standardised tests
(Kitano, 2008). Much of the recent research hidftbgconflict in findings: gifted
female students in America are perceived to hanglasi levels of self efficacy in
mathematics to males (Dai, 2002). Conversely, tlaeeeevident differences in the
ratio of female achievement levels of attainmentmathematics compared with
males (Spelke, 2005).

Barriers, including peer pressure, stereotyping bowvd expectations, have been
identified as reasons responsible for turning difiemales away from Mathematics
(Castelvecchi, 2008). Arguably, New Zealand datggsst otherwise. The NZQA
site reveals that in 2007, three of the Top (PrenSeholars in NZQA Scholarship
were females, five were males. Of the 27 Top Sulgebolars, 11 were male and 16
were female, with females taking prizes for boththmeenatics with calculus and
mathematics with statistics, and males taking pribe each of the science subjects:
biology, chemistry, science and physics. It is jmedo view learning area results on
the NZQA site by gender and ethnicity. To do thisl @elect external standards in
English reveals that in 2007 at Level 3 NCEA thecpetage of all students gaining
‘Excellence’ was 5.1%. The percentage of femaldestts gaining ‘Excellence’ was
6.5% compared with 4.4% of males. In mathematissttbnd was reversed, with the
percentage of all students gaining ‘Excellence’nbeb.4%, males at 5.8% and
females at 5.0%. At this level overall, femalesngd more external ‘Excellence’
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standards than males in language and languagebslEragience; technology; social
sciences; the arts; and health and physical edurcaltilales gained more external
Level 3 standards than females in onlgdvl and mathematics.

It has been suggested that New Zealand’s giftdd @iie a special population in need
of empowering through role modelling and the primnsof educational opportunities
(Macleod, 2004). However, it would seem that tlhuggestion may be unnecessary in
many New Zealand contexts. In recent years Newaddahas had a number of
women hold high public office, including Governorefigral, Attorney General,
Prime Minister and Leader of the Opposition Partiywas this reality that led the
researcher to conduct a study with a class of Yedtew Zealand females, to
ascertain their beliefs and attitudesvardshigh achieving females, to determine the
beliefsof New Zealand high achieving females, and to fatditstudent researafto
high achieving New Zealand females (Horsley, 20(Hindings from this study
identified that the parents of these students d&wedhigh achieving females who
participated in the study were in agreement thds giould achieve the same high

academic success as boys. A key finding from tiidyswas that:

...it appears that many of the perceived barrierthéoachievement of gifted
and talented females (parents, peers and teachtss)ified by overseas
researchers actually serve to facilitate and erthahe learning of gifted
females in New Zealand. (Horsley, 2001, Concluseection, para. 2)

Overseas research proposes that gifted males wdel eExsport are susceptible to
additional pressure that comes from wanting to @réweir masculinity (Kerr &
Cohn, 2001). These authors state that intent sindatheir perceived ‘nerd’ image,
some males are choosing to select their sport dwer academic work. The
additional pressure these students experience femuhers, coaches and family
means these students are required to deal with &iglectations from multiple
quarters (Hébert, 1998). Hébert (1991) further sstgythat gifted males carry the
additional burden of needing to compete thus ptacadditional pressure on

themselves.

One other study pertaining to gender and paremi$heugh not specially related to
gifted students — identified that mothers had higleeels of acceptance of their
adolescents, and greater knowledge of their datwities than their fathers did
(Updegraff, Delgado & Wheeler, 2009). The parentshis study were immigrants
with levels of education and income levels randirmgn poverty to ‘upper class’.
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The study found that mothers reported spending rtiore with adolescents than
fathers, there was no significant difference in ifgnmcomes, parents’ education
levels or fathers’ work hours (Updegraff et al.02n

It would seem that literature pertaining to acadegiitedness and gender has found
that there are barriers for both males and fenalkested by self and society that can
impact on their success, suggesting that gender bearperceived as both an

intrapersonal and an environmental factor in theeess of talented students.

Environmental
Teacher expectations, parents and the impactsass @ge all factors Gagné (2003)

includes as environmental catalysts.

The teacher

It appears that research that attempts to detertimase qualities of effective teachers of
the gifted has wrestled with the delineation ofcheat characteristics that relate to
personality, and teacher characteristics that eretat professional or pedagogical
qualities. Although literature pertaining to chaegistics of effective teachers is gaining
in size, determining what defines personality ¢sraihd what comprises professional
qualities is difficult to establish. However, wistlear is that there are specific qualities
which have been found to facilitate learning amorgjed students (Chan, 2001;

Feldhusen; 1997; Kanevsky & Keighley, 2003; Mi&)03; Riley, 2000; Robinson,

2008; Vialle & Quigley, 2002; Vialle & Tischler, P8).

Robinson (2008) claims that the literature in dgiftelucation has focussed on describing
and documenting teacher characteristics “...idedtifoy students, supervisors, and
experts in gifted education as desirable for hightg learners...” rather than
establishing links between teacher characteriaticdsstudent achievement in schools (p.
671). Robinson (2008) describes recurring chaiatiter from the literature on teacher
characteristics including: intellectualism, subjechtter expertise, a personal rapport
with high-ability learners, and enjoyment teachitigem. Australian research
synthesising the literature on the qualities océ@ff/e teachers of the gifted has grouped
teacher characteristics under the following dinmamsi teachers’ knowledge and skills;
teaching and classroom management style; and émnsemmal qualities (Vialle &
Quigley, 2002). These researchers found that Yegited! Australian students indicated
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a preference for teachers personal-social quabties their intellectual qualities, with

this preference shifting with Year 11 gifted Aub#ia students (the New Zealand
equivalent of Year 12) favouring teachers’ intdliat qualities over their personal
qualities (Vialle & Quigley, 2002). This perspeetiwas considered further in a project
that included gifted students from Australia, Aiastand the United States (Vialle &
Tischler, 2005). The findings in this study conéddhat gifted students appreciated
teachers have both favourable personal qualitiésirellectual skills in addition to

demonstrating a range of pedagogical approachefig\& Tischler, 2005).

Quialities of effective teachers of the gifted alsaliscussed by Feldhusen (1997)
who describes six desirable teacher characterigties include being highly
intelligent, having cultural and intellectual ingsts, striving for excellence or high
achievement, being enthusiastic about talent, inglawell to talented people and
having a broad general knowledge. Feldhusen (1818d)suggests that these teacher
characteristics often match those found in talegadh.

In the 2007 Scholarship Pilot Study for this stuthye majority of students who
participated stated that they valued and appretitte support they received from
those teachers in whose subjects they were suatessfgaining Scholarship
(Horsley, 2008a). These findings were supportedebhylier New Zealand and
international research and literature (Feldhus@fy 1Riley, 2000; Riley et al., 2004;
Vialle & Quigley, 2002; Vialle & Tischler, 2005).He students in the Pilot Study
identified 10 characteristics of effective Schafgpsteachers, including enthusiasm
and passion for their subject, treating studentacasdts, valuing opinions, taking a
personal interest, creating a classroom climatelgone to learning, demonstrating
an understanding of pedagogical knowledge, linkiegrning to the real world,
showing commitment, having strong subject knowledge providing feedback that

promoted learning (Horsley, 2008a).

A study of 63 teachers and more than 1,000 ‘higiblle’ students found that teacher
personality types were similar to the personalyes of the gifted students (Mills,

2003). Mills states that these findings suggestéacher personality and cognitive
style may play a role in his or her effectivenasgseaching gifted students” (p. 272).

Furthermore, the research found that these teachbos had a preference for
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working with abstract themes and concepts were apdrflexible and valued logical

analysis and objectivity.

The importance of a teacher of the gifted faciligiearning was identified in a New
Zealand report investigating approaches to teaatiftgd and talented students. This
report included a review of the international kiieire on the characteristics of effective
teachers of gifted and talented students (Rilegl.eP004). Teacher qualities that were
identified included enthusiasm, motivation, ancckest confidence. Riley (2000) also
cited the importance of moving away from being ctears’ of the gifted, towards

becoming ‘facilitators’ of learning, sharing corlitiio the classroom.

A caring teacher who develops a relationship witlgifteed learner can mitigate
unfavourable effects of adverse issues in the stigléfe (Kanevsky & Keighley,
2003). This study found that gifted students idiexat teachers who were fair and
flexible, and acknowledged their teachers’ prof@sai commitment. These
researchers suggest that these enthusiastic teatlaee qualities that include
classroom opportunities to discuss and debate, ghmirsg students some modicum
of control over their learning, in addition to shag caring towards the student. The
importance of teachers caring for students is as&ey finding from the Te
Kotahitanga project. Te Kotahitanga, a collabomtproject responding to the
underachievement in educational outcomes faoistudents, identified that when
Maori students have good relationships with theicheas they flourish at school
(Bishop, Berryman, Cavanagh, & Teddy, 2007).

Feedback

Another aspect of teacher efficacy is the provisfon support in the form of
feedback. There appears to be little that has le#ten specifically relating to
feedback for gifted students. New Zealand reseasdHattie and Timperley (2007)
reviewed the international literature to ascertam components of teacher feedback
that were having a major influence on student iegrand achievement. This review
found that the effect of feedback varied accordiogthe differing level of the
feedback. These authors describe four categorideenlback: about the task; the
processing of the task; self-regulation; and thkasea person. Hattie and Timperley
(2007) also write of the importance of considetting “... nature of the feedback, the
timing, and how a student ‘receives’ this feedbaakt! of the need for a teacher to
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address the three feedback questions: where amd;dwow am | going; and, where
to next? (p. 101). These New Zealand researchecs ditcuss the importance of
classroom climate when giving corrective feedbacl highlight the personal risk
that students take in responding publicly or besegn to fail. They suggest that
students are most likely to respond to a questibenathey are sure they are correct,
and that in some classroom climates the opportunityiake errors and learn from
them is not welcome. One other interesting conait®r in the article relates to
students’ attributions about success or failuraciviattie and Timperley argue can

often have more impact than the reality of thatsss or failure.

Taylor (2004) suggests that the way in which gifsgddents receive praise and
acknowledgment is important. She suggests thahéeaccould perceive that able
students who consistently achieve at a high leeehaot need extrinsic rewards for
their efforts. Ziegler (2005) contradicts what erth believe in relation to feedback
for talented students. He contends that the leamest be able to recognise when
they have reached the level of excellence, thactminual need to have that state
affirmed by others means the student will not dfaiy to recognise excellence in

themselves but they will probably never attain thael.

Family

One study identified that it was a combinationaxftbrs — the home, the teachers, the
schools and society — that impacted on studentg\anl their full potential (Bloom,
1985). A New Zealand study also identified a homeirenment in which children
were encouraged to engage with ideas and develpede of books as a common
thread in his ‘gifted’ participants’ stories (Madtz, 2005). Others have reiterated the
importance of school, family and community in suping academically talented
students (Tomlinson, Callahan, & Lelli, 1997). Thisk between environmental
factors and talented students is not only condistgéth Gagné’s DMGT but also
with the findings of Csikszentmihalyi et al. (1993}his study of talented teens
identified a range of factors influencing successthese students, including the
influence of socioeconomic factors that relatedhi teens’ parents. This research
found that the students identified as talented gsters were from families who
were “better off financially” (p. 206). Furthermonhis research recognised that the

talented teens’ families’ educational and economgpurces were better than was
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typical of the community, with the additional evidefeatures of demonstrating

flexibility and family cohesion.

In the Pilot Study that preceded this Scholarshipjgat, further links to the
importance of environmental factors in the sucaes$igh-ability students were
identified. Many of those students who had gaineldofrship and were interviewed
about the role they perceived their parents hageplan their success, felt it was the
combined attitude of both parents that had supg@dlteir entry into Scholarship and
ultimately, their success (Horsley, 2008Bjudents also discussed the absence of
familial pressure as a positive influence on th@werall, these students considered
their ‘mother’ to be more influential than theirather’ in their study. Students
identified that their mothers made their homes artable for study while their

fathers often assisted them with content knowledtged to Scholarship.

A further link to the role environmental factorsaplis found in research that
suggests that a family’s generational history atadbibty affects the ways families

can influence and support their gifted childrenb@t, 1994). Albert suggests that a
family’s interests, educational knowledge, socidlls and financial resources are
influenced by what has occurred in previous germrat Other factors said to
influence the gifted students’ success includeléivel of a parent’s education and
the parental attitude towards the gifted studetadi®, 1985; Olszewski-Kubilius &

Yasumoto, 1994). Olszewski-Kubilius and Yasumot®94) state that this influence

is most evident in relation to course selection.

A study that relates to parenting and ethnicitygasgs the influence of parents is
most marked amongst Asian students and their Ear@lszewski-Kubilius &
Yasumoto, 1994). Wu (2008) investigated parentduémce on children’s’ talent
development and found that parents of Chinese stsideere highly confident about
their child’s future and talent development. Thigdy suggested that the more the
parent was involved in the child’s learning, theajer the parent’s confidence in the
child’s future.

Ethnicity
The importance of remembering that giftedness idecdual is evident in a text that

considers cultural conceptions of giftedness. B@anele, rather than grouping all
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Asian students together, the editors have separatdAsian’ ethnicities into
Japanese, Central Southern Asia, Chinese, and Thasg identifying unique
conceptions of giftedness arising from each cul(Rtellipson & McCann, 2007).

A New Zealand study examined teacher expectatiomslation to student outcomes
(Rubie-Davies, Hattie, & Hamilton, 2006). The rasbars discussed two effects of
teacher expectations: whether to sustain expentaffects or to create self-fulfilling
prophecies. This New Zealand research found tlrethers “...generally had high
expectations for all ethnic groups other than Madr{Rubie-Davies et al., 2006,
p. 437). The research further investigated the erbfice between teachers’
judgements and the students’ actual achievemerddoin ethnic group in the study,
concluding that ethnicity may be a factor in essdidhg teachers’ expectations. This
study discussed the effects of teacher expectatiorself-fulfilling prophecy in
relation to student achievement, describing thddtea effect’ as the positive effect
of high teacher expectations on academic achievemaed highlighting the
important role the teacher has in student acadeati;evement. Another study found
that the messages sent to students about steremtygkpectations relating to
ethnicity or gender could create doubt and anxiestudents, resulting in lower test

performances (Steele, 1997).

Research gaining in momentum, both in New Zealarmdl averseas, describes the
importance of classroom practitioners establishengurally inclusive classrooms
that, in turn, lead to improved academic outconmssfudents (Bishop & Glynn,
1999; MacFarlane, 2004; Pierce, Adams, Speirs Natene Cassady, & Dixon,
2007). International research demonstrates thatests from low income families
and students who may be -culturally diverse are nofteder-represented in
programmes that cater to the needs of gifted atehted (Ford, Grantham &
Whiting, 2008; Naglieri & Ford, 2005; Pierce et,&007). Although there is a
plethora of writing that discusses the inequitableresentation of gifted and talented
culturally diverse students in the United Statedwmierica (Bernal, 2002; Ford et al.,
2008; Pierce et al., 2007), New Zealand literatsrecarce. The report investigating
approaches to teaching gifted and talented studentdew Zealand included a
review of the literature identifying the barriers proportional representation of
culturally diverse students in gifted educationléRiet al., 2004). While the report
suggests that most evidence reportingohl students as under-represented in gifted
education is anecdotal, it also states that “emglievidence of under-representation
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is sparse” (p. 133). However, one other report satgthat part of the reason for this
under-representation could well be related to smmoomic status rather than
ethnicity (Keen, 2004). A similar finding was repat in an English study that
identified ethnicity and socio-economic status wefactors that influenced
participation in gifted programmes (Campbell et 2007). This study identified that
“... the gifted and talented ... tend to come from theldle and higher strata of
society, with the highest strata being particulastyongly represented, while the
lowest strata are particularly strongly underrepnésd” (Campbell et al., 2007, p.
111). Furthermore, this study identified signifitaverrepresentation of Chinese and
mixed ethnicity (e.g. White-Asian) students in #hegfted programmes, and under-
representation of what the project describes askBl&tudents (Campbell et al.,
2007). In his New Zealand study Keen (2001) idestifthat the parents of a large
number of Mori children were unskilled labourers or benefigay further
suggesting that socio-economic status coupled &tithicity could be contributors to
the under-representation of these students indg#itel talented programmes.

Findings from the Te Kotahitanga project suggest deficit theorising by teachers is a
major impediment to ®bri students’ educational achievement (Bishop gt24107).
During Stage 1 of this project, researchers etichktori students’ perceptions of the
ways they felt their education could be improvedstiBp, Berryman, Tiakiwai, &
Richardson, 2003). Subsequent teacher professienalopment was based on student
responses and those provided by the students’icaregor parents, and through a
review of appropriate literature. The professiaelelopment for teachers was designed
to improve learning, behaviour and attendance ougsofor Miori students and centred

on improved teacher—student relationships.

International research has also shown that undessepted culturally diverse and
economically disadvantaged students can excel whegy are given the right
programme and resources (Pierce et al., 2007; Wattell, & Mendiola, 2004).
American studies have found that there are stredethat these students can be
taught to assist them in improving their test ssaed, ultimately, qualify them for
gifted and talented programmes and university (Acaer college) entrance
(Lohrfink, 2006; Lynch & Mills, 1993; Mills, Stork& Krug, 1992). This literature
addresses both economically disadvantaged studadtstudents who are culturally
diverse (Bernal, 2002, Pierce et al., 2007).
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New Zealand literature pertaining to ethnicity awahievement is sparse. However,
the statistics on the NZQA database provide agtgegatudent results using a
number of variables including ethnicifNZQA, 2007). Selecting external Level 3+
standards in English reveals that in 2007 the p¢age of all students gaining
‘Excellence’ was 5.7%. The percentage ofidl and Pasifika students gaining
‘Excellence’ was less than 5.7% (2.8% and 2.6%d)e Percentage of New Zealand
European students gaining ‘Excellence’ was 6.0% tred percentage of Asian
students was 7.8%. In mathematics the overallgp¢age of students gaining
‘Excellence’ was 5.4%, with New Zealand Europeaamigg 5.0%; Mori 1.7%;

Pasifika 1.5% and Asian students gaining 7.7%. s Tattern is also evident for a

number of subjects, including the arts, technolaeggjal sciences and science.

Friends and peers

Schunk (1987) suggests that gifted learners wodt beside students who have
similar ability to themselves. The idea of workiwgh like-minded gifted peers has
been the focus of many studies of gifted studesdsare the ways in which these
students can collaborate (Colangelo, Assouline, &s§, 2004; Eckstein, 2009;
Gross, 1994; Rogers, 2004). Eckstein (2009) stiduats “opportunities for gifted
students to collaborate with other gifted studémtsreas of interest are important to

keeping gifted students engaged in schools” (p. 59)

A New Zealand study found that although some stisdpreferred to work alone,
they loved “...the cut and thrust and stimulus otdssion with like-minded peers”
(Keen, 2004, p. 273). Keen suggests that giftedesiis in New Zealand have
experienced frustration working with peers who @t share their work ethos. Aside
from grouping influences, peer relationships ar@anant in the development of
gifted students (Peterson & Moon, 2008). In hisdgtof underachieving males,
Hébert (2001) identified that negative peer grauffuences can lead to gifted males
underachieving, and failing to develop appropriasteategies for dealing with
challenge in their lives. Similarly, research hdentified that gifted girls may choose
to hide the fact that they are gifted in orderftbih’ with a social group (Callahan,
Cunningham, & Plucker, 1994; Kramer, 1991).
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The mentor

Research describes mentoring programmes as sudcédstiiey have established
close, lasting connections that have promoted ipesitevelopmental change
(Rhodes & DuBois, 2008). These researchers rédtetlae importance of the
relationship being based on time spent together avsignificant period of time,
where there is a “strong connection that is charastd by mutuality, trust, and
empathy” (p. 255). When these described conditmswuir, the researchers contend

the youth in a mentored relationship will derivgrsficant benefits.

In the gifted literature, there are several dabm$é of a mentor. One definition
describes a mentor of the gifted as a teacher whdets learning skills on a daily
basis encouraging students to be lifelong lear(®&sdand, 2001). Silverman (1993)
describes a mentor of gifted students as someomeguitdes and advises students
while providing friendship as they work togetherimgprove the student’s content
knowledge. There is a paucity of literature disieg the training or initiation of
mentor roles in gifted literature. There is, hoagvno shortage of literature
promoting mentor relationships for gifted studears describing the important place
that role modelling can have in a mentor-menteatimgiship, especially those
established with students from low socio-econonaickigrounds (Speirs Neumeister
& Rinker, 2006). Mentoring for gifted youth is pamped to have multiple benefits
that include benefits to their cognitive and affeetdevelopment (Callahan &
Dickson, 2008). In an article that discusses theebts of gifted student artists
working with art teachers, the writers suggest #réist-teachers are able to serve as
role models and mentors to the students, helpiegtto fulfil their creative and
educational potential by providing encouragemenhifC& Harrington, 2009).
Although this article does not mention formal mertaining for teachers, it does
suggest that the teachers in this programme spmedgetting to know their students
well. The article continues by encouraging othersowhave experience in a
specialised field to volunteer to mentor gifteddsmts. This aligns with the findings

of Rhodes and DuBois (2008), who encourage metwors

have previous experience of mentoring
commit to at least twelve months in a mentoringgpamme
ensure they (mentors) receive appropriate training

o 0o o

monitor and evaluate the mentor programme.
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The New Zealand Ministry of Education (2000) suggédlkat a mentoring approach
is particularly appropriate for &bri learners, and recommend that the person chosen
to be the mentor is also adri. Bevan-Brown (2004) also recommends the
development of strong support networks to encoustiggents with special abilities,
and describes the role family can play in usingyteepertise to provide a mentoring
relationship with gifted Mori students. An attempt to retain African-Americaales

in gifted programmes identified a number of reasdhat this was proving
challenging (Grantham, 2004). Central to the mobivas the undermining of these
students’ confidence and motivation to achieve. Bu¢hor concluded that one
response could be to establish mentoring relatipaghat engage African-American
males in positive experiences, leading to improveducational outcomes.
Importantly, Grantham (2004) cites the significarmfe the mentor providing a

positive role model for this group of students.

The school
Since Term 1 2006, it has been mandatory for allvNaland state and state

integrated schools:

... to demonstrate how they are meeting the neetiseof gifted and talented
learners, as they are currently required to do shmdents who are not
achieving, who are at risk of not achieving, andowfave special needs.
(Ministry of Education, 2009, para. 1)

It would appear that the effect of this Nationalmidistration Guideline (NAG) in
schools has yet to be researched. However, athpasmteased report from the
Education Review Office (ERO) (2008) evaluated previsions for gifted and
talented students in 315 schools, including 26inary schools and 54 secondary
schools. This study identified that in over halftbé schools, the leadership teams
supported the achievement of gifted and talentadesits. Schools were at various
stages of development of their gifted practice: sdrad developed and implemented
programmes, and a few were just beginning to makeial provisions. This report
identified that “nearly half the schools promotedsitive outcomes for identified
gifted and talented students” (Education Reviewd®@ff2008, p. 1).

Perhaps most relevant to this NZQA Scholarshipystsidhe New Zealand literature
review of planned approaches to gifted educatiorthis work Riley et al. (2004)

found that less than half of the schools respontintheir survey reported school-
based concepts or definitions for their gifted aaleénted students. Moreover, they
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found a relationship between school types, deciesl localities that impacted on
whether the school had a definition. This reviewgasted that the higher decile
schools (described in their study as deciles sitety) were more likely to report a

school-based concept or definition of giftedness.

Appropriate learning opportunities

The improved academic outcomes that are evidenhwhelents receive educational
opportunities based on their ability and not thege have been well documented
(Csikszentmihalyi et al., 1993; Sullivan & Rebho2002). Benefits have been
identified when students are accelerated withineatkareas — and this applies not
only to gifted and talented learners (Phillips, @0 arly entrance to university has
been found to have positive effects on gifted sttgleStudents cited their reasons for
choosing early entrance, including their excitemahbbut learning, the need for
intellectual stimulation, and the opportunity to nwavith groups of like-minded
peers (Noble et al., 2007).

One form of acceleration is found in the processlwdl enrolment. In the United
States this process enables gifted students todaltigh school while simultaneously
being enrolled in an American college (the equinbtd a New Zealand university)
and has been found to promote improved academicomgs for this group of
students (Davidson & Davidson, 2004). This ideargiroved academic outcomes is
further promoted in the review of literature pemag to American college
(university) programmes for gifted and talenteddstus (Rinn, 2007). Rinn suggests
that some early entrance programmes enable giftetbsts to omit all or part of
their high school years, thus entering universitaraearlier age than would usually
be expected. The entrance requirements for placédsese programmes are usually
based on standardised test scores, essays, td@tterommendation, and, sometimes,
through interview (Olszewski-Kubilius, 1995).

As the New Zealand review made evident, therallssatiation within New Zealand
schools relating to, firstly, the identification gifted and talented students and,

secondly, the consistency of appropriate programamek special classes for these

! Decile rankings of New Zealand students’ schoatge from one to ten. In New Zealand, census

information is used to determine a school's derdleking. The ranking is aimdication of the
extent to which the school draws its students flom socio-economic communities and the
government funds proportionately (i.e. low decilaigher funding).
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students (Riley et al., 2004). American researchstudents participating in a
university honours programme found that those stisddavho had previously
participated in a gifted programme as a child alestent were more likely to have
higher grade point averages than those studentshatianot been a part of a special

programme (Rinn, 2007).

Acceleration

Longitudinal research on highly gifted students dentified the importance of
early acceleration and curriculum compacting, ac@ss whereby curriculum is
condensed to enable the student to progress macokhguhrough the grades
(Sullivan & Rebhorn, 2002). This is especially tfoe highly gifted students. Highly
gifted students are defined as “...those who scaeetbr more standard deviations
above the mean on a test of cognitive ability... vathlQ score of 145 or greater
whether the standard deviation of the test is 1563r(Gross, 2008, p. 241). Gross
further describes two subsets within this groupsthwho are exceptionally gifted
with an IQ score of 160 — 179 and those who aréoprally gifted, with an 1Q score
of 180+. Gross’s longitudinal research on 60 aredtd Australian students, each
with an IQ score of 160+, identified 17 studentsowhad received ‘radical’
acceleration. Gross states that none of the stadead regrets about having been
accelerated, and the majority of the group hadredteollege between the ages of 11
and 15. She further claims that almost all of traug continued with their education

and have obtained doctoral degrees (Gross, 2008).

A 10 year American study of 320 profoundly gifteddents found that 95% of the
students had been accelerated in high school ase ttho expressed dissatisfaction
with acceleration did so because they had wishdxk taccelerated further (Lubinski,
Webb, Morelock & Benbow, 2001). As with Gross’sdstuthis group were also
identified as gaining doctoral degrees at ratesatitbors claim were over 50 times

the base rate expectation.

Chance

Skill and luck

Weiner’'s (1972) description of ‘luck’ as a motivaial characteristic aligns with
Gagné’s (2003) inclusion ofZhancé as a catalyst in the transfer of natural ability
into specific skill. Weiner (1972) suggests thatamte rather than skill or
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environment, differentially affect behaviour, Leaglion from this supposition,
Weiner suggests that there is a difference in iddals’ perceptions of outcomes
achieved through chance, as opposed to outcomasvadhthrough skill. Weiner
further theorised that the individual difference uib be “a determinant of
generalized expectances, and thus influence thgedive probability of goal

attainment and subsequent behaviour” (Weiner, 19.7238).

NZQA Scholarship

In 2002, the new standards based assessment NGEA lewas introduced to
replace the former School Certificate. In 2003 LeXavas introduced and in 2004
the former University Bursaries examination waslaegd by NCEA Level 3.
Students attained grades of ‘not achieved’, ‘adukv‘achieved with merit’ or
‘achieved with excellence’ for different achievermstandards (or achieved versus
not achieved for most unit standards that are yyutally available with merit or

excellence). NCEA is described in government documes “...New Zealand's

main national qualification for high school student’ In 2005, acting on advice
received from the SRG, the government introducesl rérdesigned Scholarship
Awards for distribution to what they claimed wouldd approximately 3 per cent of

students studying at Level 3. The reference gaaipned that they:

...sought to maximise the validity of the Scholarskimaminations. In this

context, validity means fairly identifying studentsho are displaying

excellence in their academic work at the end obwsdary schooling, but it
also means sending appropriate signals to stutleatt$ielp motivate as many
as possible to strive to develop and display sudelkence. (Ministry of

Education, 2005)

The process for calculating the number of studehts could be awarded a Scholarship
in each year is described in a communication froexTeam Leader of the National

Assessment Facilitator of the Secondary Examin&ioalifications Division, NZQA:

The 2005 SRG report into Scholarship made a nuofiecommendations. One
of these related to the awards going to a port8%)(of the level 3 cohort

studying the subject. To identify the cohort weuieginformation in December

to determine this for each subject. To determirectihort we identify candidates
who have: a total of 14 or more credits from I/elternal results and/or external
entries. Note that it is external entries and msults or achievement that is
required. The purpose of identifying entries/resuft at least 14 credits is to
identify the cohort of students who are undertaksigdy in that subject.

(R. Emery, personal communication, February 278200
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In 2007 NZQA introduced details of excellence angrimendorsements for NCEA
certificates. The purpose of these is to encoustgdents to achieve high quality
work, and to recognise where high achievement oeduiNZQA, 2007). Students
need to accrue at least 50 NCEA credits with ‘Mefthat may include some
‘Excellence’ credits) to gain an endorsement whtefit’, or at least 50 credits with

‘Excellence’ to gain an endorsement with ‘Excellenc

To summarise, it appears that research has idehtifirange of factors that influence
the development and realisation of giftedness ateht in teens. Amongst other
things, these factors include the influence of, egldtionship with, others including

family members, the teacher and peers or friefmsfamily’s socio economic status;
the enriched/accelerate opportunities the studemy have access to, and the

students’ motivation orientations.

Research Questions

The following questions derived from literature tp@ring to giftedness and NZQA

Scholarship have provided the foundation for thislg.
1. To what factors do students attribute their sucoeastaining Scholarship?

2. What patterns can be identified in student backgdsu and school

experiences relating to attaining Scholarship?

3. What were the Year 11, 12 and 13 academic perfarengoathways
and achievement patterns reported by the 2006/2@xholarship

recipients?

4. To what extent did the students’ valuing of Scheitgy influence their

success?

The next chapter will describe the methodology usethis study and explain the
rationale for using the chosen methods and todlsviestigate these factors.

40



CHAPTER 3
Methodology and Methods

This purpose of this chapter is to provide an oxsvwof methodology and research
methods through which the data are generated atiergd, prior to analysis and
interpretation. Before commencing any descriptidnthe processes employed in
research it is important to define the terminoldiggt is to be used (Creswell, 2009).
Methodologyrefers to the philosophical framework that reldteshe entire process
of research. Thenethodsare the specific techniques used for data collecéind
analysis. For example, in quantitative data thiy maolve using specific tools or
instruments, whereas in qualitative data this melate to analysing themes
(Creswell & Plano Clark, 2007).

Methodology: Philosophical Paradigm

A philosophical framework — or researcher’s worldvi— serves to inform the reader
of the researcher’s philosophical assumptions @hatunderpinned by their personal
experiences, culture and their history (CreswePl&no Clark, 2007). It is important
that these assumptions are laid open as they intoerf\...assumptions the researcher
makes about reality, how knowledge is obtained, #mel methods of gaining
knowledge” (Creswell & Plano Clark, 2007, p. 2X).rkesearch that uses grounded
theory, it is usual to find the researcher idemidywith a social constructivist

worldview (Charmaz, 2007). A constructivist worlelwi has four major elements:

Understanding;
Multiple participant meanings;

Social and historical construction; and

A

Theory generation. (Creswell, 2009, p. 6)

Charmaz (2007) suggests that in grounded theotyues a constructivist approach

both the researcher and the participants intenpreinings and actions. Charmaz

(2007) describes the close relationship that dgsechetween the researcher and the
participants. This differs from a pragmatic paradigr worldview in that the four

key elements of the pragmatic paradigm are:

1. Consequences of actions;

2. Problem-centred;
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3. Pluralistic; and

4. Real-work practice orientated (Creswell, 2009,)p. 6

Researchers with a pragmatic worldview focus omgisill resources available to
them to assist in gaining understanding of a prabl®ften this will involve the use

of both qualitative and quantitative data (TashakRoTeddlie, 1998). Plano Clark

and Creswell discuss the Pragmatic paradigm whéminlg mixed methodology

studies (those employing both qualitative and qtatite data) as “studies that are
the product of the pragmatist paradigm and that bioen the qualitative and

guantitative approaches within different phasesth#f research process” (2008,
p. 22).

Methods

Mixed methods research

Mixed methods research — a relatively new appraaaiesearch - has been defined
as “research in which the investigator collects amdlyzes data, integrates the
findings, and draws inferences using program otiing (Tashakkori & Creswell,
2007, p. 4). Previous descriptions of this typeresearch referred to either
qualitative and quantitative procedures, multimdtltos multimethodology (Plano
Clark & Cresswell, 2008; Tashakkori & Teddlie, 200Bhere are some who even
suggest that a ‘war’ raged in the social sciene@#ly researchers arguing the
superiority of one or the other of the two majorciab science paradigms: the
positivist/empiricist approach or the constructifdeenomenological orientation
(Guba & Lincoln, 1994, Plano Clark & Cresswell, 83)0The underlying tension of
the argument arose from the methods that undempih ef these paradigms: the
positivist paradigm is informed by quantitative hmds and the constructivist
paradigm is informed by qualitative methods (Gub&ifcoln, 1994). Arising from
these so called ‘wars’ was the mixed methods approa third paradigm for social
research that employs both qualitative and qudnitadata, using one to
complement the other (Denscombe, 2008). Mixed nusth@search therefore is
designed to utilise the strengths of two approathessearch — that of gathering and
analysing both qualitative and quantitative dathy-combining them in one study
(Plano Clark & Creswell, 2008).
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The mixed methods approach to research providesm@er of challenges for the
researcher. These include the need to analysegbattiative and quantitative sets of
data and for the researcher to be familiar withlitateve and quantitative research
(Creswell, 2009). A concurrent embedded strategymofed methods uses one
primary method of data collection that guides thgqet and a secondary set of data
that provides a supporting role in the data gatige(Creswell, 2009). Hence, one
type of data is embedded in the other, and botlestypf data are collected

simultaneously.

Qualitative and quantitative data in gifted studies

Although research using a qualitative paradigmassaered to be a fairly recent

addition to gifted education, it is now an accepteztie of inquiry (Coleman, Guo &

Simms Dabbs, 2007). Research into giftedness majtiher, or both, qualitative and

guantitative, with quantitative research used t®cdbe trends and to explain

relationships and qualitative research exploringpeelences and providing

descriptions of stories and situations (CallahamM&on, 2007). A criterion with

which to substantiate results includes the needduatitative results to:

a. be pertinent;

b. be understood by the participants;

c. be general enough to make sense; and

d. provide participants increased control of theiefiwvithin the set context (Glaser
& Strauss, 1967).

Callahan and Moon (2007) describe ‘keys’ requiraapsideration in gifted (non-
intervention) quantitative research. These incladédescription of the participants so
readers can discern whether results are appligabileeir context, a description of
the sampling process, a description of the instnimased, and a description of the
type of statistical procedures used to addressrébearch question (Callahan &
Moon, 2007). The keys described for qualitativeeaesh include: descriptions of the
role, background and experience, and philosoplogahtation of the researcher; an
explanation of the purposeful sampling of studytipgrants and full description of
their characteristics and their context; data gatheoccurring over time; data that
may be collected from a small number of individoakites but with full description;
and, analysis of data to develop description shdwddcredible and verifiable
(Callahan & Moon, 2007).

43



Grounded theory

...the strongest case for the use of grounded thisorg investigations of
relatively uncharted waters.... (Stern, 1995, p. 30)

Dey (2003) explains that the aim of grounded thdaeryo generate or discover a
theory. Creswell (2005) suggests the researcher omapse to use theoretical
propositions (or hypotheses) to convey a theomsdhbeing statements that indicate
relationships amongst categori€3ey (2003) describes how the emerging theory
ought to focus on the ways individuals interactefation to what is being studied,
with the overall focus on behaviour. Furthermomeugded theory provides tools for
analysing processes (Denzin & Lincoln, 2005; Stsafa€orbin, 1994, 1998).

A key feature of grounded theory is the constaatyeis and comparison of data that
develop theory (Creswell, 2003). This iterative qa@ss enables the researcher to
develop a systematic process of collecting datantitying themes or concepts,
connecting these themes and developing a theorexipains the process (Creswell,
2005). This process is continued until data séturas reached (Creswell, 2008).
The theories that emerge from the data gatherethmeded to generate rather than
validate a data-based theory (Schraw, Wadkins &s0tg 2007). Finally, grounded
theory may be supported in research by both qtisktaand quantitative data
“...grounded theorists ... offer the grist for emergéypothesis ...” (Charmaz,
2007, p. 101).

Symbolic interaction. This is a theoretical perspective that is derivedmf

pragmatism (Bryant & Charmaz, 2007). This perspecassumes that “...people
construct selves, society, and reality throughradigon” (Bryant & Charmaz, 2007,
p. 610). These researchers further describe hosynmbolic interaction, meanings

arise through actions and these in turn influertheroactions.

Theoretical Framework

It became apparent early in this study that thetrappropriate framework with

which to examine the concept of high academic aeent resulting from NZQA

Scholarship was the DMGT developed by Gagné (2@085). The rationale for

selecting this model lay in Gagné’s distinctionviien giftedness and talent, with
talent being an outcome of a range of catalysts weae both environmental and

intrapersonal. In his model, Gagné (2003) includesironmental catalysts that
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comprise milieu: physical, cultural, social and fiey individual: parents, family,
peers, teachers, mentors; and, enrichment; andisppoyv curriculum, pedagogy,
administrative, grouping and acceleration. Theajrsonal catalysts within this
model incorporate physical and mental charactesistawareness of others and,
motivation and volition. Each of these catalystsiafluenced by Chance and by the
developmental process where informal and formainieg and practising occurs
(Gagné, 2003). As many of these factors — for examparents, family, peers,
teachers — were also indentified by the participamtthis study as factors that had
influenced their NZQA Scholarship success, it appeéahat the components of
Gagné’s DMGT model bore a resemblance to studget€eptions of their NZQA
Scholarship experience. Therefore Gagné’s DMGT ideal the framework with
which to review the literature and the findingstbis study that investigated the
perceptions of those students who had demonsttatgd academic achievement

through their success in NZQA Scholarship.

Deeper consideration of each of these catalys$térapersonal, Environmentagnd
Chance -revealed a range of factors that align with the iMiy's statement
describing talented individuals having cognitivereative and affective
characteristics that enable them to achieve outstigrperformance in one or more

areas (Ministry of Education, 2002).

Interviews

An interview is defined by Lofland and Lofland @8 as an in-depth exploration of
a particular topic with a person who has had thevemt experiences. The overall
aim of an interview is to elicit the participantssponse to that experience. Typically
in grounded theory the interviews combine to saéuthe categories which have
emerged from the data analysed (Creswell, 1998 riGaz (2007) advises the use of
broad, open-ended interview questions in intervidhat will be analysed using
grounded theory. She recommends the interviewerowgage unanticipated
statements and stories to emerge through havingn-epded non-judgemental

guestions.

Survey
One reason for using a survey is to generalise feopurposive sample so that
inferences can be made about attitudes, charaatsriand behaviours of the
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population (Babbie, 1990). A researcher may usénensurveys to elicit responses

from participants (Sue & Ritter, 2007).

Literature has identified factors that determine tbrmat of surveys and interviews
(Berdie, Anderson & Niebuhr, 1986; Creswell, 200Bgrdie et al (1986, p. 3)

recommend that the survey contain “properly phrasetl administered questions.”
Creswell (2009) suggests the rapid turnaround ¢hat be part of a survey is one
advantage of using this method to collect dataddition to the convenience and the
ability to enlist participants who are wide-spre@deswell (2009) also suggests that
survey results enable the researcher to make dmagicns about the population that

was sampled.

Data analysis

Qualitative data

Cohen, Manion and Morrison (2007) explain there three types of data coding
when grounded theory is used: open, axial and tbetecoding (Cohen et al., 2007).

They further describe these codes as:

a. Open coding: the data are explored and codes areloged, categories and
subcategories emerge and integrated if this isicgdge. Process continues until

all coding is completed.
b. Axial coding: this determines any links betweeregaties and codes.

c. Selective coding: identifies a core code and thithe relationship between other
codes and one code which is then compared witlexisting theory.

Coding and recoding continues until saturation atad Data are generated from the
findings, and multiple stages of data collectiom @mployed, with continual comparison
of data leading to the emergence of categories fitmenfindings (Creswell, 2008).

Charmaz’s (2007) interpretation of grounded thefaguses on deriving meanings
attributed by the study’s participants. Charma@@liffers from Cohen et al., (2007)
in regard to coding. Where Cohen et al., (2007 cniss open, axial and selective
coding, Charmaz (2007) prefers the use of narrétiyeovide explanation and deeper
analysis of assumptions, with the generation of o¥em a pivotal step in grounded
theory where the researcher writes memos that &edyse ideas about their codes

(Bryant & Charmaz, 2007) — used to guide this pece
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Quantitative data

In a mixed methods study statistics provide “a msetn create meaning” (Plano
Clark & Creswell, 2008). Cohen, et al., (2007) dischow it is possible to collect
data from one source, transfer it to another andpewe between the two types of
output. Statistical Package for Social ScientisS$3S) is a statistical package
commonly used to manage and analyse data througlpribduction of statistical
analyses and graphical presentation of the data JAcobs, Razavieh, & Sorensen et
al., 2006). This software package includes sta#ibtests to investigate relationships
among variables. For example, Pearson Chi-squasensn-parametric test used to
look for association when dealing with nominal odinal level data to determine if
two categorical variables are related (Connoll\Q720

One other programme offering statistical analysis Burvey Monkey

(www.surveymonkey.coin Survey Monkey is an on-line survey tool thatldaa the

subscriber to create and publish custom surveyen/¢bmpared with SPSS, Survey
Monkey is limited in the types of analyses it camfprm. However, useful functions
in Survey Monkey include the filtering and crosbtikation of data, and the

production of graphs and some frequencies.

Triangulation — within methods and between methods

Triangulation involves using other sources to \akdor invalidate information, with the
use of multiple data sources helping strengtherrgintetheory (Berg, 2004; Denzin &
Lincoln, 2005). Triangulation may occur across tfjatie and quantitative data. The
use of triangulation across two methods (qualigadind quantitative) is described as the
“between methods” type (Denzin, 1978, p. 302).rgidation between two methods is
considered to be predictive of more valid resuitd & described by some as “the
archetype of triangulation strategies” (Plano C&ai&reswell, 2008, p. 109).

Participant sampling

“An excellent participant for grounded theory iseowho has been through, or
observed, the experience under investigation” (Bry&a Charmaz, 2007, p. 231).
Several methods are described for gaining a ppainti sample and the type of
research that is to be conducted can determingy/pleeof participant sampling that is

appropriate.
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Purposive sampling

Purposive sampling is defined as the sampling oflediberate selection of
participants who are intentionally chosen to previdformation that cannot be
gained from other sources (Maxwell, 1997). In gwbed theory initial sampling of a
population leads to generation of data. When tluega are analysed and theory
begins to emerge, data may indicate a specificggoyisub group of the sample that
require further focussed sampling (Charmaz, 200f s type of sampling is known

as theoretical sampling.

Theoretical sampling

Theoretical sampling enables the researcher tectatlata that assist in providing a
deeper focus and more refined categories in thegnwgetheory (Charmaz, 2007).
Theoretical sampling is an important component efeloping grounded theories
and, as Charmaz (2007) describes, can be use@lorate meaning and discover

any variations within categories.

Validation of the emerging theory

An important component of grounded theory rese&dhat of ‘member checking’
(Charmaz, 2007). Member checking is described .asking ideas back to research
participants for their confirmation” (Charmaz, 20Q¥. 111). This is one way to
validate emerging theory with the participants. &ryand Charmaz (2007) suggest
that if the researcher is unable to gain feedbaah fthe original participants, it is
acceptable to do so from other individuals who shasimilar profile, thus aiding

validation of the data and emerging theory.

Ethical considerations

Before designing a project it is important that tkeearcher give consideration to
ethical practices and anticipates where ethicalesscould arise (Creswell, 2009).
Creswell suggests that these issues fall into threas pertaining to research: ethical
iIssues in data collection; ethical issues in datdyais and interpretation; and, ethical
issues in writing and disseminating the resear60{2

Ethical issues in data collection
Researchers need to identify a number of importsoes before they commence data
collection (Creswell, 2009). When working with humarticipants there is a need for
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the researcher to ensure the participants arecpedtagainst any issues that may arise as
a result of the research that may reflect poorlyh@m or their organisation (Isreal &
Hay, 2006). Institutional research that involvesnan participants requires ethical
approval from the Human Ethics Committee of thétirngn to which the researcher is
affiliated prior to data collection. This approvaljuires the researcher to identify any
potential risk to participants arising from thewolvement in the study, and to ensure
that full informed consent is obtained from eacttigipant before any data are collected.
The consent form needs to provide participants imfitrmation that makes clear their
rights if they participate in research (Creswdll)2). Plano Clark and Creswell (2008)
reiterate the importance of participants givinginied consent and include with this the
right of the participant to withdraw from a studyaay time.

Ethical issues in data analysis and interpretation

Patton (2002) suggests that there is potentialttier researcher to be privy to
confidential information that may potentially hathre participant. This information

could, for example, be elicited from a participaltring interview. This example

highlights the importance of the researcher engupgrticipants remain anonymous

and to do this they are usually assigned a pseunony

Storage and destruction of data after the ethioatroittee’s requisite time period

needs consideration as does the transparency rpegiaio ownership of the data
(Creswell, 2009). It needs to be made clear toigypants if, for example, the

researcher intends to disseminate the findings apeps and at conferences.
Participants ought to be aware of this at the tiney are invited to provide consent.
In addition, the researcher needs to ensure thairhier interpretation is an accurate
reflection of the data. There are a couple of wiaysvhich this can be achieved:

through triangulation with other data sources; through participant or member

checking (Charmaz, 2007; Plano Clark & CreswelQ&0

Ethical issues in writing and disseminating the rch
Aside from ensuring they do not falsify findings ander to suit their needs, the
researcher also needs to ensure that participeatsiveen the opportunity to read for

themselves the findings of that study (Creswel090
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Limitations

Through disclosing any possible biases prior tadoeting the research one potential
limitation can be avoided — that of Hermeneuti@iptetation of data. Callahan and
Moon (2007) state the importance of the researdeetaring any interest or bias

they have that may influence the research process.

The use of a concurrent embedded strategy mixebosetdesign may create further
limitations in a project. If the two databases (d@t/e and quantitative) are compared,
discrepancies may be identified which will createead for resolution (Creswell, 2009).
Where the two methods are unequal in their weightthe approach may result in
unequal evidence in the study which may disadvaritaginterpretation of final results.

Validity and reliability

Validity — more recently termed ‘legitimation’ —eds to be built into the design stage
of any study and adjusted and modified as limitegtiare identified (Creswell. 2009).
This assists in minimising any breach of validéger in the study. There are several
threats to the validity of concurrent designs irxexdi methods research and steps can

be taken to minimise these. These threats relaidgta collection issues include:

» Selecting different individuals for the collecticand

* Not following up on contradictory results

Threats to data analysis include:

* Inadequate data transformation approaches, and

* Two types of data not addressing the same question.

Mixed methods research is described as being wsikipned to minimise any
potential weakness legitimation, because the reBeamwill have designed a study
that combined two (or more) methods (Plano ClarkC&swell, 2008). These
researchers suggest that it is important that tindyshas been examined to ascertain
the extent to which the weakness from one appra@aachbe compensated by the
other approach, then “plan and design the studyltib this potential” (Plano Clark

& Creswell, 2008, p. 291).
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A further threat to validity can occur through rasdner interpretation of data if that
interpretation is incorrect or biased (CreswellQ20 As already discussed providing
participants with an opportunity to view the resbar's interpretation serves to
minimise this risk (Charmaz, 2007). Minimising tti@e between engagement with
data collection tools (e.g. on-line survey andrivitav) and ensuring the instruments
match the respondents’ time span are also advisabpgeventing any breach of
validity (Cohen et al., 2007).

The challenge of the literature review

The literature review aims to share the resultstbér studies that are similar to the
topic being researched, in addition to relating #hedy to others that are larger
(Creswell, 2009). The placement of the literatwee@aw in grounded theory is much
contested and disputed (Charmaz, 2007). Novicengied theorists are encouraged
to delay the literature review to enable them teettgp previously unfound theories
(Glaser & Strauss, 1967). Another source claims ithea of “...postponing
exploration of the literature usually emanates frerperienced researchers, who
themselves have developed an extensive knowledgevast mass of literature...”
(Bryant & Charmaz, 2007, p. 20).

In mixed methods research the researcher uses aitj@alitative approachr a
quantitative approach to developing the literatte@ew (Plano Clark & Creswell,
2008). These approaches differ in that a qualgastudy may use literature sparsely
at the beginning, providing an inductive type desi§ quantitative approach might
use literature deductively, and as a basis for fiegnithe research questions and
hypothesis (Plano Clark & Creswell, 2008).

Summary

This chapter has identified methodology and mettiodsollecting data that comprise
mixed methods study using grounded theory. The oeapter will identify specific
procedures and practices as they applied to theareh project in addition to identifying
limitations of the study and describing ways inethihis research was validated.
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CHAPTER 4
Methodology and Methods: This Study

The previous chapter provided a description of thethodology and research
methods through which data are generated, gatherddanalysed. This chapter
serves to introduce the participant sample andesrmbe the ways in which data
were collected and analysed in this study of NZQéhdarship students. This

chapter begins by introducing the researcher asdritieng the origins of the project.

The Researcher

From the outset, it is important that the researdtientify his or her “... biases,
values and personal background ... history, cultun@ socioeconomic status, that
may shape their interpretations formed during dyst(Creswell, 2009, p. 177). This
researcher is female and a Lecturer in the Schb&docational Psychology and
Pedagogy at Victoria University, Wellington. Herepious research has included
participation in a review of Ministry of Educatidralent Development Initiatives, an
investigation into appropriate inclusive practicegre-service teacher education at
Victoria University, and consideration of appropeieclassroom programmes for
underachieving high ability students. She has wiikea range of differing quintile
schools within New Zealand. With one exceptionsé&ere all primary schools.
The researcher has a Masters of Education (Honcorspleted through thesis and
course work. Three of the papers and the thesisrtaicgen for that degree focused on
the education of gifted and talented students. & a member of staff in a high
school in 2004 when NCEA was still relatively nesvNew Zealand teachers, and

NZQA Scholarship was not yet in its current form.

With the exception of two participants, one who ta&en taught at primary school

by the researcher and one other who had attendedaml where the researcher had
taught, none of the participants were known to riggearcher. Neither of the two

known participants were selected for interview.sTWwas a conscious decision made
in order to avoid any perception of hegemony agisitom these students having

previously being in the role of ‘student’ when tiesearcher was ‘the teacher’.

The researcher developed an interest in NZQA Scétufa through NCEA and

Scholarship results obtained by students at hes’ state secondary school. These
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data were disseminated to parents and caregiveysgih the school newsletter and
evoked the researcher’s curiosity given that thisosl appeared to produce results
that were well above the national average. It seethat this state school was
promoting high-achievement in large numbers of estiisl The researcher’s interest
was further aroused through the information prodide the media about NZQA

Scholarship, and through other schools’ criticisin bmth NCEA and NZQA

Scholarship. These factors combined with the rebeals interest in appropriate
educational opportunities for high-ability studenssiggesting an examination of
NZQA Scholarship from successful students’ perspest would be an appropriate

—and as yet un-researched - topic to investigate.

In identifying any potential bias that may exist ttresearcher states her belief gt

students are entitled to receive appropriate edutprovisions, whether these are
remedial or a form of enrichment or acceleratiome S8alues education and actively
encourages her students to pursue qualificatioseim areas of interest, modelling

this through her own studies.

Methodology: Philosophical Worldview

In this study the research was informed by the amber's worldview of
pragmatism. Pragmatism is recognised as importamhiked methods study as a
pragmatic approach is one that focuses attentiotherresearch problem and then
uses pluralistic approaches to ascertain knowlemlgmut the problem (Creswell,
2009). This pragmatist philosopher identifies niegrthrough practical actions and
she views outcomes of this study as linked rathen tseparate. This linking is
evident in the emergent hypotheses that are posent In this report. These
hypotheses make it clear that the grounded theapiayed for this study resulted in
ideas that connected, through the students’ peareptind experiences of NZQA
Scholarship. These provisions are best describeoh agptimal match’ the term that
is used to describe the state that is achieved whencurriculum matches the
student’s ability, rather than his or her age (Benl& Stanley, 1996).

It would appear that a pragmatic approach thatsiéawards symbolic interactionism

is well suited to this NZQA Scholarship study gsragmatic worldview is purported

to have many elements that align with those inghisly which:
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« has both open ended and closed ended questionsbaith qualitative and

quantitative data;

e uses pluralistic approaches to derive knowledgeuialle problem, ands
orientated towards practice (Tashakkori & Teddli@98).

Symbolic interactionism also ‘fits’ this study aset meanings derived from data
were the results of actions that occurred throdghpgrocess of students aiming to
achieve NZQA Scholarship.

Methodological conceptualisation

Figure 1 provides a visual conceptualisation ofrttethodological overview and the
methods employed in this research. The methodsitaf @halyses are named and the
data analyses tools are also cited. Both sourtetaia were used to generate
theoretical propositions. Each of these aspeaspsained further in this chapter.

Methodology

Methods:
Qualitative Data

e Student and teacher interviews
* Survey data

(Grounded Theory- theoretical

propositiong

Quantitative data
e Survey data
(statistical analyses)

Figure 1: Conceptualisation of methodological overview incing methods

The rationale for using a mixed methods approacthis research project was to
enable the researcher to explore qualitative dataed from interviews and open-
ended survey comments, and to incorporate thesh tié results from the

quantitative analyses of students’ on-line survatad Thus these two methods of
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data gathering and analysis complement each othdfurthermore, aggregated
qualitative data help to describe situations idettiin the quantitative data enabling
the researcher to give voice to the student ppdnds, and allowing their statements
and observations to provide an important dimensiotine study. In addition the use
of both qualitative and quantitative data enabtexhgulation to occur between data

sets. This triangulation is described later in thiapter.

Qualitative data

Quantitative data

A 4

Results

Figure 2: Visualisation of the mixed methods approach usedtliis research
(Adapted from Plano Clark & Creswell, 2008)

As Figure 2 shows, this mixed method concurrentestdbd design consists of two
types of data: qualitative and quantitative datee¢@ell, Plano Clark, Gutmann &
Hanson, 2003). A concurrent embedded approach deareh has a “...primary
method that guides the project and a secondarpasgathat provides a supporting
role in the procedures” (Creswell. 2009, p. 21)tHis research the qualitative data
were the primary method and the quantitative dageevthe secondary database that
provided the supporting role. The data are mixethatdesign level which in this

case included the questions in the on-line sur@ydcelli & Greene, 1997).

As quantitative hypotheses were formed and analylseyd helped to explain and
triangulate with the qualitative data. In thisdstuhe qualitative and quantitative
data from the on-line survey were collected simmdtausly. Additional qualitative
data in the form of interviews assisted the researin probing themes that had
emerged from the on-line survey. Therefore, in 8tisdy the two data sources —
qualitative and quantitative — were collected corentily and mixed, with the

quantitative data embedded in the more heavily edyqualitative design.
This process and the process that resulted in thergence of theoretical
propositions are illustrated in Figure 3 which skdhe inductive research process in

this mixed methods study. Figure 3 shows where gaeful sampling was used and
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where theoretical sampling was introduced, two etspef this study that will be
discussed further in this chapter. Figure 3 alsmvshwhere data were analysed and
coded, a process consistent with that describedyrounded theory in which
theoretical propositions may be an outcome. Intaadithis figure shows the logical
process of gathering information and eventuallychésg the end point, that of

generating theory grounded in the information pdedi by participants.

Researcher poses theories
grounded in information *
Validation of emerging
— gained from participants.
theory with participants A[A
b
Researcher analyses data ]
_ =
" to form themes and codes o0 é
g <
L
- I 5 2
k= > 8
= . = £
g » Researcher asks open- 8 &
3 &
£ ; — kS
k] ended questions B ©°
it o -
: ey, s I
5 (interviews) - g
= «
= x =
R
£ 5 &
= _ -
E Researcher gathers
78]
= information (e.g. on-line
2
-
5 survey)
a7

Figure 3: The inductive logic of research in this mixed mett®study
(Adapted from Creswell, 2009, p. 63)

Qualitative and Quantitative Data in Gifted Studies

As Callahan and Moon (2007) described researchgiftedness may be either, or
both, qualitative and quantitative, with quantitatresearch used to describe trends
and to explain relationships and qualitative reseagxploring experiences and
providing descriptions of stories and situationsede actions are appropriate in the
gathering and interpretation of these Scholarshapa das qualitative data were
collected and analysed and quantitative data wseel to look for frequencies and
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provided a further form of triangulation betweertadaets. Furthermore, each of
those keys described by Callahan and Moon (2008 bkan used in this chapter of
the research, as a guide for the researcher andaasyof ensuring the tenets of

‘quality’ research in gifted education have beeseasbed.

Grounded Theory

This research aimed to elicit student perceptidribase factors that facilitated their
success in gaining Scholarship. It would appeat th&s is one of the first
investigations into an aspect of the NZQA Scholigrsind therefore “navigating
relatively uncharted water” and well suited to #pplication of a grounded theory
(Stern, 1995, p. 30), albeit a merging of severaisins of grounded theory.
Appropriating different components of several vensi of grounded theory, appeared
important as no one version met the needs of thisys There are multiple
interpretations of grounded theory, and as LaRd&8#5) acknowledges, the

interpretations and guidelines seem confusing anotear.

Creswell (2005) suggests that the researcher maposeh to use theoretical
propositions (or hypotheses) to convey a theorkis Tits’ this NZQA Scholarship
research, even more so when one includes Dey's3j2féscription of the need for
emerging theory to focus on the ways individuatsriact in relation to what is being
studied. As stated, the focus in grounded theorynsbehaviour, and this is
consistent with the aims of this study where trmufowas on exploring those factors
and behavioural choices to which students attribiieir Scholarship success.
Furthermore, grounded theory provides tools forlymmag processes (Denzin &
Lincoln, 2005; Strauss & Corbin, 1994, 1998).

Consistent with the work of others, the theoretjmadpositions that emerged from
the data gathered generated rather than validatledaabased theory (Schraw et al.,
2007). Therefore these propositions were a meapsomoting formative inquiry
into NZQA Scholarship and those factors studentssicker to have facilitated their
success. Finally, grounded theory in this rese@&csupported by both qualitative
and quantitative data. In this study both qualtatnd quantitative hypotheses were
possible: where the quantitative data are embeddethe qualitative data, the

quantitative hypotheses emerged from findings therte the result of the iterative
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process of identifying themes and concepts in thaligtive data. Qualitative
hypotheses emerged through abductive inferenceirtliatves consideration of all
possible theoretical explanations for the datanfog a hypothesis for each possible
explanation, and then checking them. Appendix Aaitketthe iterative process of

grounded theory that was used in this researcleqiroj

Data Collection

The main sources of qualitative data in this redeawvere 18 semi-structured
telephone interviews with students, with additioredponses provided by the 332
students in answer to open-ended questions in thEn® survey. The first ten
student interviews were identified through studardilability during the time period
the researcher had available, and through thetiotext over-sampling of students
from low quintile schools. The eight subsequentdsii interviews formed
theoretical sampling and those interviews were dasedata that had emerged from
the initial interviews. Interviews with two teacBevho had been named by students

in the survey were used to follow up on findingsfrthe student interviews.

During the first ten interviews, it became obviotlgt students perceived their
teacher as someone who was important in their sacttewas also evident that some
students had negative experiences of teacher sugp@ppeared that those who
cited negative experiences were from schools waith duintiles, and for that reason,
theoretical sampling led the researcher to targedividuals from schools with

quintiles other than low (1 or 2).

Student and teacher interviews

In this research, students and teachers were gitegr responses to their

experiences with NZQA Scholarship. In total, thisdy and the pilot study involved

interviews with 34 students. In all, the questidimat were posed for this research
were both loosely guided exploration of topics timatuded semi-structured focused
questions. Appendix B contains a set of indicatiuestions asked during student
interviews. These questions focussed on elicitinglent responses to questions
pertaining to the perceptions of their Scholardleigcher, the ways in which their

2 Quintile refers to the Ministry of Education ptige of grouping schools on the website ‘Education

Counts’, in pairs of deciles (decile 1 & 2 = quimtl, deciles 3 and 4 = quintile 2, deciles 5 and
6 = quintile 3, deciles 7 and 8 = quintile 4, desib and 10 = quintile 5).
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family had supported them during study leave, d&influence of their peers and

friends.

With the exception of one interview where the shidesked to have the interview
hand written and not recorded, the telephone iery in 2008 were taped and
transcribed. Where student or teacher participeedsested changes made to their
transcript, the transcript was altered to accomredhese changes which most
frequently meant providing information the researdimad been unable to glean from

the tape due to sporadic poor audibility in theligquaf the taping.

On-line survey

The rationale behind the use of an on-line suredlyar than using standard mail post
was the assumption that many of the intended [jgeititcs may already have moved
away from where they were living at the time thay Scholarship, for example, to

university or overseas, and it was hoped that iild/@rove easier for them to supply
a response via the internet. The survey was @es$enal with the data being

collected at one point in time.

Acting on the advice of Berdie et al. (1986, p. &re was taken to ensure that the
survey contained “properly phrased and administegadstions.” This involved
adjusting some of the phrases used in the on-lineey to ensure they were written

in language that was appropriate for the age goougpleting the survey.

A copy of the 2008 survey is provided in Appendix The survey was designed
following a review of the literature pertainingdefinitions of giftedness and factors
identified by New Zealand researchers as thoseradhat facilitate students in
achieving ‘top’ academic success (Bevan-Brown, 1988ltzen, 2005; Riley et al.,

2004; Taylor, 2001). In addition, the survey tooioi consideration the available
literature relating to the development of Scholgrsim its present form and its
background in the NZQA examination system now immated in New Zealand

secondary schools. Additional survey items relatimgstudent choices on leaving
school were borrowed with permission from a New |Zed study on student

motivation (Meyer et al., 2006).
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The theory underpinning the survey related to Gagn@003) theory that

distinguishes between giftedness and talent, stiggethat gifts are the result of

natural ability, and talent is the result of acqdirability. Using the DMGT survey

items were planned to probe factors influencingeadment relating specifically to

intrapersonal catalysts; environmental catalyst&l #he role of chance in student

success. A description of survey items follows:

a)

b)

Identification

Students were asked to enter their National Stublembber (NSN) as this
was expected to provide a match with the infornmata their consent forms
and enable the researcher to contact studentsomaliict interviews. Students
were also asked to provide their school hame, gesuol@ student status (i.e.
whether they were a domestic NZ/permanent residenan international

student). The school name was used to assist seanaher in verifying the
school’s decile rating. Students were invited tecsy the subject or subjects
they received awards for and the type of award tkegived (i.e. Scholarship
Award; Top Subject Scholar Award; Outstanding SahoAward; and

Premier Award).

Scholarship specific

Information relating to the decision to sit for $tdrship; the hours of study
and the people and things that may have influenttedr success in
Scholarship included items relating to charactesshat have been identified
as part of Attribution Theory (Weiner, 1972; 1974885). This included
student perceptions of intrapersonal factors thay mmave influenced their
success. Those factors were: ability, effort,regeand enthusiasm, luck and
persistence. Students responded to items ratingxiiest of each factor using
a likert-type scale where:

1 = no influence at all,

2 = this had a little influence on my successésults,

3 = this had some influence on my successfultesand
4 = this was a big factor in my successful result

Findings in this section were initially aggregatesing Survey Monkey then

entered in SPSS to test for statistical associatising Chi-square. Where
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d)

f)

significance was identified further analysis waslemaken to source possible

reasons for the association.

Student perception of school factors

Items in this section were borrowed from the mdiora research study

(Meyer et al., 2006). Students were asked to usglinases “not at all true”,

“mostly not true”, “sometimes true”, or “always &uUto describe comments

relating to their experiences and perceptions bbskand study. Section Six
asked students to consider the people who may dmsisted in their success.
Students used a likert-type scale to rank the thesple who had the greatest
influence on their Scholarship results. The scad three numbers: 1 =

greatest influence, 2 =%greatest influence, 3 Z%reatest influence. This

list comprised: teacher(s), mother, father, sistemther, other family

member, mentor, friend, friends, principal, coaafg ‘other’.

Extracurricular activities

Following on from the research of Csikszentmihalyal. (1993), students in
this study were given an opportunity to record amyracurricular activities
they were involved in during the last three yearsigh school. This list
included part-time work students may have engagedwith these items
having been borrowed from NCEA Motivation reseaideyer et al., 2006).
Students were aske®lease list any activities you were involved inidgr
your last 3 years at high schodtems in the activity list were: athletic
activities (e.g. sportskchool clubs (e.g. debatingerformance clubs (e.g.
kapa hakag) national or international teams competitions
special/accelerate/advanced claspast-time employmentommunity work
church, and ‘other’.

Awards and achievements
Students were asked to list any awards, achievament leadership
opportunities they were recognised for in the flaste years at high school.

Future plans
The penultimate section asked students to desttrée current plans for the
future, picking three items from a list of possibleices (Meyer et al., 2006).
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The final item was a box provided at the end of shevey for students to
supply the researcher with any supplementary indtion they wished to

include.

Data Analysis

Qualitative data

In this study, coding and recoding continued usaturation of data which in this
research meant no new theory was being generaggd. Were generated from the
findings as consistent with grounded theory whetdtipie stages of data collection
are employed, with continual comparison of datadileg to the emergence of

categories from the findings (Creswell, 2008).

The teacher and student interviews, in additioth# anecdotal survey comments,
were analysed according to grounded theory guidglimlbeit from a merging of
ideas of several key grounded theorists and intégs of grounded theorWhere
Charmaz (2007) spurns the use of the predeterndadohg described by Cohen et
al. (2007) (open, axial and selective coding), tlmding was used in the initial stages
of this data analysis to provide a framework fog tfualitative comments. As the
theories emerged, the project leaned more towaelagproach defined by Charmaz,
with the narrative providing greater explanatiom aeeper analysis of assumptions
than one might find using the strictures of thea@s coding (Charmaz, 2006;
Creswell, 2008).

In this research initial analysis of interview tsaripts began by entering data
(transcripts) into a single file that combined twnh a single data set for analysis.
From this point onwards, most data were analysatyugounded theory coding to

develop categories, determine links and identifyecoode to compare with pre-
existing theory (Cohen, et al., 2007). Data wenkén apart into lines initially, then

into paragraphs or sections that were rearrangehlieg the researcher to identify
themes that emerged and to compare and contras With other parts of the data.
Constant comparison between the three types ohgoedopen, axial, and selective —
continued until the data were completely accourtad (Creswell, 2006). This

frequently meant the development of new themeshemes that demonstrated an
inter-relatedness of concepts. Identification oWwnthemes (e.g. the link between

quintile and student perceptions of support) meanirning to data that may have
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been considered completely explored to reconsittar gossible links with the new
theme. Discrepant and negative cases were usédsindnstant comparison method
and resulted in providing important data that whempared with other data across
the same topic, led to the development of new presty undiscovered themes. Key

themes were labelled using participants’ own words.

The other analysis that occurred with qualitatieéadvas that of data transformation
(Creswell, 2009). This process enables the reseatoquantify qualitative data. In

this study, data transformation was used in thatmme of matrixes that quantified

student data pertaining to their intrapersonaldiacthat influence motivation, extra-
curricular activities, school awards and part-teneployment.

Colour coding was used to assist in analysing data, electronic charts were
developed at each stage of analysis with emerdiamés evidenced by student or
teacher comments. Charts were also created to gsktationships. Although
unpublished in this document, these visual imagegesl to provide indicators and
codes that generated further categories and therhey.also enabled the researcher
to visually identify new codes, or themes. Theadaére triangulated with responses
from the student interviews, on-line survey and timecher interviews. Although a
core code relating to students and their perceptajrieachers’ role in their success
emerged fairly rapidly, other codes changed fretyeand were constantly
compared across interviews and survey responsésed® male and female and
between quintile groups. There were many notes tamdative questions and
hypotheses annotated on the transcripts and these wpdated, revised and
sometimes deleted as more data either confirmedfoted the original hypothesis.
Frequently the scrutiny of data identified areas ftother research. There were
times when it was challenging and difficult to d#tdhemes in underused data, and it
was important for the researcher to remember that ftustration can be part of
using grounded theory. This is described by Coheal.g(2007) as a need for the
grounded theory researcher to “...tolerate confusiod regression (feeling stupid
when the theory does not become immediately obyiatigp. 491).

As the data transformed into selective coding wlibee core code was examined

against possible relationships with other codesheitame important to identify
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literature that could be compared with these codlegs process identified gaps in

the literature in relation to some of the key fimgs.

Quantitative data

In this research the statistical data were gathéxed the questions in the on-line
survey and analysed using either of the two daibst&urvey Monkey or Statistical
Package for Social Scientists (SPSS), or by bails t&tatistical data were gathered
in the on-line survey through the survey host Syrionkey. Amongst other
functions Survey Monkey can apply filters that deablata to be aggregated or
selected. In this study some data were analysé&dlipiby Survey Monkey and then
by SPSS with comparison made between the two tgpesutput (Cohen et al.,
2007). Both studies — the Pilot Study and the syimset study — were hosted by the
on-line survey tool Survey Monkeysurvey Monkey collated data that produced
frequency of item selections in tables and graphs. statistical components of these
data were transferred to Excel, and then into StA&Sgenerated further tables and
introduced frequencies and tests for significaffedeknces. Pearson Chi-Square was
used to test if two categorical variables wereteelaAs a number of cells breached
the assumptions for a Chi-Square (more than 20%eotategories had frequencies
less than 5), it was necessary to conflate sontkeeo€ategories of one or both of the
variables so that the frequencies in each cell weneased (Connolly, 2007). In this
study the alpha level for the Pearson Chi-Square sea at .05 = .05). Consistent
with practice when using a 2 x 2 contingency tdhe has been used as the measure
of effect size where significance was identifiea@olly, 2007; Morgan, Reichert &
Harrison, 2002). The strength of relationship bemveariables was measured using
a Spearman correlation coefficient. If a value @ bund, there is no relationship; if
it is 1 or -1 then there is a perfect relations{gprrelation) between two ordinal
variables (Connolly, 2007).

Missing data

In accordance with Victoria University College ofik€ation Ethics Committee
guidelines, participants were not compelled to arsany question. It is evident
from the ‘missing’ data that some students refraiftem responding to one or more

items in each section.
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Pilot Study

This project was trialled in 2007, when the reskearcnvited a purposive sample of
those students who gained NZQA Scholarship in 20Q6articipate in the research.
To assist with the gathering of a purposive samaldecision rule was applied to
preliminary school selection. Using the NZQA Schsigp Statistics site, 26
secondary schools that attained a higher than madtipercentage (19.93%) of
successful Scholarship results in 2005 (the yearipus to the group being sampled)
were written to by the researcher to request thet forward an information package
about the research to eligible students. This dahfmrmation was obtained through
the NZQA website. The rationale behind using schabat had been successful in
Scholarship in 2005 was related to the researclasssmption that the invitation to
participate in research would bring about a plethair responses. For this reason it
was decided to apply a decision rule and thus made manageable the predicted

‘tidal wave’ of responses.

The selection criteria for the first mail-out tohsols stated that these students
needed to have gained two or more Scholarship$eén2006 round. In addition

selected schools needed to ‘fit' into one of thdeeile bands:

1. high decile (8, 9 and 10)
2. midrange (4,5, 6 and 7)
3. lowrange (1, 2, and 3)

Schools were also selected on the basis of genuérfimal numbers of schools
contacted in this first mail-out are shown in Taftle Only two low decile boys’
schools met these criteria.

This initial attempt to gain a purposive sampleldee a low return (n = 19). A
second and third mail-out removed the criteria b tor more Scholarships and
included students from independent and private @dshim addition to those from
state and state integrated. Each approach wasdecedyy a telephone call from the
researcher to the Principal’s assistant or desigheiing the school’s willingness to
forward the information letters and consent formsuccessful Scholarship students
from the previous year.
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Table 1: Pilot study initial mail-out: Number of schools approached in 2006

School Type
Boys Girls Co-Educational
High decile 3 3 3
Mid decile 3 3 3
Low decile 2 3 4

Difficult to gauge from the NZQA website site wdsetnumber of students within
each school who had been successful: the siteidesdhe number of Scholarships
gained in each subject in each school but doedetatl the number of students
amongst whom these subjects were spread. This thadsending of information

packs to the students an unscientific ‘hit and ma$®ir. When questioned on the
number of students overall who had received Schbips in their school, the

Principal’'s assistant or designee was often untablgrovide this information. The

resulting participants in the Pilot Study and trethool decile group are shown in
Table 2.

Table 2: Pilot study: Participants by school decilg2007)

School Deciles of Pilot Survey and Interview Partipants

High Mid Low Unspecified Total
Survey 33 11 3 1 48
Interview 10 5 1 0 16

Changes to the on-line survey

The Pilot Study trialled research procedures wdhbrfgroups of people: current
NCEA candidates, previous NCEA students, universibctoral candidates and
colleagues working in ‘gifted’ education. As a riksf their feedback, a number of
changes were made to the on-line survey for 2088n wording was changed to
reflect more student-focused language, and the \moedtor’ was included in the list

of people who may have influenced students. Alstugted was:

* information about special, advanced or acceler&gses in which the students

may have participated,
* anitem asking about any competitions they had beaived with,

» the opportunity to choose one factrerall that had influenced their success,

and
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* a section that asked students to indicate wheth@obthey had received their

NCEA with an endorsement.

One of the most important changes involved howstieey was distributed. Due to
the low response rate in 2007 as a result of dmeait-out by the researcher (N =
48), the NZQA managed the mail-out for 2008 and sevitations to participate and
consent forms directly tall students gaining at least one Scholarship in 0@/ 2
examinations. This resulted in participation fromlaager sample of students
(N=332). The 2008 study research procedures walkett by students who were
sitting Level 3 NCEA that year. These students mamlsuggestions for changes.

Changes to interviews

There were changes to interviews based on thosgucted during the Pilot Study
and also based on the early interviews in the spulesd study. With the poor
response from students in low decile schools inRhet Study, it was decided to
oversample students from low quintile schools ia sibsequent study. In addition,
emerging theory that had become apparent durinlyasaf initial interviews of the
subsequent study highlighted the importance of gotiilg theoretical sampling.
Those students who were the theoretical sampliogpgmere from quintiles other
than those described as low (quintiles 1 and 2)tdeischools. They were from
quintile 3, 4 and 5 schools.

In the subsequent study there was a change to dyeirwwhich interviews were
recorded. The Pilot Study interviews were conduateer the telephone with each
response handwritten then typed into a transcfipanscripts were emailed to
students for verification. In the 2008 the intewse— with one exception — were
recorded over the telephone, then transcribed ard ® the participant for

verification.

Triangulation - within methods and between methods

This Scholarship research used more than one tydeangulation. In the first

instance “within method” triangulation occurs beémethe qualitative data with
interview data from students and teachers and ren-$iurvey results providing
multiple comparisons (Denzin, 1978, p. 302). It va#s0 possible to triangulate the

data across the different sources: interviews i872@nd 2008, on-line survey
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comments in 2007 and 2008, and teacher commeR2B0®. Once theories emerged,
it was also possible to triangulate between typésdata, for example using

quantitative data to verify a theory that had eradrfjom the qualitative data (e.g.,
that there was difference in the views of male ferdale students in whether they
always find time to study subjects in which theinkhthey will be successful). This

form of triangulation meant that emerging theorysvegther confirmed or rejected

through the testing for statistical significance @orrelation.

The Participants

Student participants

The male and female adolescents who were invitgghtticipate in this 2008 study
had been recognised by the New Zealand Ministrizaication as New Zealand’s
“... very top students based on their performance external Scholarship
examinations...” (Ministry of Education, 2005, p. 3ptudents in this study
participated in the on-line survey (N= 332) andiorinterview (n = 18). The teacher
participants (N = 2) who were involved in this studere nominated or named by
students who responded to the on-line survey. $tadevere selected for an
interview based on their school quintile and treaigilability during the interview
period. In addition to these students, another gmas chosen to enable theoretical
sampling to occur. This group comprised eight stt&lén = 8) who were selected for
interviews to allow the researcher to pursue intliépe categories and theory that
had begun to emerge from earlier interviews andirendata. Theoretical sampling

and the purposive sample are discussed in thenoltpparagraphs.

Teacher participants

Two teachers participated in these interviews, evaihother four teachers named by
students were approached to participate but didemy to their emailed ‘invitation
to participate’. Three other teachers whom studeatsed had left New Zealand and

were not able to be contacted.

Purposive sampling

As already mentioned, the student sample gainethigresearch was that of a

purposive sample. In this project, the samplingesino achieve representativeness
across gender and school quintile to enable theareker to gain perspectives from a

purposive sample of NZQA Scholarship recipients whald be representative of a
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larger group of students. A purposive samplinghtéque makes it possible to
compare between different types of cases (Plandk @aCreswell, 2008). In this
study purposive sampling enabled comparison betvgsger or school quintile.
Consistent with the characteristics of mixed methsaimpling strategies, most of the
sampling decisions were made before the study caomete However, as already
described, data that emerged during the studyoldiget inclusion of two teachers into
the sample, thus enabling the researcher to tes &6 the theory that had emerged
(Plano Clark & Creswell, 2008).

The Pilot Study sample included students who weskerar female, from state, state
integrated, independent or private schools fromhedecile with the exception of
decile one and two since no students from thesdedereturned consent forms
indicating their willingness to participate. In tegbsequent 2008 study the students
were representative of the same schooling groupte(state integrated, independent
or private schools). Those students who were ireed provided a larger sample
of students from low quintile schools (1, 2 and®jedress the imbalance evidenced

in the Pilot Study, in addition to students fronttbquintiles 4 and 5.

Theoretical sampling

In this study theoretical sampling evolved part-wihsough the interview process
when emerging theory suggested a greater focusneaded to ensure identified
categories and their properties could be refines.sfated, the over-sampling of
students from low quintile schools was purposefudl @imed at re-dressing the
imbalance that had occurred in the Pilot Study.hwhie theory that began to emerge
it became important that ideas were further pursuigd students who were not only
representative of this selective sample but fronntdas other than low (e.g.
quintiles 3, 4 and 5). To this end, six more shislevere interviewed, four from

quintile 3 and one each from quintiles 4 and 5 (Bage 3).

Participant recruitment

Students

The mail-out that was managed by NZQA comprisethBommation letter and student
consent form (Appendices D & E). Students willing participate replied to the
researcher by returning the ‘consent to particift®@’ and were then emailed a link to
the on-line survey. Return rates that translatihéonumber of participants completing
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the on-line survey for the subsequent study ardaiqul Table 3. As previously
explained, the Pilot Study used high, mid and |leeild groupings. High decile schools
are those schools with decile ratings from 8 to @ deciles from 4 to 7 and low
deciles from 1 to 3. The difference in labellingvieen Table 2 and Table 3 signifies the
change from school decile to school quintile betwtee Pilot Study and subsequent
study. This is consistent with the way the MinisbfyEducation groups school data on
its website ‘Education Counts’, using quintile &fer to each pair of school deciles
(decile 1 & 2 = quintile 1, deciles 3 and 4 = qiin®, deciles 5 and 6 = quintile 3,
deciles 7 and 8 = quintile 4, deciles 9 and 10intt@ 5).

As discussed earlier the total number of studeritgi@ants in the second study was
332 (N=332) and this number included three studevit® were international
students, with the remainder (n = 329) signifyihgyt were New Zealand students.
Two students did not enter the name of their higlosl using instead their current
university name, and they are shown as ‘unknown’.2008 a total of 18 students
were interviewed and two teachers who were namestuments as teachers who had

influenced their success were also interviewed.

Table 3: Participants by quintile and gender (2008)

On-line survey Interviews
Quintile Males Females Males Females
1 3 3 1 0
2 10 18 1 4
3 23 32 6 3
4 42 54 1 1
5 53 92 1 0
Unknown 2 0 0 0
Total 133 199 10 8

Teachers

The opportunity to enlist teachers as participantse when teachers were identified
and named by students in the survey as ‘facilisatdrstudent success’. Rather than
gaining a teacher’s perspective on Scholarship, aygortunity was more about

testing ideas and possible theory that had ariseough coding of student

interviews. In addition, the researcher was attémgpto ascertain whether the
perceptions of students aligned with the thoughtssoccessful teachers of

Scholarship students.
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Validation of the Emerging Theory with Participants

As theory emerged in this Scholarship researchaandre code became evident, it
seemed important that the researcher check theéaenith the participants. To this
end, four students who had been interviewed in 208& contacted and an abstract

from the emerged theories was shared with thenypi&al response was:

| would agree with the basics of your abstract detay. It doesn’t all apply
to me but the majority of it does and the facts tthen’t apply to me, do
[apply] to a number of people | know. It's a pitgwW Zealand has such an
entrenched tall poppy syndrome, else a lot morelpeawould be achieving
their potentials. (Jane g2, 2009 member check)

Ethical Considerations

This research involved collecting data from peoptel therefore, required and
received approval from the Victoria University Hum&thics Committee. This
process occurred four times — initially when theeggcher applied for permission to
commence the project and to pilot the on-line syrwehen the data from the survey
had generated theories that the researcher wishglbe further in interviews and a
third time when the researcher required permisgdmegin the major, second study
that also involved an on-line survey and studetdrinews. The fourth application
was made to enable an approach to nominated teaphier to interviewing. The
initial application was approved in February 200d ahe subsequent applications
were approved in June 2007, February 2008 and Nd@8.ZThe information letters

and consent forms comprise Appendices D and E.

Possible ethical issues that the researcher idemhtiit the design stage were
addressed in a number of ways. In order to presieadentity of students, their
schools and the names of their teachers, a nurheadang system that related to the
on-line survey tool (Survey Monkey) was implementadd the correlating
identification data were made available only to tlesearcher. All identifying
information gained during interviews was removednfr the final report where
students were assigned pseudonyms. This was parljcimportant in Scholarship
subjects where only one, two or three Scholarshgr® awarded, thereby increasing
the likelihood of identification of stakeholder&ll data relating to the project were

stored in secure locations that were either loakgohssword protected.
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In addition and in accordance with Victoria Univgrsof Wellington ethical
recommendations, no survey or interview questioesewcompulsory and students
could decline to answer any section or part ofciice of the survey. This meant that
in the on-line survey the overall number of studeesponding to any section varied
from question to question. To indicate this to treader the researcher has
highlighted the overall number of responses wittapital ‘N’, and any sub-group
within that group is indicated with a small ‘n’.

Limitations

It is important to reiterate that this research waisan attempt to generalise findings to
the population of academically gifted high schdabents, rather this project aimed to
identify patterns of characteristics of backgrotators that could be utilised to build a
theory and test hypotheses about those characterstd factors. With that in mind, a
limitation in this study relates to the overall snsize. With the data available on the
NZQA Scholarship Statistics page, it is not posstbl calculate the number of students
who gained Scholarship from the number of studetis enrolled to sit Scholarship.
This site provides the number of students in Y&aho did not all sit Scholarship) the
number of subject entries (and the data collectadis study shows that many students
were enrolled in more than one subject), and tmeepéage of Year 13 students with
successful results. It does not show the numbestadents who enrolled to sit
Scholarship exams, and therefore, it is not passibl calculate the percentage of
students in this study as part of all students attempted NZQA Scholarship in 2007.

There is a process for calculating the number wfiestts who could be awarded a
Scholarship in each year, and this is describeal @tommunication from the Team

Leader of the National Assessment Facilitator o tBecondary Examination

Quialifications Division, NZQA:

The 2005 SRG report into Scholarship made a nurabeecommendations.
One of these related to the awards going to ago(8%) of the level 3 cohort
studying the subject. To identify the cohort we uieg information in
December to determine this for each subject. Terdehe the cohort we
identify candidates who have: a total of 14 or moredits from level 3
internal results and/or external entries. Note ihet external entries and not
results or achievement that is required. The pwpad identifying
entries/results in at least 14 credits is to idgrtie cohort of students who are
undertaking study in that subject. (R. Emery, peat communication,
February 27, 2008)
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Despite the above information it was not possibleaiculate the percentage that this
participant sample represented of all students gaimed NZQA Scholarship in

2007. This was due to a lack of information onk2EA website that states the total
number of students in Year 13 and the total nurobsubjects that were sat, but not

the number of students who were successful.

A further limitation in this research related tteatpts to gain greater representation of
students in low quintile schools. In the Pilot Styshone calls in addition to information
mailed to those schools that were decile 1, 2, traB had been successful in having
students (or even a single student) gaining Sdtofaryielded a small return (n = 3). In
the subsequent survey, the direct approach to raside®m NZQA yielded a higher
return (number g1 = 5, number g2 = 28). From chm@falysis of the NZQA site that
holds information about every high school in Nevaldad, it would appear that in 2007
fewer students in low decile schools gained Schbips than students in mid and high
decile schools. This could suggest that this stbdg a student sample that is
numerically representative of the national data stadents who gained NZQA

Scholarship in 2007 with respect to proportiongfidifferent decile levels.

The importance of stating any biases at the oofsatproject makes it important that
the researcher reiterate her interest in educatnaetice at the beginning of this
chapter, in addition to stating that she has workeda facilitator of gifted

programmes in Wellington schools.

Validity and reliability

Validity was built into the design stage of thisidy and adjusted and modified as
limitations were identified. This assists in mingimg any breach of validity later in
the study (Creswell, 2009). It is also importanattthe methods (qualitative and
quantitative) are considered to ensure that angnpial weakness from one approach
is compensated for by the other. In this study miaeweakness was identified in the
provision of statistical data as these data coaidtdé provide full explanation of a
student’s experience or perception. It would notgossible to interview every
student and give them opportunity to provide nareatand for this reason the survey
contained open-ended questions that provided adlestts with the opportunity to

impart narrative that further explained their cdnition of quantitative data.
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Additional identified threats to the validity ofishconcurrent design in mixed methods

research and the steps that have been taken tmiserthem are described in Table 4.

Table 4: Potential threats to the validity of concurent designs in mixed methods
research

Concurrent Designs (Embedded) How the Threat was mimised

Data collection issues

» Selecting different individuals for the Qualitative and quantitative samples
collection were drawn from the same population
(i.e. the data came from the same student

group — students who gained NZQA

Scholarship)
* Not following up on contradictory
results * Re-examination of data
* Weakness from the quantitative e Compensated for by the inclusion of
approach open-ended questions in the survey

proving opportunity for students to
provide narrative in addition to
numerical data.

Data analysis issues

* Inadequate data transformation e The transformation was made
approaches straightforward (e.g. counted codes and
themes)

* Two types of data do not address the Where possible the same questions have
same question been addressed in both qualitative and
quantitative approaches

* Incorrect or biased interpretation of date  Member checking — all interviewed
participants were invited to review typed
transcripts of their interviews; four
participants were sent copies of
emerging theory for their confirmation.

In this study the researcher sought to addresgatgntial threat to interpretation of
data through constant contact with both supervjsamgl through the data analysis
being overseen and reviewed by both supervisoradttition, preliminary findings

were presented for discussion to members of thée®idnd Talented Education
National Advisory Board, a group established byMheistry of Education in 1997.

Attendees discussed degrees of giftedness that dhggested may relate to the
number of subjects in which students obtained aolacship. The researcher chose
not to include this aspect in the study as her @gugr to this project came through

her understanding that the Ministry of Educatiod ldentified this group of students
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that most would consider represents gifted andntede students and who were
“within a range of 2% to 3% of the cohort in eacibject” (Ministry of Education,
2005, p. 3). This identification of 2 — 3% is cmtent with international literature
(Gagné, 2003; Renzulli, 2002). There was alsoudsion centering on data that
suggested a link between school decile and stuslerttess. The researcher had put
forward the proposition: That school status is g of student achievement. This
elicited comment that centred on whether it is sthstatus that impacts on
achievement, or teacher efficac¥his concept was discussed with the researcher’s
supervisors and it was decided to investigate @&rthrough revisiting the survey

and interview data which at that stage, had non lbgidy analysed quantitatively.

Validity was also achieved through the selectionaof appropriate (purposive)
sample and through the choice of data collecti@triments. As already discussed,
the majority of students who participated in theetPstudy came from high decile
schools (n = 33 of 48), a smaller number from nedilé schools (n = 12 of 48) and
fewer from low decile schools (n = 3 of 48). It wdsemed important therefore to
gain a purposive sample that included greater semtation from mid and low decile

schools so the subsequent study was designed aalyetis limitation (see Table 4).

Minimising the time between engagement with dateection tools and ensuring the
instruments matched the respondents’ time span weergsiderations in the
Scholarship research. Interviews were conductedthem months immediately
following the collection of data in the on-line gays. In this research, validity is
determined by the extent to which the emerged theosupported by the data that
were gathered. Validity of the interviews and syrdata is evident where there is
agreement between students’ perceptions towardgean in the survey and the
opinions they expressed in interviews. In addititwe, extent to which the qualitative
data compares with those gained quantitativelyatao assist in validity. Variables
that may influence data may also influence theditgliof the study and these would
include the extent to which the research interdsstudents and the extent to which
students believe they were influenced in their Saisbip success.

The Challenge of the Literature Review

Providing a review of literature pertaining to thapic proved something of a

dilemma. Acting on the advice of Glaser and Strg@867) who advocate delaying
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the literature review in order to allow the discgvef previously unfound theories,
the researcher’s knowledge pertaining to the edutaf gifted and talented students
and her understanding of NZQA Scholarship enabkdtd design the study with
only scant attention to literature prior to datdlemiion and analyses. In the early
stage this literature enabled the development ppdoariation of survey instruments
that related to potential areas of interest perngito NZQA Scholarship and student
perceptions of those factors that facilitated thaiccess. Thus, a full and rich
investigation of literature pertaining to the enestgheory was conducted following
completion of data analyses and the developmethiearetical propositions. It can
be said therefore, that the researcher enteredptbiect with an open mind and
willingness to pursue theory as it emerged, withibkt constraints of a prewritten

literature review underpinning the findings.

Summary

To summarise, this study has used a purposive lewrdtical sample of students
who gained NZQA Scholarship to investigate the dextthey perceive as having

facilitated their success. A mixed method apprdaas been taken in data gathering
and analysis enabling both qualitative and quantdadata to inform the results.

Triangulation has occurred across and between #t@ which have either been
entered into SPSS for analysis or coded accordiggdunded theory.

In the next chapter the project findings are comr®id and a selection of student
interview comments and statements from the on-koevey are provided as
examples of responses to open-ended survey queshioaddition, quantitative data

are analysed and integrated with the qualitatindifigs.
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CHAPTER 5
Findings and Interpretation

Before introducing the findings, this chapter watbvide an overview of descriptive
data gained from student self-reports. The chapi#irpresent and interpret the
findings of this study of NZQA Scholarship recipigrmn addition to considering the

data and their ability to address each of the rebeguestions.

Descriptive Information

The participants

As had occurred in the Pilot Study, the largest peinof participants came from
quintile 5 schools (n = 145). However, as one caxgect in a larger sample, the
overall number of students in each quintile incegladn comparison to the pilot,
there were more participants from quintile 1 scedol = 6), quintile 2 schools (n =
28), quintile 3 schools (n = 55) and quintile 4 @als (n = 96) in comparison to
Study One. Two students whose school quintile waissing’ were both students
who cited universities as their school. Of the ltatamber of students participating in
this survey (N = 332), 40% (n = 134) were male 58% (n = 198) were female.

NCEA endorsements

Student responses to the question asking whethastdheir certificate had received
an endorsement are shown in Table 5. Percentages ldeen calculated from all
students (N = 332), and percentages and numbetsidénts who did not respond to
this question have been included in column one. eMstudents received an
endorsement in Level 3 in Merit or Excellence thiariLevel 2. It is possible that
students were unaware that the endorsements iceddn 2007 would be awarded
retrospectively for earlier certificate levels. i# also worth noting that not all
students in this study had yet sat Level 2 or L&abk some successful Scholarship

students were in Year 11 and others were in Year 12
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Table 5: Student self-reports of 2007 NCEA ‘Merit'and ‘Excellence’ endorsement data

Did not respond Merit Excellence
Level 2 47.2% (157) 18%  (60) 34.6% (115)
Level 3 18.3% (61) 37.9% (126) 43.6% (145)
Difference between -29.9% (96) +19.9% (66) +9%  (30)

L2 & L3

Award types

All students responded to the question that askemntto name the type of
Scholarship award they had received. The total rur(rb= 402) of awards indicated
is greater than the number of students in the su(Me= 332) as some students
received more than one award. Students were askguetify the type of award they
gained. Their responses were: Single Subject Awards230), Top Subject Award
(n = 19), Scholarship Award (n = 116), Outstand8gholar Award (n = 31) and
Premier Awards (n = 6).

Award subjects

To preserve participant anonymity, some responsesthts section required

aggregation before reporting them in a table. Vs due to the low numbers of
Scholarships gained overall in some subjects qooreding to the low number of

students successful in those subjects who werepaldipants in this research. It is
possible that if the numbers had been reported,esparticipants successful in
gaining a Scholarship in a language (Chinese, Rreff®rman Japanese, Latin,

Spanish, and Te Reoadri) could have been identified in this study.

Males gained more Scholarships than females in enalics (mathematics with
calculus, statistics and modelling) and scienceldgy, chemistry, physics and
science) with 156 Scholarships being gained by spaled 119 Scholarships gained
by females in these subjects. This trend was redefsr the humanities (English,
history, all languages, media studies and dram#) W84 Scholarships gained in
these subjects by females, and 58 Scholarshipedy@y males studying humanities.
These gender patterns roughly parallel those regomationally (National
Qualification Framework statistics, 2007, p. 1)blEa6 provides the percentage of
Scholarships awarded to students in this reseatoh gained Scholarship in the
aggregated maths and science, or the humanities.
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Table 6: Percentage of awards by gender

Maths and Science Humanities
Awards to Males 56.7% 30.2%
Awards to Females 43.2% 69.7%

Decision to attempt scholarship

Most students said they made the decision to sipABcholarship in Term One 2007
(n = 121). The second greatest number of students 105) said they decided to
attempt Scholarship during 2006 (i.e. the previgear). Other decisions to sit were
made by students in Term 2 2007 (n = 66), Term® Z@ = 29) and ‘other’ (n = 21).

There were no patterns evidenced in students’ atbeision-making timing, as these

comments show:

Term four of the year | sat Scholarship. (FemgBs,2008 survey)
2 years before the exam. (Male, g5, 2008 survey)

When | heard it was free to enter — can'’t reallmeenber when. (Male, g5,
2008 survey)

Decided to do Scholarship History in Year 10 or ivga. (Female, g4, 2008
survey)

Hours spent studying (N = 329)

Most students in this survey reported they spertoup hours per week (n = 179) or
between 5 and 10 hours (n = 98) during study leaneparing for Scholarship
examinations. Of those students who reported stigdyiore than 20 hours a week (n
= 39), 18 gained a Single Subject Award, ten ga®elablarship Awards, two gained
Top Subject Awards, eight gained Outstanding Schalsards, and one gained a

Premier Award.

Through the application of a filter to statisticidta gathered in Survey Monkey, it was
possible to look for patterns relating to studeatisiing the ultimate Scholarship Award
— the Premier Award — and the number of hours etuduring study leave. It appears
that those students who gained Premier Awardsestudr up to 5 hours per week (n =
2), between 5 and 10 hours (n = 2), between 1®@arftburs (n = 1), with one student
studying for more than 20 hours per week duringystaave. These data suggested no
obvious relationship between gaining the ultimatbdiarship Award — the Premier
Award — and time they reported spending on studindwstudy leave in comparison to

other students.
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Future choices
Students were asked to describe what they woulshae that they had attained
Scholarship. Student responses (n=316) are showarigure 4.
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Figure 4: Student choices for 2008

As Figure 4 shows, on leaving school most stud€B8is6%) chose to go to
university. There were also a number of students %) who were returning to
high school to complete Year 12 or 13. These stisdead indicated that they were
younger (in Year 11 or 12) having taken one or ngxolarship exam in subjects in
which they had enrolled early. Of those studentedimgy to university, many were
aware of what they wanted to study at university:

...if things go to plan I'll finish my undergrad degr next year...then | may do
Masters or a PhD. (Andrew, g3, 2008 interview)

A Bachelor of Arts with Art History. ..I'm actually.after this year I'm going
to apply for architecture | think. (Lauren, g2, 8dterview)

I'm thinking | might complete my undergraduate §tahd I'm looking at
maybe getting some work experience before goingogomost-graduate stuff.
(Mick, g3, 2008 interview)

| want to actually do my PhD over in [country]. brdt know whether I'm
going to go into teaching for a while and go baokl do my PhD or trying
to...'m not going to limit myself to just a bacbed [degree] I'm going to
keep going. (Miles, g1, 2008 interview)

Students who were interviewed gave their reasanshfoosing to go to university:

| think | just always knew | was going to go to wamisity... (Amy, g2, 2008
interview)

I'd always wanted to go to university...in my finaar | decided on the actual
decision of what [subjects] | wanted to do. (Moly3, 2008 interview)
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For some students, these reasons appeared to teldsemily or parental
expectations:

Well I'm Asian and university is pretty much comgaoity for us. (Lauren, g2,
2008 interview)

Ever since Year 9 I've been tailoring my educatiowards university just
because within my family it's something that we ladlve done. (Drew, @3,
2008 interview)

It [university] was always expected of me ...My pdseA mainly my mother.
(Becky, g4, 2008 interview)

The Research Questions

Question 1: To what factors do students attributetheir success in attaining
Scholarship?

This question was addressed in both the on-lineesuand the student interviews.
However, rather than being able to identify onebéing factor it appeared that there
were many factors to which students attributedrtBeholarship success, and these
factors linked to one core code. This code wastified in student self-reports and
each interview, and related to the students’ Schbip teacher. These teachers were
identified by students as both the single greaiestall influence and as thgerson

who had the greatest influence on their Scholansdsplts.

My scholarship teacher

Students in this study ranked their teacher apénson of greatest influence in their
Scholarship success (See Figure 5) citing a nurabegasons for this choice that
included personality and professional qualities. thAs existing literature has not
defined what constituted professional or persormracteristics, those attributes
labelled either professional characteristics ospeal characteristics are based on the
researcher’'s judgementSome characteristics could be considered as either
professional or personal depending on the persgecfithe reader.
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Students' first choice of person of influence

Figure 5: Student rankings of the person who was the
greatest overall influence in their success
(People of Influence (N= 327)

In addition to selecting ‘teacher(s)’ as the peratiom they perceived as having the
greatest influence on their Scholarship resultgjestts chose ‘mother’ as the second
ranked person and ‘father’ as the third. Studentroents defining ‘Other’ included:
God-Jesus, myself (n = 8), one of my competitagachers outside of my school,
girlfriend, boyfriend, grandfather (n = 3), uncleolin or singing teacher, my role
model (not specified who this was), authors orststiof set texts, stepfather,
scholarship tutor, Kapa Haka tutor, study groupd,atlassmates who were not
necessarily friends. With the exception of ‘mysalfid ‘grandfather’ none of these

other influences were named more than twice.

Perceived greatest overall influence

When calculated as a percentage of all responsesas obvious that students
perceived that the greatesnhgleinfluence was their teacher (29.5%). Intrapersonal
factors were also considered to have contributesiudents’ success with ability and
interest and enthusiasm each gaining 20.6% of studsponses. These data and the

other perceived greatest overall influences anelalyed in Figure 6.
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Greatest overall influence

Figure 6: Students’ perceived overall greatest influence lireir success

Professional qualities

During interviews and in on-line survey commentsgdents spoke of the perceived
importance of making a connection with at least teecher. They believed that
teacher-student connections were important fadtofacilitating student success as

this relationship enabled them to gain confidemceéheir own ability:

| think student and teacher connections are prgbabé of the things that
most schools totally forget about. They are moreu$sed on the academic
type thing, whereas me, for students like me, @t matter about academic
success or whatever, it matters that | make a atiomewith whoever is
giving the information. (Myles, g1, 2008 interview)

It was apparent that students perceived that tkemehers who had inspired them
engendered a feeling of loyalty, with their studendt wanting to ‘let them down’.

Students believed they had prepared for the exdimmwith this as a focus:

[The teacher] — he was extremely enthusiastic atheusubject and had very
high hopes that | would get scholarship. This maework harder so that |
could meet his expectations. (Female, g4, 2008es0irv

These teachers believed in their students’ sucedsish led to student self-belief

and ultimately, success in Scholarship:
It was my teacher who insisted | had the requinealities and ability to sit the
exam. If my teacher had not insisted | sit the exawould not have attempted
it. (Male, g2, 2008 survey)

...knowing that a teacher thinks that you can dis iEnough motivation to
work hard to get it. (Female, g5, 2008 survey)
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The idea of teachers providing the impetus for estdisl to attempt Scholarship was

also supported by one of the two teachers who wézeviewed:

...l say to the ones in my own class, “I think yowsld have a go” and | say
“well | suggest you have a go because | wouldrktyasi if | didn’t think you
should have a go atit.” (Julia, teacher, 2008ririew)

Students also valued teachers who were knowledgesdidut their subject and the
NCEA, citing examples of where teacher knowledge éaabled teachers to predict
what was in the Scholarship exams:

...she knew the NCEA system really well, like — slald basically predict
which questions would come up and help us studyiSpaly for those
guestions. (Jane, g2, 2008 interview)

Those teachers students described as facilitatdhew success were most often the
teacher in whose subject the student was succestdwever, this was not always

true, as Theo discusses:

There are definitely certain teachers who've enaged me a lot to continue
down the path I've been going and to go ahead mighschooling ... None of
them have taught me Scholarship(Theo, g3, 2008 interview)

Many of the students in this survey perceived that classes in which they had
gained Scholarship were well organised, that theher provided opportunities for
discussion and interaction between students andtebeher, and that students

collectively aimed to achieve at the highest level:

The classroom was one where all the students waatdd really well. Two
thirds of this class ended up with Scholarship. T¢eching was aimed at a
high level — we had lots of discussion and intéoast The teacher really
helped with that by making lots of resources awddéldo us...heaps of exams
that had been marked...we could write practice yessghe made lots of
options [available] for us. (Jono, g5, 2008 intew)

...participation was encouraged no matter what le¥/sthool it was. In some
ways...it's kind of competitive but not. People alj@ wanted to put in their 10
cents no matter what they thought. (Becky, g4, da@8view)

Students also commented on the value of havingtheol hold additional classes
that were specifically targeted at assisting sttgléa prepare for Scholarship. It
appeared that these classes were held with vafyeggency, either weekly, monthly
or several times throughout the year. In some dehibey were held for a range of
subjects, at other schools they offered suppgusnhone subject. These classes were
time-tabled during in-school and out-of-school tanewith some students
experiencing Scholarship classes in the schooldagdi or the evenings. Molly
provides a typical response:
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Once every week...during exam week it was onceyef@mn days...before
school, and when people had exams we had them IfBship meetings]
when she [the teacher] would have had a class.lyMg, 2008 interview)

Quite a few of these classes were held during whataditionally teachers’ non-

contact time:

...our [subject] teacher had weekly Scholarship [scijquestions available.
She’d go thru them and all that kind of stuff, ev&vednesday lunchtime.
(Andrew, g3, 2008 interview)

...my History teachers set up a study thing in thkdhgs and those were
really helpful. (Antony, g3, 2008 survey)

There were additional variations in these classesuding when they were first
introduced each year, the length of time they cw@d throughout the year, whether
they were dependent on one teacher, a team, ataegpéror a whole school
approach, or whether they were part of a combimbdas’ approach. One of the
teachers who was interviewed explained how she gtemn Scholarship classes
amongst her departmental staff, building capabbyyencouraging members of her

department to deliver a Scholarship seminar:

...to invite them [department staff] to deliver a sean in front of their
colleagues and students. So what they then did tivag, spent hours — you
have no idea how many hours they spent prepariisgtimg. They had to
cover ... in one lunch time. It had to be your ‘toptah delivery’ ...What it
has meant is that it has increased 200 fold thehtga’ performance in terms
of what they can do inside their classroom. Andhighlight | think is that
each time I've taken on a new Year 13 teacher dohte¥ear 13, they have
taught a student who has got Scholarship. (Judiehter, 2008 interview)

Student comments about their Scholarship teacheckided identification of
pedagogical practices that students perceived aglitdang learning and
understanding. These practices included the puamvisif on-going feedback that
provided affirmation of what students were doindlwe suggested areas where they

could improve:

They told us what was wrong and how to do bett®aigy, g3, 2008
interview)

... And she gave constructive criticism which is venceessful and she'd
give me one on one tutoring whenever | needed ia foouple of weeks before
Scholarship I'd go to her and we’d sit down foreliR hours on weekends and
go just over questions and how you can structuewvars and I'd write
practice essays to give to her and stuff and sge’@dver them in her own
time. Just putting in that extra yard... (Jane, B&interview)

Other pedagogical approaches students describdddett facilitation of class

discussions; making links to authentic contextst, a@aching exam strategy:
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It was more fluid [than taking structured turnsheSwas really good at just
adding her opinion — like she was a member of thgs¢ she was in the room,
she had an opinion... We felt quite free to eittugue against her opinion or
agree with her with supporting examples...and shédcsay “yeah, you can
say this but you need an example” and she woulehoftop us and ask —
“where’s the example to support this statementPeEwmlly if someone said
something really good she’d say “what’s the qubtg supports this and how
can we justify this answer?” (Drew, q3, 2008 intew)

He made the subject interesting and made me féleligastic about it which
made me enjoy it and think about [subject] in edagysituations which made
me understand it better and therefore get betmultee (Female, g5, 2008
survey)

So you'd get the history that you needed to Iéarrhe’d always be making it
interesting and telling stories because he’'d lite@ugh most of the stuff
we’d be talking about. So he’'d be throwing in sterdbf how he perceived it
and things like that, and stories from his own kfe well which made the
periods interesting and gave it a bit of relevaii€beo, g3, 2008 interview)

We had special Scholarship classes, where we vearght technique for
answering questions, how to plan answers. Planihingt and stuff. (Daisy,
g3, 2008 interview)

Student recognition of the explicit teaching of mxstrategy was probed and further

explained during one teacher interview:

| target what | call sensible exam skills. In otherds, what you do if you are
desperate and you can't think: so that's just ywary old fashioned strategy —
plot setting character style structure and themed wou double your
guestions, ‘cos it’s your panic mode. And the ottiémg is to work out your
guestions, how many paragraphs you've got to vnite long, you've got to
write. (Julia, teacher 2008 interview)

Finally, it appeared important to these studends they perceived their teachers as

having high expectations for students’ success:

...And the stuff that he teaches he goes over af lexcellence type questions
because that's what he expects we'll get sort @igth(Susie, g2, 2008
interview)

Positive personality characteristics

It was apparent that the climate students recodréseconducive to learning was
based on a number of personality traits that tdeytified in some of their teachers.
These included identifying and then describing heas who were passionate about
their subject, who shared their enthusiasm andyemgat for their subject that, in

turn, engendered the same emotions in their stadent

| was lucky enough to have an amazing teachef’iar@l 7' form. [Teacher's
name] was enthusiastic, passionate, supportivelligent, perceptive, and
inspired me to do well in the subject. She had igugnability to make learning
fun, and make her students determined to achieeendle, g5, 2008 survey)
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These high-ability students perceived that havibggaher take a personal interest in

them facilitated their success:

She mentored me and took a personal interest insmegesses, and also
ensured me | was capable of these successes. ysateeeived extra tuition
and help when | asked. (Female, g4, 2008 survey)

as did a classroom climate that enabled studentstaff to share humour, a concept

acknowledged by one of the teachers:

...the classroom should be a place of dialogue d-empecially at Year 13
level. | suppose | try through humour, through aticg everything that's
offered, to cajoling as well at times, you havedtothat — and perhaps in a
sense letting them see they are equals in the esmhthat I'm there more as a
facilitator than an expert. (Tony, teacher 2008rview)

There were students who felt supported by thechiees even during the post-exam
period, as these teachers maintained or re-edtablisontact with the students to

congratulate them on their Scholarship success:

...when | was working at [store name] during the s@nmonths | saw my
[subject] teacher she came in and she came overcandratulated me.
(Myles, g1, 2008 interview)

She emailed me, well done and stuff and we wenegg@ meet up for coffee.
(Molly, g3, 2008 survey)

Students were aware that as they progressed thimgghschool their relationship
with some of their teachers changed, and by the tihey sat Scholarship they
perceived that they were being treated by thosshtga more as equal partners in the

learning process:

She got the students involved in classes, sheettest more as equals whereas
some of the other teachers would just lecture dmwns and not get us very
involved. (Jane, g2, 2008 interview)

A number of themes emerged during analyses ofrfgglpertaining to students and
their teachers, and these required further invastig through statistical testing. In
addition to providing triangulation across datais thesting was conducted to
determine whether there were significant relatigrshbhetween students’ perceptions
of aspects of Scholarship and students’ perceptidribeir teachers’ role in their

success. Hypotheses were tested based on the aodidsends that emerged from
the qualitative data. These results are displayedable 7 and show a positive
correlation between students’ perceptions of tteachers being supportive of their
study (Teacher) and their students’ perception their teachers expected them to

achieve Scholarship success (Expect). Studentgepgon of their teacher being
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supportive of their study (Teacher) and their teadbeing knowledgeable in the
subjects in which they gained Scholarship (Know&dwere significantly positively

correlated. Further correlation was identified bedw students’ perception that their
teachers expected them to achieve Scholarship ssi(E&pect) and, during the year
in which they sat Scholarship, that their teachkosight they were strong students

academically (Strong).

Table 7: Correlation pertaining to students’ percepions of support

Variables Pearson % of variation in
correlation common
Teacher Expect pl= 0.295** 8.7
Teacher Knowledge pF0.328** 10.7
Expect Strong o= 0.257** 6.6
Family Parents o= 0.151* 2.2
Family Culture §=0.150* 2.2

*p<.01 **p < .001

Clearly, the identified relationship between Teaded Knowledge required further
investigation, leading to the formulation of thdldwing hypothesis: Is there an
association between students’ gender and studpetseption of a teacher being
knowledgeable? The hypothesis of null associatietmveen students’ perception of

their teachers being knowledgeable and studentegersteived support from the
data: B = x* (1, N=319) = 3.765p = .052. That is, student gender was not

associated with students’ perceptions of their lHeacbeing knowledgeable.

However, further consideration of the studentstpption of teacher knowledge was
possible through statistical aggregation using SPSSable 8 shows, most students
(96%) perceived that each of the statements rgladitheir teachers and Scholarship

were sometimes, or always, true.

Any further hypotheses testing based on data enmr@iom the qualitative
comments and students’ perceptions of teacher lgunel and expectations and
student gender were not possible. This was beaaeser more of the cells required

for the analysis had an expected count of lessftlian
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Table 8: Student perceptions about their Scholarskpi teacher

Student perception: Not at all true/mostly Always true/
not true sometimes true

My teachers were knowledgeable in the

0 0
subjects in which | gained Scholarship. 4% 96%
My teachers expected me to succeed in 0 .
Scholarship. 8.3% 91.7%
My teachers were supportive of my study 4 % 96 %

for Scholarship.

Family

My mother kept me calm when | was stressed and auyjukt told me to pull
my head in but that was what | need@tkmale, g4, 2008 survey)

Most students perceived a parent or parents toubppostive of their study for

Scholarship and described several variations «f #uipport. The on-line survey
asked students to consider whether their family sggportive of their study for

Scholarship.  Most students (96%, 315 of 327) ketle this statement was
sometimes or always true, with 78.9% of these stisdeaying it was always true.
The remaining 3.7% (12 of 327) of students belieedas mostly not true or not at
all true that their family was supportive of theiudy for Scholarship.

Students reported that this support included ergpng them to do their best,
establishing an environment conducive to studywshg interest and providing oral

encouragement.
My parents ... have always encouraged me in evenythito, but have not
pushed me too hard, i.e. beyond my limits, soll staintained the interest
and enjoyment in the subjects.(Male, g5, 2008 survey)

It was evident that a number of parents had tgrgaalifications that assisted them

in supporting students in their study:
She’s [my mother] a biologist... (Daisy, g3, 2008&iniew)

...my dad has a [degree] in [subject area], and mmrhas Honours in [degree
name]. And my grandma also has a degree. (Drev2Qfi interview)

My dad is an engineer so he could always help ntk [gubject names] and
stuff. (Jane, g2, 2008 interview)

...both of them [my parents] have graduated with feesg]... (Theo, g3, 2008
interview)
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Yet despite this evidence of parents having tertipralifications, students perceived
that there were specific roles assigned in relatoostudents’ study. Some students
perceived fathers assisted with specific conteM®EA knowledge:

My step father encouraged me to study lots... He lsnemough about physics
to take the question seriously. (Andrew, g3, 200@8rview)

My father because he made sure that | had a goderstanding of math ever
since a very young age, which led to my succesaytofFemale, g5, 2008
survey)

Dad knew the NCEA system and he wanted me to db ¢éil, g3, 2007
interview)

Mainly dad’s support really, and that's where a détmy general [subject]
knowledge came from — him being a [subject] teac®dl now a [name]
lecturer. (Sean, g4, 2008 interview)

Interestingly, students were more likely to crettiéir mothers with positive oral

encouragement and the creation of an environmanitas conducive to study:

Just asking how my day had gone. Asking if there amything she could do
to help me study.... (Jane, g2, 2008 interview)

My mother ... really believed in me so | had a pesitiattitude and |
attempted the exams even though | wasn't sureifag able to achieve
Scholarship. (Female, g5, 2008 survey)

...she [my mother] was the person | would talk to.d help me with actually
studying and that sort of stuff and just sort ofrenmotivation when | didn't
really feel like studying...(Steve, g3, 2008 interview)

Following analyses of qualitative comments pertagrio students and their families,

the quantitative data were used to triangulate éetwsources, and were tested for
any statistical association. The hypothesis rgjastudents’ gender and students’
perception of family support could not be testedaose one or more of the cells had
an expected count of less than five. Hypothesesdwmst other factors in the survey

pertaining to student and families or parents, stodients’ gender could be tested,
and the results are presented in Table 9.

Table 9: Statistical testing for association between studesitgender and factors

Null Hypothesis Factors
Ho-x7 (1, N=324) = 0.348 Parents
Ho-x? (1, N=320) = 1.71 Culture
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There was no relationship between students’ pamemtf their parents expecting
them to be successful in Scholarship (Parentsgander;y® (1, N=324) = 0.348p
= .555 (see Table 9). That is, the perception tihair parents expected them to be

successful was not related to student gender.

As Table 7 shows, a statistically significant pesitcorrelation was found between
students’ perception of their family being suppatof their study (Family) and their
parents expecting them to achieve success in Ssh@gla(Parents) (r= 0.151, p =

0.006) (see Table 7), although this correlation leas The proportion of variances
shared by family support and parental expectatisn about 2.2%. Further
consideration was given to investigating studept&ceptions of family support in
relation to student gender. Table 10 shows thattlselittle difference between the
perceptions of male students and female studentslation to family support and
expectations of success. Clearly, most studenthignsurvey perceived that their
family was supportive of their study for Scholapsi{96%) that their parent(s) held

expectations that the student would be succesghdby.

Table 10: Student perceptions of support pertainingo their family

Not at all true/mostly Always true/
not true sometimes true

Student perception Male Female Male Female
My family are supportive of my study for 0 o o 0
Scholarship. 4.0% 3.0% 96% 96.9%
My parents expected me to achieve 0 o 0 0
Scholarship. 23% 26% 76.7% 73.8%
The subjects | gained success in are 42.8% 35,504 5704 64.4%

subjects that are valued in my culture.

Comments from some students suggested they wereatsot to achieve as a result
of a perceived disadvantage occurring through themily’s heritage, such that
Scholarship provided an opportunity not affordeadltber family members:

My granddad came from [an overseas country] andfamyily came from
[country] and we weren't entitled to any educatiwer there. Um...but | did it
for his honour really to take advantage of thisapmity that | was actually
given and you know, contrasted with what he wasmiand that wasothing.

| did Scholarship, | didn't have to pay for it, hdught | had quite a high
chance of getting it so | went ahead and did 4t fike he told me. (Myles, q1,
2008 interview)
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The idea of expectations for success relating $tudent’s ethnicity was evident in
the perception of some students who reported theyewof Asian descent.
Declarations of ethnicity had not been componentsitber the on-line survey or
interviews. However, it seemed that some studesatseived that Asian families

expect their sons and daughters to perform extiaanity well:

First off, my family and my cultural background bese I'm Asian and
there’s pressure there to do well. (Susie, 2, 20@8view)

Our parents coming from a quite traditional couritriya way — academic
standards are really high. So going to universtyot a choice. You have to
go right after college...as well as our careerargiyou had to choose, | had to
choose mine in the™form. That's how much my parents expect of me...
(Lucy, g3, 2008 interview)

The hypothesis of null association between stugmsception that the subject or

subjects in which they gained Scholarship wereedalm their culture (Culture) and
students’ gender received support from the dgfa(l, N=320) = 1.71p = .190. That

IS, there was no identified association betweettestis’ gender and their perception that
the subjects in which they gained Scholarship wataed in their culture. A positive
correlation was found between students’ percepifaiheir family being supportive of
their study for Scholarship (Family) and studepes'ceiving the subjects in which they
gained Scholarship being valued in their culturelt{@e) ( = 0.150,p < .01). This
indicates that family support and subjects beingedhin the students’ culture in this
sample share 0.2% of their variation in commontHeurscrutiny of data pertaining to
students’ perception of the subjects in which tiveye successful being valued in their
culture and students’ gender (see Table 10) shtweedemale and male students were
fairly equally divided on whether or not this statt was not at all or mostly not true,
or, sometimes or always true, with 57% of males @it of females agreeing with the

statement.

Finally, some students commented that their parexi@ectations for success could

be considered to be a form of pressure, thoughatagsnot necessarily negative:

Well if I got a Merit in something he [my fatherjowld be supportive and that
but he'd ask why | didn't get an Excellence andréfae always be an
expectation that | could do better and | shouldodtier... Mothers are more
supportive. | think that's why the pressure didgét to me. My mum was
always there, happy with whatever | got, sort ahdgh They equaled each
other out quite nicely. (Jane, g2, 2008 interview)
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My friends and peers

Few students (n = 5) perceived their friends orrpde have been the greatest
influence in their success. It was apparent thadesits perceived friends and peers
aspart of the Scholarship process, but not the most itapopart. Friends and peers
provided competition and support for students, esflg in schools where the

students were grouped with others who were alsagifor Scholarship success:

Well, my friends were probably my biggest competfitiand we were very
competitive so that was probably our motivatiordtobetter and we wanted
everybody to do well. And also, we all wanted eatifer to do well because
we all wanted to go to uni together, that kind ufffs So it was kind of a
motivation to keep up with everybody else and maus= everybody was
doing well and we did different study classes thgetand stuff. (Steve, g3,
2008 interview)

...Maybe not friends, but peers encouraged me to tgikeScholarship.
(Becky, g4, 2008 interview)

Students also commented on their perceived impoetah having like-minded peers

who were similarly successful:

I noticed friends with whom | could discuss ideateasively and freely, each
of us challenging the other, tended to be more odwfle with Scholarship
material and tended to succeed in Scholarship(kale, g2, 2008 survey)

Faith
A small number of students (n = 3) claimed thercass in Scholarship was due to
their belief in God:

My faith — the fact that | wasn't doing it for myséut for God, it helped me
give my all and took away a lot of the pressureddowell (since | wasn't
really doing it for myself). (Female, g5, 2008 seyy

Intrapersonal factors

Intrapersonal factors are student personal bediefischaracteristics students hold about
those factors that influence their motivation. amhgulation between data sources
(student interviews, on-line survey qualitative coemts and quantitative data) affirmed
what these sources had suggested, namely that bBenurh students in this study
perceived their success in NZQA Scholarship wasngst other things including their
teacher, attributable to their ability (20.6%), oeff (5.8%), interest and enthusiasm
(20.6%), persistence (4%) or luck (2.4%). Basedhmse findings hypotheses were
developed to look for association between eachae factors (ability, interest, effort,
persistence and luck) and the student's genderT#sde 11 shows, three of the

hypotheses relating to intrapersonal factors receino support from the data.
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Table 11: Statistical testing for association between studesitgender and factors

Null Hypothesis Factors
Ho-x? (1, N=318) = 1.75 Ability
Ho- x> (1, N=325) = .475 Effort
Ho-X° (1, N=327) = 8.48** Interest and Enthusiasm
Ho- x* (1, N=325) = 8.13** Persistence
Ho- x* (1, N=328) = 5.48* Luck

*p<.01 **p < .001

This suggested that there was an association betimterest and Enthusiasm and
Gender; Persistence and Gender; and, Luck and Géfttke remaining two factors —
Ability and Effort — were not related to studentnder. These results and those
pertaining to the other intrapersonal factors aseudsed further in the following

sections.

Ability

Students who claimed their ability to be the grstatverall influencing factor in

their success perceived that a number of factos d@mnbined to make them
successful Scholarship students. These factorsidad| prior knowledge, an easy
grasp of concepts, belief and confidence in thein @bility, a connection between
being ‘good’ in a subject and finding it easy, sfjg study and having an
understanding of the way they believed the exarsinegre looking for them to

respond. These students made specific mentioneogdise with which they grasped
concepts and of their natural ability to understanen complex material:

My natural ability in the subject. | found the sedtj easy therefore was able to
grasp concepts quickly and fully understand ideas were presented. This |
largely put down to my father as we often havelletéual discussions on the
subjects | got scholarship in. (Male, g4, 2008 syjv

For some, this ability meant they believed they hatineeded to study, suggesting

that some high-achievers were underachieving:

My ability to grasp concepts quick meant | rardiydéed as | could already
achieve adequately without so there was no reai poiit.... (Male, g4, 2008
survey)

Students perceived that this, coupled with havihgsen the ‘right’ subjects in
addition to the more than adequate internal mahey tgained in NCEA, had

provided them with the confidence to believe theyuld achieve:
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| knew | was capable of achieving at the highestllan history because of my
past results and my teachers’ encouragement ofaimg dcholarship. | knew
that if | put the work in the ability was alreadyete and | just had to build on
it. (Female, g4, 2008 survey)

Other students felt that their ability was sucht tih& Scholarship exams were easy.

Knowing what it was the examiners were ‘looking tweid facilitated their success:

Whilst | do believe | am very able in my Scholapstsubjects, | feel that
superior to that is my ability to do well in exanisyou can say what you
know the examiners want to hear, you will alwaysshecessful. (Male, g5,
2008)

Student enjoyment of particular subjects was peeckias another factor that
influenced their ability:

Ability in subject — arts subjects just come eagilyme so | didn't find
scholarship overly challenging, rather quite enfdga and interesting.
(Female, g5, 2008 survey)

When the intrapersonal factor ‘ability’ was testéuke hypothesis of no association

between students’ perceived ability in the subgatl students’ gender received
support from the datg? (1, N=318) = 1.75p = .185, which suggests there was no

association between students’ perception of theiityaand students’ gender.

Of those students who claimed ability was the @sanfluence in their successful
results, 93.6% (64 of 67) also chose ‘teacher’haspersonof greatest influence.

This filtering of responses produced a result tbaat odds with the perception of
students who identified their ability as the greatverall influence. Few (3 of 67)
of these students mentioned their teachers or dlee they may have played in
developing or furthering their ability, claimingahability was an isolated, personal

factor that had facilitated their success:

Ability (duh). If I can't do well in a subject, thes no point in trying to attain
scholarship, thus | only sat scholarship for thdjestts | did well in
throughout the year. (Male, g5, 2008 survey)

The greatest overall influence is yourself and yown attitude towards the

subject. Noone else is gonna do it for you. (Fengde 2008 survey)

Effort
There were variations in the amount of effort s@h&lents perceived they had put
into their Scholarship preparation. Some believdthd been a sustained effort over

a number of years:

95



Effort — it would be the cumulative effort of allynyears of high school, that
built up the skill required to undertake the schaligp exams successfully.
(Male, g5, 2008 survey)

while others suggested they had ‘picked up’ a sbjeYear 13 and had needed to
put in a great deal of additional effort that yeaorder to be successful.

Student comments across both the interviews andriHee survey suggested that
some students had elected to plan their study fitm&cholarship, choosing to study

intensely and often:

...Every night after school if | didn’t have anythitig be studying for it on
...I'm really glad | got it because | put a lot of kkanto it....I'd come home
and get on the computer and study a subject ftwoan, do another subject for
an hour, have dinner, go back to my room and stodgnother hour, then I'd
call my girlfriend and then go to bed. Yeah — amghbetween 5 and 6 hours
a day. (Antony, g3, 2008 interview)

Some students spoke of the activities they hadgide in order to study and prepare

for Scholarship:

| gave up a couple of sports. And | went on withsialbut then | also stopped
attending a couple of practices for concerts anff & study....pretty much
throughout the year... | used to work three days aekwéhen | only worked
one...During exam time | would just take work off wouldn’t work at all.
(Lauren, g2, 2008 interview)

| gave up activities but not important activitigkel sport. The activities |
really gave up were like TV watching. (Susie, q20& interview)

As already stated, the null hypothesyd (1, N=325) = .475p = .491, received

support from the data, suggesting no associatidwdssn students’ perception of

their effort and gender.

Interest and enthusiasm
Students spoke of their enjoyment for a particslanject, relating their success in

that subject to the interest and enthusiasm thdyelRperienced:

My high interest in the subject also helped becauseant that | enjoyed the
extra study for the exam. (Female, g4, 2008 survey)

| enjoyed studying and learning about physical atlan. | read a wide range
of material about the subject and | did not fings ta chore because | was
interested in what | was reading. (Female, g3, Z108ey)

Students tied their own enthusiasm for a subjethéoteacher’s enthusiasm for the

subject:
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| think that both my own and my teacher’s enthusifsr my subjects played

a crucial role in me achieving scholarship. Thiared enthusiasm made it
considerably easier as studying for the exams wasahd interesting rather
than a task... Sharing this enthusiasm with my te@cmeant | could relate to
them more when learning and therefore over theogedf the year my

knowledge base gradually expanded so by the timettams came around |
merely had to go over what | knew rather than Keaming. | was confident

in what | knew and could perform better with thiswidence and enthusiasm.
(Female, g4, 2008 survey)

The hypothesis of no association between studep&stceived interest and

enthusiasm for the subject and students’ gendernsasupported by the datay H
- x% (1, N=327) = 8.48p = .004. Students’ perceived interest and enthorsfas the

subject was significantly related to gender, withsgmore likely than boys (92%
versus 82%) to consider that their interest andhuesiasm for the subject was of
some influence or a big factor in their successdsllts. A further 7.1% of females
and 17.5% of males perceived that their interest amthusiasm had little or no

influence on their results.

Persistence
Students described the way their persistence hatlitdted their success and

included discussion of being strategic in one’srapph to examinations:

Persistence — My strategy is to keep on top of otgsrduring the year instead
of doing them quickly before the exam. That way notes are of better
quality because | am not stressed, | can constemtlge them and time before
the exam is spent remembering them instead ofngritiem. (Male, g3, 2008
survey)

One student expressed the belief that anyone aoydbve with persistence:

...Persistence... because you need to have abilitychiexe success but
anyone can improve their ability through persiseen(Female, g3, 2008
survey)

The hypothesis of no association between studpetseption of the role persistence
played in their successful results and studentstgewas tested and rejected; -H
x° (1, N=325) = 8.13p = .004. There was a 15% difference between mate an
female perceptions: 31% of males and 46% of femadeseived persistence to have
little or no influence compared with 68.7% of mala@sd 53% of females who
perceived persistence as having a big or someeiméie on their results. This
significant finding suggests that male studentscgiged persistence as a more

important influence in their success than femaldests did.
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Luck
Students who perceived luck as the greatest factthreir success had not believed

themselves capable of gaining a Scholarship:

...the factor that influenced me the most was th& lhecause when | tried
past scholarship papers and other questions in Abtik, | couldn’t do lot of
them and thought it would be impossible to getdtleolarship. It turned out
that it wasn't as difficult as the past papers gomething like that, can't
remember exactly) so | would have to say it wasltic& that influenced me
the most. (Female, g5, 2008 survey)

There were also students who credited their sudodsaving ‘the right’ questions in

their examination, counting this as luck:

Luck, in that one of the essay questions in therewas very, very similar to
the topic of my internal assessment for [subjéEgmale, q3, 2008 survey)

The hypothesis of no association between studgaiception of the influence of
luck, and students’ gender was tested and rejeeted: xy* (1, N=328) = 5.48p =

.019. This suggests there is an association betwgtgsents’ gender and their

perception of luck. Further analysis of these daeealed that 22% of males

compared with 35% of females perceived luck to Haa@ some influence or to have

been a big factor in their successful results. lasé students who perceived that
luck had either no influence or a little influenoetheir successful results, 64% were
female and 77% were male. Overall it would appkat males perceive luck as less
of a factor in their results than females (64% 766].

Question 2: What patterns can be identified in stdent backgrounds and school
experiences relating to attaining Scholarship?

Data that related to this question were obtainealilh the on-line self report survey

and through student interviews that revealed aeaoigdifferent experiences in

relation to academic pathways and achievementrpattdhe type of additional

supports and services these students had recearggbvin availability, frequency

and perceived quality.

Enriching and accelerating

Although not all students claimed that they hadtipgated in enrichment
programmes or been accelerated in their studiesstlhalf reported that they had (n
= 165). On-line response comments aligned witlsehgiven during interviews and
suggested that students had participated in thewfimlg forms of enrichment and/or
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acceleration: some gifted classes at primary arinédiate school; participation in
the NCEA ahead of their year group (i.e. in Ye@rthey sat Level 1, in Year 11
they sat Level 2, in Year 12 they sat Level 3 andsfbly Scholarship); Cambridge
exams sat in Year 12 or 13, and, participationniversity courses in Year 12 or 13
in addition to their high-school studies. Studemmnments suggested variation in the

quality of these opportunities:

...and my [Gifted Class] teacher, who actually madeossible for me to sit
scholarship from Year 11, despite the timetablilghtmares... (Female, g5,
2008 survey)

At high school — there was a [gifted] programmeYar 9 and 10 but they
didn’t do anything — it wasn’'t well organised. Thewas class streaming in
Years 9 & 10. (Jono, g5, 2008 survey)

I think this kind of relates to what school you wém My school doesn't offer
anything like that — they work for the less abledeints and don't offer things
for the gifted people. (Molly, g3, 2008 interview)

Students also commented on ability groupings tlmaty tperceived as having

facilitated a competitive environment:

...'was in a class at high school called the gified talented class and most
of the people there...became my friends and they vaége the people |
competed with for top academic prizes and stuffe lalways been someone
who does well with competition and competing does gbod things for
me...We were all grouped together — all the people whre more likely to
gain Scholarship were all grouped together. We weite competitive about
it. (Drew, g3, 2008 interview)

There were patterns in student decision-makingelation to when students made
their decision to attempt Scholarship with mostieits making the decision in Term
1 of the year they sat Scholarship. It is intenggtio consider those students who
made the decision the year previous to the onehichwthey sat Scholarship. The
reasons students gave for this often related towtte in which Scholarship was

promoted within that student’s school:

It's kind of like... at our school it [Scholarshipjas done as an extension to
English ...it was for fairly able students. You bwpt in and opt out.
(Andrew, g3, 2008 interview)

Students spoke of former recipients being ‘famaowmishin the school, of seeing an
honour roll on the school assembly board, of sepagj students’ work and aspiring
to have for example, a Scholarship art folder tbaked like theirs, or, the prospect
of earning a Top Scholar tie. Each of these ackedgéments of past recipients’
success appears to have provided an incentiveaudests to aspire to sit and attain

Scholarship in the following year:
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...in at my school, up in the assembly hall thege'soard of all the awards
which have been given out... Scholarship past stsdaver the past years. |
always look at it whenever [I'm] at assembly. lévays like there in your
mind — for me it’s kinda like part of my motivatido get my name on the
board because then I'd be remembered | guessasovits something to aim
to. (Steve, g3, 2008 interview)

Studying

Patterns were evident in the number of hours stsdeported studying during study
leave with most students indicating they spentoufive hours per week during study
week preparing for Scholarship. However, as alrestdted, there was no evident
link identified between the number of hours a stidstudied and the value of the

award they attained.

Extracurricular activities
Give anything a go. (Male, g3, 2008 survey)

Students were asked to list any activity in whiklyt had been involved in the past
three years at high school (these data are awvailabl Appendix F). There were
evident patterns in students’ activity involvemehitith the exception of 11 students
who did not respond to the question, all Scholargtudents in this survey stated
they were involved in an activity or activities faminimum of between one and five
hours each week. Thus the Scholarship recipienthignstudy were involved in a
wide range of sporting, cultural and social acigt Not only did these students
participate in activities but they also reported leadershig anaching roles. One
trend evident in the data related to the incredeadership opportunities schools

make available for their Year 13 students (seed &B).

Table 12: Student involvement across all activities

Percentage of Year Group Patrticipating in Activities
Difference Between

Activity Year 11 Year 12 Year 13  Year 11 and Year 13
Athletic 86.7 84.3 79.7 - 7%

Clubs 52.5 57.4 67.6 +15.1%
Performance 55.6 56.4 57.8 +2.2%
Leadership 27.9 51.5 85.2 + 57.3%
National/international 14.2 15.9 23.3 + 9%

Part time work 55.9 65.8 71.5 +15.6%
Community 30 37.4 43 +13%
Church 29.8 29.2 30.4 + 0.6%
Other 31.5 38 42.5 +11%
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One male student quipped that his ‘other’ actiwbs:

Girl friend lol but time consuming. (Male, g3, B8urvey)

Disappointing teaching

My [subject] teacher was pretty slack... He doegmépare his lessons, he
does not set work for us to work ...it was reallyaghigointingreally. (Lauren,
g2, 2008 interview)

Students mentioned inappropriate curricula thatthefm feeling bored or frustrated.
This lack of academic challenge for high-abilityudsnts requires further
investigation, given student comments that boretiawh made it difficult to remain
motivated at high school:

My school was terrible at catering for students velne gifted and talented.
Without the support of one of my teachers | wouddérdropped out because
school did not assist me in any way and the systemt designed to cater for
students outside the 'norm'. l.felt bored for the past five years in class...
(Female, g3, 2008 survey)

Other students commented on the lack of school@tiper students who aimed for
high-achievement:

[There was] no encouragement of excellence... | diirik they [the school]
encourage high achievement, at all. They definitelign’'t encourage
excellence. ...the school itself had an attitudte, liwhere if you're white,
you're rich, you can do Scholarship. If you're Madf you're poor you
cannot do Scholarship. Since the school has aflMaori students, they're
really shooting themselves in the foot... (Mylek, 2008 interview)

A lot of the students at our school don'’t reallgnaiery high, they just aim to
pass. So our school puts a lot more focus on je$ing ‘achieved’ in NCEA

rather than Merit or Excellence or Scholarship rafteat. (Susie, g2, 2008
interview)

Students also identified teachers whom they peeckias failing to support or
encourage them in the pursuit of Scholarship. Sstuméents spoke of their teachers’
negative attitudes toward student success thairbagtally provided students with

motivation to succeed in NZQ A Scholarship:

Contrary to the norm, my [subject] teacher didritnk | would achieve
scholarship therefore | was more driven to sucdedtie examination, more
so than in the other scholarship exams | attembietd did not achieve.
(Female, g3, 2008 survey)

She didn’'t encourage me. She told me that | wotllde’able to sit because |

didn’t do this subject in the"6form. It was a motivator for me — | decided to
get it in spite of her. (Female, g5, 2007 survey)
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Students gave examples of teachers forming opinatmasit student low capability
without having engaged with the class. One of tinelents who experienced this
situation describes how students responded pdsitiveen her teacher reassessed

his own goals and aligned them with those of sttedaiming for high achievement:

. and he rarely went into the excellence stuffefEhwas something quite
unusual about what he said...we were going overdik@&xcellence question
and he pulled a few of us down the back of thesclaglo it and he realised a
lot more people were paying attention and he shmdis-judged the class” or
something. So | got the feeling he had purposelgcsed the people he
thought were going to cope with the stuff and hst jtaught them. ...
remember he used to discourage us from gettingAineng for Excellence’
workbook and just stick to the 'Gaining Credits'rkamok. Whereas in the
other maths class — with a teacher who believedhen students - it was
compulsory to have the 'Excellence’ workbook....lyssir's class everyone
was noisy and not really paying attention. Thisryegeryone is paying
attention and that helps a lot. | think it helps tbacher as well. (Susie, g2,
2008 interview)

The reasons students gave for viewing these temesannsupportive included a lack
of teacher knowledge, no evidence of teacher comemt to high-ability students,

and, a lack of teacher confidence in studentsitgbil

In general my teachers weren't particularly knowleable in their subjects.
(Jane, g2, 2008 interview)

I don'’t think our teacher was at all supportive pamed to what she could

have been. | think we could have had [Scholarstiggses...we had a group
of people but she [the teacher] wasn't really imedl as much, we were just
teaching ourselves. ... | would like to have datker subjects but they

weren’t encouraging enough for me to try but theyrem’t prepared to offer

their own time...He [teacher] wouldn’t share theimnmment and knowledge

he had to help me. (Molly, g3, 2008 interview)

My first maths teacher | had at the very starth@d year whom | get along
with very well told me | didn't have a hope in hefi passing. | like proving
people wrong. (Male, g5, survey 2008)

Students also claimed that some teachers were @ttego teach at a level they

seemed unprepared for:

Whereas there were a couple of teachers that jdett know their subject

particularly well, or to the level where they couwldtually sufficiently teach

Scholarship — some teachers were incredibly knaydedle but just couldn’t
get the information across in a way that we couldaustand it ...l know there
were a couple who were teaching because they hidthgaelse to do (Jane,
g2, 2008 interview)

Yes, he’s taught [subject] before but only to tlevél 3 level. He doesn’t have
a qualification in that area or anything. ... it'syenuch a case of us reading
out of a text book because he hasn't actually doagaper we're doing... he
leaves us with the text book mostly, to learn outhat. (Theo, g3, 2008

interview)
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Students articulated where they felt the lack qfpsut they perceived had emanated

from school management:

| had a couple of very good teachers who suppaortedbut there was a lack
of support from management in school and some é&acho it was particular
subject teachers [to help]. These teachers taughfommore than one year
and it was their constant support, wisdom, entlsasiand belief in me....

(Female, g3, 2008 survey)

As this previous statement shows, whenever stua#ets negative teacher or school
attitude, something or someone else had encourdgese students towards
attempting Scholarship, and the students had hasessful (hence included in this
study). Students compared the teacher in whose ttiay had achieved success with

others whom they perceived had not assisted them:

I didn’t so much contrast her [with other teachas]she was on a whole other
platform altogether. | knew that no other teaclienny view were like her at
all... They [the school] definitely didn’t encouragecellence. | think they left
it up to the individual teacher and when you has@&chers with difference
performance levels, that's a really wrong thingdto And that's why | think
the teacher who tutored me for (subject)... | tHiekcelled because she didn’t
leave it up to the school to give me...she dideisklf... she did it herself
rather than letting the school decide if it wagame or not. (Myles, g1, 2008
interview)

Interestingly, sometimes this other form of encgeraent came from finding like-
minded peers. Susie who previously described oaehtx who aimed only for

‘Achieved’ describes the influence of like-mindetkhds:

And then my friends are also like really smart gegmnd they would just sit
down and study which was a really great incentiverfie to study as well.
(Susie, g2, 2008 survey)

Although this meeting of like-minds was not a cggalfor all students who

experienced perceived negativity:

| think I'm best studying by myself so they didhave any influence. (Molly,
g3, 2008)

Student comments pertaining to perceptions of megabcholarship experiences
were quantified. Each of these comments (N = 2& haen calculated as a
percentage, and these — and the school quintileeo$tudent to whom the comment
was attributed — are shown in Figure 7. Also shawthis figure is the proportion

each quintile held of the whole data set (N = 332).
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Figure 7: Students’ negative perceptions of scholarship exeeces

As Figure 7 shows, calculated as a percentage paricipants from each quintile, the
majority of students who reported negative Schblprexperiences pertaining to their
school or teacher came from quintile 1, 2 and ®alsh Of the entire sample in this
study (N = 332) the percentage of students remprtissatisfaction was 8.4%.
Although this percentage seems relatively smalhust be noted that fewer students
participated in this study from those schools whsttelents indicated most negative
experiences, that is, schools with quintiles 1rZ3di.e. quintile 1 = 6 participants;
quintile 2 = 28 participants; quintile 3 = 55 peaigiants). This finding mirrors the data
on the NZQA Statistics site that shows fewer sttgl@m low decile schools gaining
external credits in NCEA, compared with studentsnfhigh decile schools. The data

and student comments in the study suggest thabkghmtile could be a factor in:

a) student participation in Scholarship, and

b) student access to school and teacher suppdscfmlarship.

Further statistical testing of factors relatingstadents and school quintiles was not
possible as in each instance, one or more cellsrezfjfor analysis had an expected

count of less than five.

Schools

Student comments suggested several patterns wape their schools disseminated
information about Scholarship. Some schools readéyle Scholarship information
available and actively promoted Scholarship witthia school, and others left it to
the students to gain the necessary informatiorudesits who reported their school
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had not given them information about Scholarshig 8y were initially unaware of
the possibility of Scholarship and learned abouhibugh means other than their
school. After explaining that his school had natvided students with information

about Scholarship, one student suggested:

More information has to be given directly to thadgnts rather than wasting
time giving it to the school and hoping the schoeil give it to the students...
(Myles, g1, 2008 interview)

Finding time to study

A pattern emerged relating to whether students daime to study the subjects in
which they thought they would be successful. Ddtgaioed through the on-line
survey suggested females were more likely than sn&econsider that it was
sometimes or always true that they found time tmstthe subjects in which they

thought they would be successful (see Figure 8).
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Figure 8: Students’ perceptions of whether they found timestady subjects they
thought they would be successful in

This association was tested using a hypothesisoadssociation between students’
perception of finding time to study the subjectsvimch they thought they would be
successful, and students’ gender. The hypothesgsvied no support from the data:
Xx° (1, N=321) = 13.597, p<.0.001. Triangulation oégh data sources revealed
agreement regarding an association between studgmnder and finding time to
study those subjects in which they think they Wwél successful with girls reporting a

more strategic approach than boys.
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Table 13: Correlation relating to students’ percepions of time

Pearson % of variation in
Variables Correlation common
NCEA Time p=0.214* 45
Excellence Time o= 0.181** 3.2

**p<.001

The statistical data were again tested to idergtify relationship between students
finding time to study and choosing subjects thateg&em ‘higher’ rewards, namely
Merit or Excellence. A positive correlation was foubetween students’ perception
of taking subjects that allowed them to try for ‘Meor ‘Excellence’ rather than just
Achieved (NCEA) and finding time (Time) to study € 0.214,p =.001). As Table
13 shows, the proportion of variances shared byesiis aiming for ‘Merit’ or

‘Excellence’ in NCEA and finding time to study ibaut 4.5%.

There was a significant positive correlation betwstidents’ perception of expecting to
get ‘Excellence’ or ‘Merit’ in NCEA (Excellence) drfinding time (Time) to study {~
0.181,p = .001); the proportion of variance shared bylatis gaining ‘Merit’ or
‘Excellence’ in NCEA and finding time to study ibaut 3%. That is, finding time to
study was significantly associated with getting iviend/or Excellence in the NCEA.

Statistical investigation also considered studezgponses to giving up social
activities, by gender. These data are displaydéignre 9 which shows that females

were more likely than males to give up social atés in order to study.
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Figure 9: Student responses by gender to giving up sociaivécts
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Question 3: What were the Year 11, 12 and 13 acadéanperformance pathways
and achievement patterns reported by the 2006 Sclaskhip
recipients?

Student pathways that led to success in Scholaséip varied. Some had attained

Excellence and Merit endorsements in NCEA; someorted they had used

Scholarship as a form of enrichment or accelerasdting the exam in Year 11 or

Year 12 instead of Year 13, as most students do.

NCEA achievement

The percentage of students gaining an endorsemengaised between Level 2 (Year
2006) and Level 3 (Year 2007) providing evidenceimprovement in student
achievement between Level 2 and Level 3 NCEA. Vdithendorsement offered for
the first time in 2007, almost one third more studegained an endorsement than
had gained one retrospectively for Level 2. At tinee of sitting Level 2, students
did not know that they could earn an endorsemedtvaere only aware that they
could gain ‘Achieved’ or ‘Not Achieved’, and inciea their number of credits
gained. The increase in ‘Merit’ and ‘Excellence’dersements in 2007 compared
with those gained retrospectively in 2006 sugg#sds this was a goal that students
valued and that they were prepared to give up iesvin order to achieve this

academic status.

It is interesting to consider differences in studendorsements in relation to the
overall type of Scholarship Award they received)(&ingle Subject, Top Subject,
Scholarship Award, Outstanding Scholar, Premier milva It appears that in this
research, of those students who gained a Level BANéhdorsement 26.9% gained
‘Excellence’ and a Single Subject Award in the Salghip examination. These
findings could suggest that these students weongtacademicallyot onlyin the
single subject in which they gained Scholarshig, ibua number of subjects as in
order to gain Excellence students need to aggrégatexcellence credits and these
cannot be gained in one subject alone. It is ptssible (and was indicated by some
students) that these students gained more thaBiogée Subject award. Perhaps it is
worth mentioning here, that from 2011 students t@lable to gain Single Subject

endorsements in the NCEA.
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Provisions for gifted and talented students

Just over half of all participants stated thatrtipathways to Scholarship success had
included being a participant in a class or progranthat they perceived as having
the purpose of providing special provisions to ntaetneeds of gifted and talented
learners. When asked to describe these furthetests suggested that although they
believed the classes were intended to provide lemeat for able students, they did
not always do so. The students attribute this t@arge of factors with the most
frequent being a lack of programme organisationd&tts also commented on the

admittance to ‘special’ classes saying that entrg neither transparent nor obvious.

It was apparent from student interviews and sumesponses that some schools are
using early entrance to NCEA as a form of enrichn@nacceleration. However,
students had also found that the subjects in wktistlents were invited to sit NCEA
ahead of their peers were not always the subjeatghich the student considered their

strengths lay:

| did Maths and Science a year early but they viemen strong subjects, but they
were the only subjects they allowed you do a ydwmad (Amy, g2, 2008
interview)

Students as young as Year 11 were opting to sibl8cdhip, and some were
obviously successful in so doing. Students in béglars 11 and 12 spoke of using
early entrance to Scholarship for the practiceaaneans of improving scores or
increasing the number of subjects in which theyengerccessful when they sat again.

| am a year 11 student so | sat this exam juattaal to see how well | could
do. (Female, g5, 2008 survey)

Where it was an option, students were choosinguidysuniversity papers while still
in high school. This meant that those students dmb been able to study one year
ahead (i.e. Level 1 NCEA in Year 10; Level 2 in Y&4; Level 3 and Scholarship in
Year 12) were taking university papers in Year 113, addition to re-sitting
Scholarship, even if they had been successfulitbietime. Theo who was returning

to high school and had gained multiple Scholargligses in Year 12 explains:
I've been doing all 4 subjects History, Stats, Rty/and Chemistry — a year

ahead pretty much since th& ®rm so | did Level 3 last year and I'm doing
university papers in most of them this year. (Thg),2008 interview)
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Future pathways

Students in this study appeared to evidence agense of self-belief manifested
by being aware of what they wanted to achievef@) &nd the direction they needed
to take to realise their goals. There was simyant students’ plans for the future
with most students in this research choosing ‘gortiwersity’ as their first choice in

the year following their Scholarship examinatiotudgnts still attending high school
indicated that their first choice was to continuehmh school, and the next most
popular choice of further direction was the unsipedi‘'other’. Many of the students

commented that they had always aspired to go teeusity:

I think I just always knew | was going to go to wetisity, | didn’'t know which
course | was going to take. | always liked schaol thought | would prolong
that experience. (Amy, g2, 2008 interview)

For some, gaining a Scholarship and the Scholamsioipey that is associated with

this success assisted them in achieving that goal:

... I know that in my hall [university] there are gd® around me that got 3
Scholarship so they’re enjoying the benefits of hating a student loan |
think, with the benefit of 2,000 [dollars] a yealt's a bit more than 500 but
I’'m not complaining because | didn't have to doezkof a lot of work really
for $500. So | think it is definitely a help evemtigh it comes a bit later in
the year when you've already bought everythingettainly helps towards the
fees and living costs. (Sean, g4, 2008 interview)

The value placed on remuneration for Scholarshqeesss is discussed further in the

next section that addresses question 4.

Question 4: To what extent did the students’ valuig of Scholarship influence
their success?
Student opinion varied regarding the valuing of @aftship and there were

differences in the ways it was valued across stisden

Schools

Schools demonstrating an appreciation of thoseestsdvho had gained Scholarship
and acknowledged student achievement also valuédl&ship. They made this
apparent by supporting students in gaining accedsnowledge they required to
prepare for the exams and through the provisioadafitional Scholarship classes.
Schools where it was assumed students would notf@iror achieve Scholarship
success were said to have valued Scholarship tesstat all. These schools were
less likely to provide additional support for thetudents. However, as already
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stated, in each school where students attainedessicthere was at least one teacher

who supported the student aspiring to attain Schlia success.

The monetary reward

Student comments relating to the monetary rewalffésenl to successful Scholarship
candidates and the importance they felt the momelyphayed in their decision to sit
Scholarship were interesting. Some said they loadkmown it was offered so it had
not influenced their decision to sit, others félhad provided greater motivation to

work for success:

The funny thing is when | sat my exam the schodhiitell us anything about
the money reward. So when | got it and | got $50s$ really, really happy.
(Molly, g3, 2008 interview)

I mean everyone put more effort in because it wasthwmoney and if it
wasn’t worth money | don’t think a lot of people wd have tried and if there
wasn’t money | think they would have tried lesan@, g5, 2008 interview)

A third group believed it was too paltry an amotmhave any significant bearing on

their decision to attempt Scholarship:

No — it's what — $500 for a single subject? And teés are like 4 or 5
thousand dollars each year. | don’t know, butkiisd of low compared with
that. (Susie, g2, 2008 interview)

Although the money that is offered acts as an itieerto some students, other
factors appear to provide greater incentive. Inetlth these factors are the kudos a
student may receive when they gain Scholarship, réoegnition students may
anticipate from one’s school and the provision fagpropriate level of academic
challenge, and the possibility of using Scholarsdspa practice for Level 3 NCEA,

with the aim of improving Level 3 results:

Not [an incentive] in the environment | did it iReople did it more for the
academic prestige, as something kind of on top ©GEN. (Becky, g4, 2008
interview)

A lot of my motivation — probably my biggest motiiem of all was | knew
that if | was doing these subjects for Scholarshaypuld study more for my
level 3 and | knew I'd get extra classes and s@iffin some ways it was a lot
to do with my attaining good level 3 results as mas doing Scholarship.
(Steve, g3, 2008 interview)

On the other hand, no-one indicated that the moyataard was a disincentive.
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The learning community

It appears that the way that Scholarship or highiemement is valued by the
members of the student’s learning community (inclggarents, teachers, peers, and
others) can influence a student's attitude towasilsing Scholarship. This
community attitude appears to affect the level whport a student can expect to
receive from schools and teachers, and either asesethe opportunities a student
has to excel:

One day | was late for school and a teacher wasygoi give me a lunch time
detention which is when Scholarship classes weunt.tlBe DP saw and she
said “don’t make her do detention because she khsl&ship classes”. |
think you got it a bit easier because you were gl@cholarship. (Lucy, g3,
2008 interview)

or reduces them:

...basically not many people go for it [ScholarstipFause they think it's too
hard and too much work and like my year startedatlt a 100 people and at
the end of it 12 passed — Level 3 [NCEA]. Aboutpé@ple were in the year at
the end. [After leaving school] Most students hergd to just drop out or go
on the dole or work in a supermarket. There’s ngteat expectation by the
community to go to uni or get all that much outlieé... (Jane, g2, 2008
interview)

This unexpected finding related not to the studevdtiing of Scholarship but to
their schools’ valuing (or non-valuing) of high demic success. This pertained to
the perception of some students that school exjp@esain relation to student
achievement goals were low and definitely not igrahent with student aspirations
of achieving Merit, Excellence or Scholarship. Tdes-line survey comments and
interview remarks revealed dissatisfaction withlthesl of support they had received
from their school and community. In addition tdsthsome of these students
articulated that where their community held low ecgations for student career
options, these were also matched by school anti¢e@xpectations.

Summary of Findings

Students in this study perceived a range of fadtoisave facilitated their success in
NZQA Scholarship. These factors include: the sutbggea teacher; friends, peers
and family members; and, intrapersonal factordirgao ability, effort, interest and

enthusiasm, persistence and luck. Overall, thelesifigctor that most students
suggest was the catalyst in their success — amdtla¢score code in this grounded

study — their teacher.
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A number of patterns emerged pertaining to studeotsion-making about when or
whether to attempt Scholarship; student partiagpatin extracurricular activities

coupled with an evident increase in participatiodeadership activities in Year 13.
Statistical evidence supported a number of therhes had emerged from the
qualitative data. These included gender respomsésding time to study and giving

up social activities in order to study, with mommiales opting to do both; students
taking subjects that allowed them to try for Mesit Excellence rather than just
Achieved and also finding time to study; and, the&elents’ expectations that they
would gain Merit or Excellence in NCEA. There weetationships identified between
a number of factors pertaining to parents and &achncluding a strong correlation
between students’ perception that their teachers Wweowledgeable in the subjects in

which the students gained Scholarships.

Data from the on-line survey showed that studamthis survey gained more Merit
and Excellence endorsements in NCEA in Year 13 they did in the year previous.
There appeared to be no relationship between dikidaming an endorsement and the
type of Scholarship Award they received. Studemtscdbed variations of school-
based opportunities that were instigated to proeisiichment or acceleration for able
students.

These findings also reported student perceptionsegitive teacher attitude, poor
teacher content knowledge, a lack of teacher ea&pent of success and in some
cases, a lack of school support for high achievénmiédrose students identified these
factors as barriers that had hindered their prejoaraand access to NZQA
Scholarship.

Interpretation of these findings has identifieduaniber of areas that relate to the core
code, that is, the importance of the teacher —fandhese students that was most
often their Scholarship teacher. This code form$ phathe core theme to emerge
from this study, that of the importance of the aeetion between this teacher and
aspiring Scholarship students. A picture emerges sifident who believes he or she
can gain NCEA with an endorsement of Merit or Ebazede and can aspire to gain
Scholarship if he or she forms a positive relatigmswvith at least one teacher. It
seems important to these students that this teathalitates the student’'s
preparation for Scholarship. Students perceivedhisbe achieved through:
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- the provision of appropriate pedagogical approaches

« taking an interest in the student’s achievemerd, an

« making it evident that they, the teacher, beliehesstudent can be successful in
gaining Scholarship.

These successful students also perceive that flwmity and friends or peers are

supportive of their efforts to gain Scholarship.

The next chapter will explore the consequence etéhfindings. It is organised
around two theoretical propositions: a) Catalystd énhibitors b) NZQA Puzzle

Pieces. Consistent with grounded theory, a modelsed to describe phenomena.
The theoretical propositions will provide tentativmderstanding about NZQA

Scholarship and those factors that students pert¢eive influenced their success.
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CHAPTER 6
Theoretical Propositions Grounded in the Data

As described earlier in this thesis, the theoryt #traerged from the data gathered
was intended to generate rather than validate a-lukgted theory (Schraw et al.,
2007). The data fit into two theoretical propasis that have emerged from this
research and are a means of promoting formativaeimndnto NZQA Scholarship

and those factors students consider to have faeitlttheir success. Each of these
themes is described based on data that emergedifisrstudy and should be tested
over time through more empirical evidence and sti&tydent comment is used to
provide the chain of evidence that links these psdpns to the research. These

themes are summarised in Table 14.

Table 14: Summary of themes from the grounded thegranalysis

Making Connections

Proposition 1 — Catalysts, Inhibitors & Proposition 2 — NZQA Puzzle Pieces
Mavericks

1. Role of the teacher in promoting high 2. Interrelatedness of factors that influence
academic achievement high achievement

Two ‘big ideas’ have emerged from these findingsd dhey each provide one
theoretical proposition that describes studentgrons relating to their experiences
and perceptions of NZQA Scholarship. In this cheptech of these will be outlined

and described. As previously stated, the core oayeifpat is evident in each theory
is the role of the teacher as the catalyst in thegl-ability students’ success. It is
important to clarify that these ideas pertain ts gpecific group of high-achieving

students, and further study is needed to investiggneralisation to the wider

population of high-achieving students and/or gited talented students.

Theoretical Proposition 1: Student participation and success in NZQA
Scholarship is either furthered or hindered by hees who act as catalysts,

mavericks or inhibitors in student success.

All student participants in this study were suctidsse NZQA Scholarship, and the
core code describes the student-teacher relatjortisht these students perceived as
critical to their success. Many students reportet they experienced inspirational
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teaching, and their path to Scholarship successpaaed with support from the
student’s family, the school, as well as from fderand peers. For some students,
there was challenge in the process of initiallye@sing NZQA Scholarship and then
gaining the content knowledge required. For thesmglemts the student-teacher
relationship with some of their teachers was flawEdese participants perceived
that in addition to having teachers who did notilitate their participation in
Scholarship, the school and the community als@daib provide the support these
students considered critical to their success. theemes that support and frame this

core code and findings are elucidated below.

Influences on high-ability students’ success

The Teacher-Catalyst

The Teacher-Catalyst is characterised by his orpaticipation in the student
learning process. A Teacher-Catalyst demonstrateghtrough his or her support for
the student’s pursuit of high achievement. Thispsup has several guises and
includes, but is not restricted to, providing adbhal out-of-class support for
Scholarship study that may involve the Teacherdgsitgiving up some of his or her

own time to support students preparing for SchblprsAs one student comments:

...I'd write practice essays to give to her and stufl she’d go over them in
her own time. Just putting in that extra yard(Jane, g2, 2008 interview)

The Teacher-Catalyst is profoundly knowledgeableualhis or her subject and has
strong pedagogical skills that are used to dissaetmithis knowledge. These skills
are demonstrated during interactive lessons anougiir the changed status that
students recognise is accorded to them. Studentgipe their progression to Year

13 accords them a more equal or adult status Ywitin Teacher-Catalyst.

Teacher-Catalysts have positive relationships withor her students through the
creation of a partnership in the learning proc&sss partnership is formed through
the teacher’s aspirations for student successateashared with the student. The
Teacher-Catalyst articulates confidence in the esttid ability to be successful in

Scholarship and this has the effect of raising eti@xpectations and self-belief in
his or her own success. Students perceive thahdnav teacher believe they can

achieve Scholarship is motivation to ‘give it a.go’

...knowing that a teacher thinks that you can dis ienough motivation to
work hard to get it. (Female, g5, 2008 survey)
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This belief may act as an inducement to study hiardrder to live up to those

expectations and not wanting to let the teachemdoy/failing.

These teachers who inspire Scholarship studentsremiddate them towards sitting
the exam assume almost mythical proportions whatesits regale their professional
and personality qualities. They not only hold oredi the student to the body of
knowledge required to compete at this high acaddevel, but their personality
attributes mean that they are able to imbue thhesiasm and love for their subject

into the student.

| was lucky enough to have an amazing teachel"iangl 7" form. [Teacher’s

name] was enthusiastic, passionate, supportivelligent, perceptive, and
inspired me to do well in the subject. She had mue ability to make

learning fun, and make her students determinedheeae. (Female, g5, 2008
survey)

This interest demonstrated by Teacher-Catalystshar specialist subject engenders
their students’ interest in the subject. Studergscqive this shared interest as

important in securing their success.

These teachers’ classrooms are learning laboratevieere the Teacher-Catalysts
provide feedback that makes it clear to studentatwhs the teacher expects from
them and, most importantly, how to improve. Thisdleer-Catalyst is most often the
teacher in whose subject the student is successfgaining Scholarship — but not

always, as one student explains:

There are definitely certain teachers who've enaged me a lot to continue
down the path I've been going and to go ahead mighschooling ... None of
them have taught me Scholarship... (Theo, g3, 20@8view).

Regardless of whether they taught the student ¢dbol&rship, it appears this role is
akin to that of a supporter through the provisidrpositive role modelling and a
daily demonstration of a love of learning. This Geer-Catalyst also promotes

relevance of curriculum content by linking it toeeyday and personal situations.

He made the subject interesting and made me féleligastic about it which
made me enjoy it and think about [subject] in edagysituations which made
me understand it better and therefore get betwultse (Female, g5, 2008
survey)

The Teacher-Inhibitor
Teacher-Inhibitors arebserversof the learning process. They instruct studdmnis,

do not involve themselves with student learninghileiting a remoteness or
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detachment. This remoteness may permeate the sotiaol, generating pervasive
staff and student apathy, with associated low egpens of, and for, student

achievement:

...because we don’t have that many people doingl&cddhip it's not like one
of the main focuses of our school. We usually jugeachers just get more
‘achieved’. (Susie, g2, 2008 interview)

Teacher-Inhibitors may arrive in class without Imgvengaged sufficiently with the
knowledge and content needed to deliver a lesstigteability students aiming for
success in Scholarship. In some instances, thisldthdo the students teaching
themselves from a text. Students identified teachéno had not yet attained the
expertise required for teaching at Level 3 NCEASmholarship, and they were
obviously ill-prepared to transmit relevant knowgedo students. Jane describes her

experience:

Whereas there were a couple of teachers that jdett know their subject
particularly well, or to the level where they couwldtually sufficiently teach
Scholarship ... (Jane, g2, 2008 interview)

The Teacher-Inhibitor's presence was perceived thgents as having a negative
effect on their learning and aspirations. Studeep®rted teachers who only aimed
for their students to gain ‘Achieve’ and no highemMCEA, with occasions where
this decision was made before the teacher had ewmgaged with a class. The
students also perceived that these teachers clbse provide additional support for

students wishing to attempt Scholarship.

... the teacher did end up just teaching us ‘achieaed ‘merit’ questions and
he rarely went into the excellence stuff... (Sugi,2008 interview)

Students identified a number of reasons they pezdeias explanations for the
attitude of Teacher-Inhibitors and the reasons thaye passive observers in
education. Some, they explained, were teachingusectney had nothing else to do.
Others, students believed, were encouraged or ederdo the role of teaching
Scholarship even though they clearly did not hdee qualifications or knowledge

required to teach at this level:

Yes, he’s taught [subject] before but only to thevel 3 level. He doesn't
have a qualification in that area or anything. s & case of, very much a
case of us reading out of a text book because $@thactually done the paper
we’re doing...It's a case of: he leaves us withtéhe book mostly, to learn out
of that. (Theo, g3, 2008 interview)
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The Teacher-Maverick

Where the students in this study identified teachkibitors, they also identified at
least one teacher who has supported them, seendoglyg so in spite of working in

what students perceived to be an environment thatumsupportive of high academic
success. Where these students encountered boredtisillusion with their school's

ability to cater for high-ability students, theyfal support from one lone teacher.

Characteristics of these Teacher-Mavericks inclalléehose described by students
who received support from their inspirational te&xsh as each of these Teacher-
Mavericks are also those inspirational teachersh whbsitive professional and
personality characteristics. These Teacher-Makgritemonstrate their support for
high academic success in high-ability studentspite of students’ perceptions that
other teachers in their school — and members of gokhool community — did not

generally support high achievement.

The Teacher-Maverick gives his or her own time twkwvith these students. When
school has finished for the year, the Teacher-Mekemaintains interest in the
student’s examination results and makes contatt thé student to congratulate him

or her on their success.

Theoretical Proposition 2: There are multiple pieces that comprise the academ
puzzle that represents success in NZQA Scholar€hmifical to them all is the central
positioning of those pieces that represent thetioakhip between the Teacher—
Catalyst and the aspiring Scholarship student. &lpesipheral pieces that complete
the puzzle comprise many other facets of Scholarsimd the connectedness of these

factors is also important in facilitating high aeatulc success.

NZQA scholarship puzzle pieces

Students perceive that the Teacher-Catalyst preuite puzzle piece that adjoins the
successful Scholarship student, with these twoegie@omprising the centre of the
academic puzzle that is NZQA Scholarship. Thereaanember of other pieces that
students perceive as having influenced their sgcaesluding their family, friends
and peers, and intrapersonal motivation factorees€éhsubthemes fit together to
complete this puzzle. The relationship betweeneghksmes is shown in Figure 10.

The central connection in this model of a succeégsdationship is that connection
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between the Scholarship student and the TeachahySatAlso important (but less
so) is the student connection to family, friendsl greers, their extracurricular
activities, their intrapersonal beliefs and thatung of high academic success that
is shared with family, friends and peers. Eachhefsé sub-themes connects to the
student, with the intrapersonal beliefs puzzle g@iatso connecting to the teacher.
The teacher connects with the student, and alsoemt® to a supportive school
management that includes provision for appropriatericulum and learning
opportunities, and to the belief the Teacher-Catatiemonstrates for the student’s

capability.

Belief in student Family, Valuing high-
capability friends and peers | academic

achievement
(N N

M v 1 f 1 L

The Teacher-Catalyst The Scholarship Student

Support from Intrapersona Extra-curricular

school beliefs and activities;

management dispositions increased
Leadership roles
in Year 13

Figure 10: The NZQA Scholarship puzzle

Family, friends and peers

Families, friends and peers are credited with stipyp students, and families are
also credited with articulating their expectatidas high academic success. Where
their family are concerned, this perceived suppg®roften divided with students

describing clear gender roles: the mother occupyire confidante, home-making

role, and the father providing academic support.

...she [my mother] was the person | would talk to.d aelp me with actually
studying and that sort of stuff and just sort ofrenmotivation when | didn't
really feel like studying...(Steve, g3, 2008 interview)

Mainly Dad’s support really, and that's where a ditmy general [subject]
knowledge came from — him being a [subject] teacra now a [subject ]
lecturer. (Sean, g4, 2008 interview)

Some students perceive the support and ensuingypeesas relating to their

ethnicity. They believe it is their duty to availeimselves of opportunities for high
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academic success to redress the imbalance of petdcenequal opportunities for

older relatives.

My granddad came from [an overseas country] andfanyily came from
[country] and we weren't entitled to any educatower there. Um...but | did it
for his honour really to take advantage of thisarpmity that | was actually
given.... (Myles, g1, 2008 interview)

Similarly, some students feel the need to excehbse they see academic excellence

as part of their cultural expectation, the restifamilial pressure to do extra well:

First off, my family and my cultural background bese I'm Asian and
there’s pressure there to do well. (Susie, 2, 20@8view)

For many Scholarship students, their friends anergeatisfy these high-ability
students’ need to compete:

Well, my friends were probably my biggest competitiand we were very
competitive so that was probably our motivatiordtobetter and we wanted
everybody to do well... (Steve, g3, 2008 interview)

Competition is perceived by these students as aeoi improving their academic
outcomes, assisting them to aim high and to wornkddrain order to be more

successful than those against whom they are congpeti

Extracurricular activities

Participation in extracurricular activities proveletudents with opportunities to
demonstrate leadership, and it is an opportuniy thost students avail themselves
of in a range of activities. Leadership is veryportant to these high-achieving
students, and this is shown statistically througgirtincreased involvement in school
leadership opportunities as they reach Year 13is fihding is consistent with the
literature on the relationship between certain &idl extracurricular activities and
high academic achievement in secondary school €&cet al., 2003; Guest &
Schneider, 2003).

Appropriate curriculum and learning opportunities

Being given the opportunity to fulfil self-expeatats of high achievement is crucial
to these students. They recognise these oppodsniien they are offered, and avail
themselves of them even during out-of-school hdamportantly, this group of high-
ability students — most especially the females his tgroup — are prepared to
relinquish social activities in order to prepare iigh academic success where they

perceive they will be successful.
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| gave up a couple of sports. And | went on withsialbut then | also stopped
attending a couple of practices for concerts anff & study....pretty much
throughout the year... | used to work three days ekwéhen | only worked
one...During exam time | would just take work off wouldn’t work at all.
(Lauren, g2, 2008 interview)

With the perceived support of their parents andrtBeholarship teachers, these
students make their goal ‘high academic succedséyTaim high,expectingto

achieve Merit, Excellence or Scholarship. Highligbistudents acknowledge
opportunities they have had that have enabled thenork with others who want to

do well:

The classroom was one where all the students waatdd really well. Two
thirds of this class ended up with Scholarship. Tdeching was aimed at a
high level — we had lots of discussion and inteoast The teacher really
helped with that by making lots of resources awddéldo us...heaps of exams
that had been marked...we could write practice yessahe made lots of
options [available] for us. (Jono, g5, 2008 intew)

These classrooms have discussions that are femmlitay teachers who demonstrate
their knowledge of their specialist subject, whe aot afraid to share the power in
the classroom with these students. They encounadj@valcome participation.

Also valued is constructive criticism given as fieack that provides focus for high-
ability students, enabling them to improve theirkvand move closer to their goal of

high academic success.

Intrapersonal beliefs and dispositions

Intrapersonal beliefs that relate to ability, effonterest and enthusiasm, persistence
and luck are one piece of the NZQA Scholarship RuZnterestingly, this piece
connects not only to the student but also to theher and is the only piece to do
that. Students who perceived ability, effort, pgesice or luck as the reason they
were successful, relate these beliefs to persartdas/our, perseverance, being lucky
or being very, very able:

| knew | was capable of achieving at the highestllan history because of my
past results and my teacher’s encouragement ofaimg dcholarship. | knew
that if | put the work in the ability was alreadyete and | just had to build on
it. (Female, g4, 2008 survey)

The connection between intrapersonal beliefs aratAer-Catalysts comes through
the intrapersonal belief, interest and enthusiasihis group of students has

identified the importance of role of the Teachertalist in engaging them in
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learning, sustaining their interest, and through ¢émgendered enthusiasm for that

teacher’s specialist subject:

| think that both my own and my teacher’s enthusidsr my subjects played
a crucial role in me achieving scholarship. Thiared enthusiasm made it
considerably easier as studying for the exams wasahd interesting rather
than a task... (Female, g4, 2008 survey)

Support from school management

The ways in which a school values high academigéesement is reflected in the
teachers and students within the high schools. revsieidents perceive the school as
supportive of high academic achievement, they asfarearn their place on the
school’s honour roll or to receive the equivaleatni of recognition. As Steve

articulated:

...in at my school, up in the assembly hall thege'soard of all the awards
which have been given out... Scholarship past stsdaver the past years. |
always look at it whenever [I'm] at assembly. lévays like there in your
mind — for me it’s kinda like part of my motivatido get my name on the
board because then I'd be remembered | guessasovits something to aim
to. (Steve, g3, 2008 interview)

Teachers are inspired to grow capacity within iculum teams, to facilitate high-
ability programmes that engender enthusiasm ngt amiongst the learners, but also

amongst the teachers.
...to invite them [department staff] to deliver a $ean in front of their
colleagues and students. So what they then did tivag, spent hours — you
have no idea how many hours they spent prepariisgtiimg. They had to
cover ... in one lunch time. It had to be your ‘toptah delivery’ ...What it
has meant is that it has increased 200 fold thehtga’ performance in terms
of what they can do inside their classroom... i§Jtéacher 2008 interview)
Where management also reflect these views:
They encouraged me quite a bit. In assembliesshelypeople should do it.

a cyclic process in enacted. This process is showigure 11.
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Management Teacher

support for high- commitment to
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achievement success

Student
aspirations for
high-academic

success

Figure 11 The cycle of high academic achievement

Thus the jigsaw that is the NZQA Scholarship Puzgleomplex and makes it
evident that based on these students’ perceptionse students who achieve success
in NZQA Scholarship are influenced by not one, $®iteral different factors. It is the
relationship between these factors that suppoeis arning process, supported by
the two centre pieces that form a connection. Ithat connection between the
Teacher Catalyst and the Scholarship studentghbate students perceive is critical
to their success.

The next chapter will examine how the propositidisn the study relate to the
boarder literature on gifted and talented studeFiss analysis will be followed by

some implications for both theory and practicetezldo educating students for high
academic success as well as suggesting areasfigtbrthrough this study, that

require further research.
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CHAPTER 7
Discussion

Factors that Facilitate High Academic Success

This thesis makes a unique contribution to theditee and research pertaining to
students who have demonstrated high academic yabHtevious research has
reported on the personality and professional charatics of teachers of the gifted
(e.g. Chan, 2001; Mills, 2003; Vialle & Quigley, @®). In contrast, this study
provides new information about the characterisacsl activities of mainstream
teachers who were seen as having been particuhstipimental in their support for
high-achieving students. This research was nd@jiraily designed to investigate
these teacher characteristics, but was insteadséocon factors that Scholarship
recipients perceived to have the greatest influemcetheir success. Successful
Scholarship students claimed it was their teach®y had the greatest influence on
this success. The reasons they gave to suppont theice included the most
compelling explanation: the connection they esshigld with at least one teacher.
This connection assumed even more significancéhfuge high-ability students who
were attending schools where they perceived thatctliture was not particularly

supportive, and it did not engender high acadenmtcess.

There are some areas of overlap in the existingarebh regarding teachers who are
effective in working with students who are gifteBor example, Vialle and Quigley
(2002) reported that older (Year 11) gifted studeprieferred teachers’ intellectual
gualities over their personal qualities. In a sefgastudy, Vialle and Tischler (2005)
identified that gifted students prefer teachers wdwmonstrate both favourable
personal and intellectual skills in addition to ngsia range of pedagogical
approaches. Students who attained Scholarshiplasiynireported that their
relationship with their teacher was important, dhdse students also appreciated
teachers using a range of pedagogical approachdisgeminate information. They
perceived that pedagogical approaches that encediray range of learning
experiences enabled the teacher to assume thefraeilitator, an idea that was also
identified by Riley et al. (2004) in their New Zaal report investigating approaches
to teaching gifted and talented students. KaneasklyKeighley (2003) identified the
importance of teachers of the gifted demonstratiad they care about their learners:

this finding was also true of these Scholarshipdetis who commented on the
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significance of teachers articulating belief in gtedent’s ability to be successful. On
the other hand, Robinson (2008) noted that thealitee and research in gifted
education has focused on describing and documetesxcher characteristics rather
than establishing links between teacher charatitsriand student achievement in
schools. This Scholarship study has done this émtifling links between teacher
characteristics and high academic achievementpastesl by a large sample of these
students.

The insightful recounts of these high-ability statdeprovide detail of what really
matters to students seeking high academic sucsasient self-report in surveys and
substantive in-depth interviewing revealed that weachers say and do makes a
difference to their learners. These Scholarshipprets responded strongly to
teachers articulating belief in student capabiliyd connecting this with high
academic success. They retrospectively observed hlidng a teacher express
confidence in student success provided the motimatd work hard to fulfil that
expectation. Students said that having teachers stiaoed their enthusiasm for a
subject meant they worked harder. They also affirnigat teachers who were
knowledgeable in their own subject and the NZQAteysscaffolded students and
prepared them for success because their knowledtjdezl them to predict the focus

of examination questions.

This study identified the importance of contextstudent learning. Schools that
facilitated high academic success were more likelyhave teachers in their
employment who shared student aspirations for ratigi Scholarship. Students
expressed a view that in schools where the pemesahool culture did not
encourage academic excellence, there were fewkrvating to support students
aiming for high academic success. Students recedrtlsis and the limitations this

restriction placed on their aspirations for success

This research provides an important contribution the gifted literature by
identifying that relationships between high-abildyudents and their teachers are
critical factors in student success. These teachexse appreciated for their
competence in the subject of interest to the stiydeuat students additionally
emphasised that it was the connection with thehirae including the expression of
high-expectations of student success — that maeedifierence for them. This
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finding provides a unique contribution to giftecsearch; where other studies have
hypothesised links to student outcomes (Robins608Pthis research has identified
what has already worked for high-ability studentbis study has gone beyond
identifying what students and teachdmlieve matters in the education of gifted
students, identifying instead what actudigs mattered and made a difference to the

achievement of these high-ability, successful Satsbip students.

Limitations

Certain limitations of this study need to be acklemlged before discussing any
implications of the findings. Firstly, despite hagia relatively large sample, it is not
known if this sample is representative of the laqgepulation of gifted and talented
secondary students or even of Scholarship studertsther research of academic
giftedness is needed to investigate whether thenpatidentified here are supported
in the wider population of students performing la¢ highest achievement levels.
Further use of mixed-method research could incllodgitudinal data. These data
could offer insight into a number of aspects pertg to high-ability students,

including student preparation for examinations lIKRZQA Scholarship that

acknowledge high academic success.

Secondly, the students’ self-reports were completgbspectively and it is not
known if they might have yielded different respabad they been completed prior
to the students sitting for Scholarship. We do kadw if these obviously salient
memories were completely accurate in characterisiveg kinds of supports that
actually occurred. It may well be that teachersthars, fathers, friends, and even
the target students themselves show subtle diffesenather than matching exactly
the major findings reported here based on the garaed interviews after the fact.
As all the data in the present study were retrasgedurther research is needed that
monitors students, teachers, and others througheuactual processes of preparing

for high academic success.

A third limitation pertains to the low numbers afident participants from quintiles 1, 2
and 3, when compared to the numbers of participhiota quintiles 4 and 5. As
mentioned, these data mirror those numbers of stsidgted on the NZQA website
gaining NCEA external credits across all decildsatTsite shows fewer students gain

external credits in low decile schools, compareith wiudents from high decile schools.
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Reasons for this discrepancy evidenced in thisydtaste not been identified, and this is
one area that indicates the need for further relsetar identify why there are fewer
numbers of successful students in low quintile stshaand higher numbers in high
decile schools. It would also be interesting tovelehto the ethnicity of students who
gain Scholarship, and again, this is one areawhatnot identified in this study, but it

could provide valuable information for teacherstofdents from all ethnicities.

This study did not set out to gain students’ petioeg of negative experiences on
their path to Scholarship examination. Had theggatine responses been predicted,
the survey may have been designed differently ttectomore data around this
perception. These data could have provided gréageght into those students with
negative perceptions, the type of teaching theydxgerienced and the identification
of any possible commonalities between them, indgdichool quintile and ethnicity.
Interestingly, there are two sets of students shisly did not identify: those high-
ability students who were not successful in gain8agholarship and those high-
ability students who chose not to sit ScholarsHiad this research included students
in Year 13 who fell into either of these categariésnight have provided data that
further explained internal and external factorg #tadents perceive to facilitate high

academic success.

Connections

The first theoretical proposition as discussed imaler Six identifies that student
participation and success in NZQA Scholarship thegifurthered or hindered by

teachers who act as catalysts or inhibitors in esttgl success. This proposition
purports what students’ perceptions of teachers #rat those who engender
students’ success are supportive of the studemtsfdy high academic success.
These teachers are seen as Teacher-Catalysts crefddavericks, and both types
of teachers share many characteristics includirer tvillingness to go beyond

classroom time to support students aiming for haghdemic success. Additional
support has multiple guises including the provisadradditional classes, access to
appropriate and relevant material and the provisibpedagogical approaches that
assist in engendering high academic success. It lwasthesised that students
perceived the teacher in whose subject(s) they edairBcholarship was

knowledgeable in that subject, and this was foumde the case. Students also

perceived that their Scholarship teachers were @tigp of students’ study for
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Scholarship and expected them to be successfudddition to taking a personal
interest in students and following up to make contaith them when exam results

became known.

Students perceived instances where other teaclagrs\dt supported them in their
guest for high academic success, expecting indtetd Achieve’ was an adequate
pass. There was also a perception by some stutleitsvhere there were teachers
who aimed for ‘Achieved’ and no higher, the sch@@., management) shared those
low expectations. Nonetheless, each of the studerttss study were successful in
Scholarship and those students who experiencetiédesaevho inhibited their access
to Scholarship, also experienced one teacher wtiueed, motivated and supported
them in their pursuit of high academic successnkrnghose schools where teachers
and other staff members were not seen to be supgdrigh academic success for
high-ability students, there was at least one telaphepared to be a maverick, to
strike out alone to support a student aiming taem@hScholarship success. Further
research is needed to investigate the existensadbf “teacher mavericks” and their
personality and professional characteristics. \ditethey, how do they manage to
work against the tide of a school that is seemingiyterested in high achievement,
and how do they need to be supported to continubeteffective in promoting
students? In what ways do schools support teaetteosgive up their own time to
champion these high-ability students? Furthermade, the personality and
professional characteristics of these Teacher-Mekeralign with those of their
high-ability students? Teacher-student congruenas heen shown to be an
important factor in the success of high-abilitydants (Feldhusen, 1997). Mills
(2003) suggests that teacher personality and degrstyle may play a role in his or
her effectiveness in teaching gifted students, wighly effective teachers preferring
themes and concepts that are abstract, in addibodemonstrating flexibility,

objectivity, and showing openness.

It is possible that the Teacher-Catalysts and Texaktavericks intuitively recognise
these qualities in themselves and in their studemd that this could have influenced
their efforts to support these students toward$ lagademic success. This idea
requires further empirical testing, and findingsildoassist principals in identifying
teachers who would best meet the needs of higityalstudents aiming for high

academic success.
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In contrast, the Teacher-Inhibitor's lack of sugpfar student success may align
with that literature identifying external factorsat influence high-ability students’
success (Feldhusen, 1997; Robinson, 2008; Viall&digley, 2002; Vialle &
Tischler, 2005). These international researchaggest that gifted students have
identified preferences for particular teacher digdiand included in these are many
that the students in this study perceivedaa&ing in those teachers they considered
to be inhibitors of their Scholarship access andcess. These teacher qualities
include intellectualism, subject matter expertesgersonal rapport with high-ability

learners, and enjoyment of teaching them.

Alternatively, it may be that the students in tl8sholarship study who were
disappointed by the level of support they receifreth some teachers share those
qualities highlighted by Reis et al. (2005) tha atentified as protective factors that
build educational resilience. Those protective dexctReis et al. (2005) have
identified align with some of the findings that wealso evidenced in this study
where these New Zealand students of high abilgp atcognised the importance of
supportive adults, friendships with other achievstigdents, opportunities to have
advanced classes, participation in multiple extnacuiar activities, their previous
association with a gifted and talented programnug #me development of a strong
self-belief that was evidenced in students’ deaosigertaining to their future
pathways. Perhaps the most significant findingRafis et al. (2005) was the
conclusion that one necessary protective factotferdevelopment of resilience was
the presence of at least one supportive adult.s Tihding appears to align greatly
with the findings of this NZQA Scholarship study evh students perceived that
where they were unsupported by other teachers lavokananagement, they each
found one teacher — the Teacher-Maverick — with mtbey formed a connection
that ultimately led to their high academic success.

Although there is a growing body of literature theentifies characteristics of
teachers of the gifted, it does not necessarilyruss students in ways that help them
to manage a situation where they encounter a Tedchibitor. What processes or
procedures are open to students who have theiratisps for high academic
success, blocked? Other than the Teacher-Mavewbk, else within the school
supports these students? Consideration needsgwvére to one other group of high-

ability students who may or may not exist. Thisugproare those students who
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encountered Teacher-Inhibitors and did not findeacher-Maverick. What data are
available that can identify these students, ande etientified, how can this situation
be remedied? Do these students exist and who Aybree — is supporting their
aspirations for high academic success? The studetiiss study perceived that their
families were supportive of them and that they exgakthem to be successful. What
of those students whose families did not suppa@tnthare they present in groups of
high-achievers? Do they accept lesser achievemmahicaver their expectations of

success when they find themselves unsupported?

Reis et al. (2005) discuss support networks estaddi within schools that can
provide protective factors that contribute to tleyelopment of resilience factors in
high-achieving students. These protective facts® align with some of those
findings of this study. For example, Reis et alDQ®) identified the presence of
friends and peers who also aimed for high academitevement as a protective
factor, and while this was true for some of thalstis in this Scholarship study, it
was not true for all. This area pertaining to fesite and those factors that protect
students is deserving of greater empirical invesiog, perhaps most especially in
those New Zealand schools that match the profiléghoke in which Reis et al.
studied, where students are classified as “ecoraiyiclisadvantaged, ethnically

diverse, academically talented” (p. 110).

Research not only describes mentoring programnaiétve supported gifted students
but also discusses the important place that rolgetiiog can have in a mentor-mentee
relationship, especially those established withdestis from low socio-economic
backgrounds (Speirs Neumeister & Rinker, 2006)s Biudy did not identify those
people who specifically fill a role in which theyeadesignated mentors. However, it
appears that many New Zealand teachers perforne ttesponsibilities that others
describe as mentoring, including helping studemtilfil their potential and modelling
life-long learning (Bisland, 2001; Speirs NeumeigieRinker, 2006). Students perceive
that their Scholarship teachers provided suppattehgendered high academic success.
What remains unclear is whether these teachersiwéaet mentors to these high-ability
students or whether the role of mentor is intringithose teachers who support high-
ability students. Is this mentoring role the comgdnthat is missing in those teachers
who inhibit access to high-achievement? Furtherprame wonders if this is something
that can be taught to teachers, a skill they cantat will improve academic outcomes
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for more high-ability students. This requires ferthtesting and, if found to be an
important component of the teacher’s role, theroran&l mentoring induction and
training programme such as those described inritgenational literature (Rhodes &
DuBois, 2008) ought to be introduced for all teasheho have contact with students

aiming for high academic success.

The students in this study reported a number ohieg opportunities that were based
on their ability and not their age. These includady entrance to Scholarship and the
NCEA material, in addition to gaining early entrario university courses. This latter
provision — known as dual enrolment — has beengresed in international literature
as a means to promote improved academic outcomezble students (Davidson &
Davidson, 2004; Rinn, 2007). Not identified in tBisholarship study was the extent to
which these New Zealand students were able to sceegersity courses while at high
school; for example, how many papers did they @hke at what level were these
papers? It is also unclear whether students Wiect@ select courses across the whole
university or were restricted to particular facsti When these students chose early
entrance to university, did they go alone or attiestlires with a group of high-ability
high-school peers, ostensibly providing supportefach other? It would be interesting
to find out how readily available this type of legng opportunity is for high-ability
students, and whether schools make this offeruibesits or students need to approach
the school. Rinn (2007) suggests that some eathprece programmes enable gifted
students to omit all or part of their high schoehss, thus entering university at an
earlier age than would usually be expected. Thatwe a finding in this study, and it
is not clear whether this is an option for highlibistudents in New Zealand.
However, further research — especially longitudneakarch that provided evidence of
student achievement following dual enrolment aversity — could glean important
information for schools, for high-ability studerdasd for their parents as they work
together to identify appropriate educational opjaties. Also unclear from this study
is whether New Zealand students are being givenoiortunity for curriculum
compacting, described as a process whereby cumicis condensed to enable the
student to progress more quickly through the gré8alivan & Rebhorn, 2002). This
aligns with the idea of early entrance to univgraitd once again, is an area deserving

of greater empirical research.
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The second theoretical proposition is that theeeraultiple pieces that comprise the
academic puzzle that represents success in NZQAl&ship. This propositiomay
explain why some students persevered with theit gb&cholarship despite their
perceptions that they encountered negative atstuftem teachers or school
management. In contrast to their perceptions thatschools were not supportive,
these students believe their family, their frieadd peers did support them. They were
confident that their families believed they woulel uiccessful in NZQA Scholarship,
but it is not clear why they held such beliefs #min where they had stemmed. Did
the beliefs come from their parents or from settialisation? The level of a parent’s
education has been previously recognised as arfilctbe success of gifted students
(Bloom, 1985; Csikszentmihalyi et al., 1993). Thais not tested in this study; rather
students volunteered the level of their parentsicatdon during interview. But one
surprising aspect of student contribution was the they saw each parent filling, with
the father providing much of the academic suppod the mother providing the
environment that was conducive to study. One dagonder: where did these beliefs
come from? What is happening within families thaggests the assigning of these
roles? If a question pertaining to parents’ rolesScholarship preparation had been
asked in the on-line survey (and not having appkeasea response to other questions),
would the same response have been given? Wouldét thffered across quintiles and
between genders? There appears to a paucitytetl diferature to support or refute
these findings — that fathers hold academic knogdezhd mothers the skills to make a
home comfortable. However, one study that investgjgender and parents found that
mothers had greater knowledge about the daily iaesvof adolescents than fathers
(Updegraff et al., 2009). One can speculate reaforikis — perhaps some fathers are
working longer hours than mothers or, in the NevalZed study, perhaps it is the
oldest child in the family who is preparing for 8tdrship so the father works with
him or her while the mother devotes her time toybenger siblings — but as causal
factors were not identified in this research, thislearly one other area that requires

greater investigation.

Friends provide moral support and competition #tatlents in this research describe
as important in engendering higher academic outsomigterature has suggested
that gifted students learn best beside like-mingdedrs (Colangelo et al., 2004;
Eckstein, 2009; Gross, 1994; Rogers, 2004 Schud?)1 This appeared to be true
of a number of students in this study but not trmreall students. As Reis et al.
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(2005) identified, the presence of friends and peeho also aimed for high
academic achievement serves as a protective facsbrit is important to note that
there were students who preferred to work alond, @thers who identified that
working one on one with a teacher was best for th€een (2004) suggested that
gifted students in New Zealand have experiencestrixtion working with peers who
do not share their work ethos. That was not evidenthis Scholarship study;
moreover, it appears that students — rather thavighng one collective description
that is their perception of the role peers plathigir success — provide descriptions of
differing roles that peers may hold in high acadesuccess. Those factors that
determine these roles are not clear but perhape agein, this is something that may
pertain to students’ gender, school quintile oerpérsonal factors that influence

student motivation.

There were students in this study who claimed tiey not needed to study, because
they perceived that they had the ability to pickagmcepts quickly and this negated
the need to prepare for Scholarship. One wondeis fact these students were
underachieving and whether their needs in termsregkiving an appropriate
curriculum were being met. It would be interestbogcompile a profile of these
students and to follow them longitudinally to gawgeether they continued to show
high academic success in examinations, to deteriitieese high-ability students
continue as high-achievers or whether this seltulesd lack of challenge leads to
disengagement and a perpetuated cycle of undevachent. There is research that
suggests students’ perceptions of ability relatesenstrongly to their perceived
attainment value and intrinsic interest than to pleeceived utility value (Eccles &
Wigfield, 1995; Meyer et al., 2006). This Scholapsistudy also identified the
importance students perceived in being interestedeathusiastic about their study,
with many students linking this to the enthusia$mirtteachers also had for these
subjects. These findings align with internationakeaarch that identified ‘high
academic intrinsic motivation’ that is also termgdted motivation’. Gottfried et
al., (2005) and Alexander and Schnick (2008) skzee understanding of what it is
that motivates gifted students, separately conotydhat this is complex and linked
not only to socio-cultural factors but also to @axitand student motivational history.
Similarly, this NZQA Scholarship research foundtthavas not only interpersonal
factors that influenced students, but their connastwith family, their peers, and —

most importantly — their teachers.
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A number of factors relating to high academic aohieent have become apparent
through this study, and these are addressed ineTHhIl These relate to three key
stakeholders in NZQA Scholarship: high-school gpats, teachers and, students

aiming for high academic success.

Table 15: Questions for stakeholders in NZQA Schotahip

Principals Teachers Students
In what ways do I... In what ways do I... In ...
...co-establish the goals of ...let students know | believe ...what ways am able to
high achievement with our  they will be successful? identify those teachers who
students and their parents, and will support me in my goal of
make sure these goals are gaining Scholarship?

reflected in our community
and with all my teachers?

...ensure | select Scholarship ...encourage student ...what ways am gjoing to
teachers who demonstrate  discussion and interaction in gain academic support if my
personality and professional my classroom? teachers are indifferent or
characteristics commensurate unsupportive of my bid for
with those identified in Scholarship?

research and literature as
being characteristics which
facilitate high academic
success in able students?

...demonstrate to my teachers...prepare myself to teach ...choosing my Scholarship
and students that | value students of high ability? subjects, will | base my
Scholarship? decisions on my interest and

enjoyment of subjects?

...provide professional ...assist students to achieve
development for all teachers ‘Merit’, ‘Excellence’ or

and management to ensure Scholarship?

they are cogniscent with the

principles and practices that

support the education of high-

ability students?

...establish and maintain ... align my practice with
relationships with tertiary literature that identifies teacher
institutions to provide my personality and professional
most able students with early characteristics that facilitate
access to university? high academic achievement?

Future Directions and Conclusions

The aim of this research was to identify those diactthat high-ability students
perceived to be the reason they were successNIE@®A Scholarship. The goal was
to identify some indicators for high-ability studentheir teachers and their schools
that provided suggestions for ways in which theyldodfacilitate high academic
achievement. These indicators were grounded imlee¢e and supported by

134



theoretical propositions and literature. Indicasicare that although some factors
have been identified, there are many more aspedisis study that require further

longitudinal research to help reveal meaningfubtiehships between students and
their teachers, their families, their peers andé¢himtrapersonal factors that explain

the beliefs students hold about what it is thdugrices their motivation.

Nonetheless, this study has implications for highig students, their teachers, and
school management. Screening that takes into ateot@acher’s ability to not only

demonstrate their willingness to work with high{abistudents, but also share with
these students a preference for themes and conibeptare abstract, in addition to
demonstrating their ability to be flexible, obje®tj and open, is long overdue.
Clearly, not every teacher who works with high-@pistudents is suited to this role.
Professional development that focuses on developgaghers’ capability and

awareness of those factors identified as factasfdcilitate high academic success
is also important. Literature has identified thaadhers of the gifted and gifted
students’ characteristics are often aligned (Feddhuy 1997; Mills, 2003) and

knowledge of these characteristics may assist ipaf to identify those teachers

who can best meet the needs of their most ablestsid

This study has identified a relationship betweeghiability students demonstrating a
willingness to spend time studying subjects in Whieey believe they can be successful,
and that student perceptions of the importancentgirpersonal factors can relate to
students’ gender. Perhaps most significant wasttlteents’ perspective on those factors
they need in order to excel. These include famifypsrt, some peer and friend support,
and most importantly of all, they need knowledgedbachers who have expectations of
high academic success for their students. Theygnes® that they need teachers who are
able to share with their students their own en#mmiand interest for a subject, and
these factors help students to persist in thetiesubecause they too are interested in
what they are learning. Further research into thastors that determine student
resilience could provide a focus for improving amadc outcomes for high-ability
students who perceive they are not receiving thpatithey need in order to attain high
academic success. Finally, further investigatiothefdimensions of successful student-
teacher relationships could identify how these ections are established and how they
can be promoted and nurtured in other studentsgbtdbility and their teachers, thus
providing a new and promising direction for the eation of high-ability students.
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Appendix A

Zigzag Data Collection and Analysis to achieve &dion of Categories

Data Collection

2008:Teacher
interviews 1 & 2

Close to saturated

2008: 2% round of
interviews

2008: f'round of
Student interviews

2007: 4" and
subsequent Student
interviews (Pilot
Study)

2007: £ 2and &
Student interviews
(Pilot Study)

(adapted from Creswell0)
Topics Arising from the Data
* In-school teacher professional development

» The school’s internal approach to Scholarship
* Influence of peers/family/friends/teachers

=

* Valuing of Scholarship — school & student

=

 Learning environment

» School contact post Scholarship

» Teacher attributes

» Scholarship classes
 Learning environment

* Decision to go to university

* Influence friends/family/peers
 Study routine

» Delay in gratification

Motivation orientations

Role of monetary incentive

Source of Scholarship information

—

Teacher - Classroom environment

Enrichment work/classes

Pedagogy

Influence friends/family/peers

Motivation orientations

—
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Appendix B:

Indicative Student Interview questions for Semi-stuctured

Interviews

Can you describe a successful Scholarship teacher?

How do successful teachers manage class discu&sions

In what ways did the teacher teach — white board pens...?

What role —if any- did your friends or peers playybobur success?

What role do you think family’s play in studentstsess?

During study week did you give up other activitresrder to study?

What role do you think family play in students gesnccessful?

What sort of things do families say or do to ledsints know they support them?

Do you think it's more important family believe jlbue successful, or your

teachers?

Do you think the money offered for Scholarship amscentive for students to sit?

When do you think people decide to go to univétsity

Were you in any gifted or enrichment classes abaiéh
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Appendix C

Project Title: Factors Influencing New Zealand’s Top Students’

Academic Ach...

Welcome! This survey ought to take you no longer than 20 minutes to complete.

As you indicated on your consent form, you understand that as a participant you have the right to:
* Decline to answer any particular question;

* Withdraw from the study at any time prior to data analysis (24 May 2008);

* Ask any questions about the study at any time during participation;

* Provide information on the understanding that your name will not be used;

* Be given access to a summary of the project finding when it is concluded.

SECTION 1

This section contains descriptive information

1. National Student Number:

2. Name of school:

4. Student Status

l:l Domestic NZ/permanent resident

l:l Internaticnal

5. In 2007 it became possible to have your NCEA certificate endorsed with
an overall grade. If you gained an overall endorsement of Merit or
Excellence, please indicate in the boxes below.

Merit Excellence

Level 2 O O
Level 3 O O

SECTION 2

In this section I would like to find out more about you. For each question, please check the boxes with
the answer that is most correct for you.
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6. Which of the following awards have you attained? Tick as many boxes as
applicable.

I:I Single Subject Award(s)

|:| Top Subject Award

|:| Scholarship Award

l:‘ Qutstanding Schelar Award

|:| Premisr Award

7. Please specify the subject or subjects that you gained an award for.

Single Subjects Award | |
(s)
Top Subject Award | |

Schelarship Award | |

Outstanding Scholar | |

Award

Premier Award | |

More about you contd.

8. When did you decide to attempt Scholarship?

|:| Term 1 of the year I sat Scholarship
|:| Term 2 of the year I sat Scholarship
|:| Term 3 cof the year I sat Scholarship

|:| During the year previous to the one when I sat Scholarship

I:I Other (please specify)

9. On average, about how many hours per week during study leave in the
year you sat Scholarship did you spend preparing for Scholarship
examinations?

|:| Up te 5 hours

I:I 5 - 10 hours

|:| 10 - 20 heurs

I:I More than 20 hours

SECTION 3

This set of questions relate to my interest in learning about the people and things that may have
influenced your success in Scholarship.
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Please rate the extent of the possible influence using the scale provided by checking the box beside the
number that most closely matches your opinion.

= no influence at all

= this had a little influence on my successful results
= this had some influence on my successful results
= this was a big factor in my successful results

L)

10.

My ability in the subject
{s) influenced my
success

The effort I put into
studying for
scholarship influenced
how well I did

The interest and
enthusiasm I had fer
the subject influenced
my success

Luck played a partin
my success

My persistence in

O O A
O O A
O O A
N O I

studying and working
hard played a part in
my success

SECTION 4

Please choose and rank the three people who had the greatest influence on your Scholarship results (1
= greatest influence).

11.

teacher(s)

mother

father

sister

brother

other family member

mentor

friend

friends

principal

coach

other

12. If you answered 'other' please specify who this person was (e.g. my
grandfather)
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SECTION 5

This question asks you to consider the greatest OVERALL influence on your successful Scholarship
results.

13. Consider all the previously mentioned factors that influenced your
successful Scholarship results (ability; effort; interest and enthusiasm; luck;
persistence; or any of the people who influenced you) and select the ONE
factor or person that you feel was the GREATEST OVERALL influence.

Please explain your choice.

SECTION 6

Your answers to these questions will help me to understand more about the 'you' factors that impacted
on your success. Please indicate by checking the most appropriate box.
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14.

not at all true mostly not true scemetimes true
The subjects I gained I:I l:‘
success inare subjects
that are valued in my
culture
I found it easy to
understand the
subjects I gained
schelarship in
Compared to most
other students at my
school I find academic
tasks relatively easy
I find it easy to
concentrate in subjects
I am interested in
1 enjoy and welcome
new experiences (e.qg.
challenges)
During the year I sat

oo O O
oo O o O
I I O Y B I

Scholarship, my
teachers thought that 1
was a strong student
academically

I expected to get
Excellence or at least
Merit when I did NCEA
I always find time to
study the subjects that
1 think I will be
successful in

In NCEA Levels 1, 2 D D D

and 3, I took subjects

1
1 [
1 [

that allowed me to try

for Merit or Excellence,

rather than just

Achieved

1 think being D D D
successful in

Scholarship is

impeortant for my future

goals in life

1 strive for Merit or I:I l:l I:‘
Excellence even when I

den’t need this to

achieve my goals

Some pecple find they l:‘ I:I l:l
need to give up social

activities during study

break, to help them

focus on study., Was

this true for you?

This section looks at some of the people who may have assisted your success.

always true

L]

I A O s 0 e

m m

SECTION
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15.

net at all true mostly not true sometimes true always true
My family are I:‘ I:‘ |:|
supportive of my study
for Scholarship
My parents expected l:l
me to achieve
Scholarship
My teachers were l:l
supportive of my study
for Scholarship
My teachers were l:l
knowledgeable in the
subjects I gained
Scholarship in

[]

I
HEE EN

[]
[]
[]
My teachers expected D

me to succeed in
Scholarship

SECTION 8

This section looks at your activities and interests during the past 3 years. Please list any extra curricula
activities you were involved in.

16. Please list any activities you were involved in during your last 3 years at
high school.

Athletic activities e.g. sports | |

School clubs e.g. debating | |

Performance clubs e.g. | |
choirs, kapa haka

National or internaticnal

teams

Competitions | |

Special/advanced/accelerate | |

classes

Part time employment

Community work

| |
| |
Church | |
| |

Other

17. If you answered 'other’ please specify what this activity was.
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18. In a typical week, estimate how many hours you might spend on all the
above kinds of organised activities?
Year 11 Year 12 Year 13

Athletic activities e.g.
sports

School clubs e.g.
debating

Performance clubs
e.g. choirs, kapa
haka

Leadership role(s)

Naticnal or
internaticnal Teams

Part time employment
Community work

Church

[N

[N
LLTIRTH

Other

19. If you selected 'other' please name the activity and specify the time
spent on it in a typical week.

SECTION 9

Please list any awards or achievements you were recognised for in your last 3 years at high school,
including any leadership opportunities you have had.

20.

Year 11 | |

Year 12 | |

Year 13 | |

SECTION 10

This final section asks you to describe your current plans for the future.
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21. Now that you have attained Scholarship, what are you most likely going
to do? Pick up to three things on the list below with:

1 = first choice
2 = second choice
3 = third choice

(n.b enter only numbers - no letters)

Go to university | |

Attend another tertiary | |

education programme
like a pelytechnic or

wananga

Enrol in & vocational | |

programme to prepare
me for work

work full time | |

Work part time while I | |
decide what to do

Travel, maybe | |
overseas

Get married and/or | |

start a family

Just hang cut while 1 | |
decide what to do

Go overseas for a | |
while, then do a

tertiary degree here in

New Zealand

Go overseas to work | |
indefinitely

Go overseas for | |

tertiary study

Do professicnal sports | |

full time

Continue with my high | |
school/college studies
{i.e. Year 13)

Other (please specify) | |

22. You're done! Thanks so much for taking time to complete this
questionnaire. Please use the box below to add any additional information
you would like to include.
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Appendix D

TE WHARE WANANGA O TE UPOKO O TE IKA A MAUI

T8 VICTORIA

‘ UNIVERSITY OF WELLINGTON
Dtd

Monday 07 April 2008
Dear Student

My name is Jenny Horsley and | am a PhD studeRiabria University. Following
your success in the 2007 Scholarship examinatiompuld like to congratulate you
and invite you to participate in research that ciers the range of factors that have
facilitated the achievement of New Zealand’s giféedl talented students. The purpose
of this research is to help gain a better undedatgrof the things that have assisted or
inhibited Scholarship examination success.

You are being asked to complete this on-line goeséire on a voluntary basis as
someone who has achieved at a very high levekilNdw Zealand education system. |
have included a consent form which requires yowgnaiure if you agree to
participate. Any information you provide and younsavers to the questionnaires will
be kept confidential and only | will know your itignfor purposes of coding the data.
On the consent form | have also asked you to ineligaur willingness to be contacted
for a follow-up telephone interview. This questiaine@ and the project have been
reviewed and approved by the Human Ethics Comméte¥ictoria University of
Wellington, and form part of my PhD.

All data gathered for this research remains confideé You will not be identified in the
research report, as each participant and schoblb@ilgiven a pseudonym, or unique
identifier. Data will be stored in a locked filimgbinet or will be password protected on
a computer. The consent forms and information wgéde retained in secure archives
for three years at which time it will be destroy®ta will be collated and presented to
Victoria University in standard thesis format. Ansmary of the research will be
available following the completion of the thesisvill contact each participant through
email or directly to advise them when this is aaalié. The data collected will be used
for the purposes of this research and any otheligations or presentations which may
arise.

As a participant, you have the right to:

 Decline to participate

» Decline to answer any particular question

Withdraw from the study at any time prior to datalgsis

Ask any questions about the study at any time dyparticipation

Provide information on the understanding that yoame will not be used, and

» Be given access to a summary of the project fingdihgn it is concluded.

If you agree to participate, please sigh and retinenenclosed consent form. Once | receive you
consent form | will email to you the web addresshef on-line survey. | am happy to discuss the
research with you upon your request. If you hawe@urestions, please contact me at 04 463 970
or jenny.horsley@vuw.ac.nz. Thank you very muchyfour assistance, and | look forward to
your response by the due date of Monday 28 ApfiB20

Yours sincerely

Jenny Horsley
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Appendix E

TE WHARE WANANGA O TE UPOKO O TE IKA A MAUI
. bt Dt
B VICTORIA
CONSENT TO PARTICIPATE

Title of project: Factors Influencing New Zealand’'s Top Students’
Academic Achievement

| have read the letter and information regarding thsearch project, and give
my consent to participate in

[] an on-line questionnaire

[] an interview (Please indicate)

[] | agree to have the interview audio taped anustnabed then emailed
to me for verification.

[] | do not agree to have the interview audio tapedumderstand that

notes will be made during the interview that wil transcribed then emailed to
me for verification.

. (Please indicate)
| understand that by signing this consent formiyedghe researcher permission
to access my NZQA results. | also understand tha participant, | have the
right to:
* Decline to participate
* Decline to answer any particular question
» Withdraw from the study at any time prior to datalgsis (Friday 30 May, 2008)
» Ask any questions about the study at any time dyparticipation
 Provide information on the understanding that myeavill not be used, and
» Be given access to a summary of the project findihgn it is concluded.

NZQA Number:

Signed:

My name:

(please print clearly)

Date: Email Telephone:
address:

Telephone interviews will be conducted during thenths of May and June. Please
indicate the day(s) that would be most convenienybu to be interviewed.
on (day

n

of the week).

Please return to the researcher in the stamped eskird envelogaey Monday
28 April 2008.
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Appendix F

Athletic Activities These sports included those identified in thet@tady: aerobics,

archery, athletics, badminton, basketball, chedntep cricket, cross country,

croquet, cycling, dragon boating, fencing, fitneskitsal, gym, hockey, indoor

sports, marching, mountain biking, multi-sport, bat, orienteering, road cycling,

rugby, running, rock climbing, soccer, softballisgy, surfing, swimming, table

tennis, taekwon-do, tennis, tramping, triathlonllexdall, waka ama and water
polo. In addition students also named: balletssh€hinese martial arts , dance,
darts, equestrian, fencing golf, jogging, lacroskeyn bowls, petanque, rock
climbing, skateboarding, small bore shooting, sneavling, squash, surf lifesaving,
table tennis, touch rugby, tramping, triathlon, emehter hockey, water skiing,

windsurfing and yachting.

School Clubg(e.g. debating). Again, this included all thosebsldisted in the pilot
study: Amnesty International, Asian cultural grolyadminton team, chess, creative
writing club, debating, Duke of Edinburgh, Frenciddlistory European tour group,
film club, glee club, Jazz Band, librarian, O’'SHg&daield competition, paintball, Peer
support, Physics Club, SADD committee, SAFE, $bpkare soiree, social
awareness committee, Stage Challenge, Tech Anfleéatre Sports, tutoring club,
writing group, Young Enterprise scheme, with thediaon of: Amnesty club;
Christian groups; drama; environment; film socidiyure problem solving; mooting;
oratory; robotics; school committees; school magazschool newspaper, school ball,

cultural, World Vision, social and graduation coittees; and Stage challenge.

Performance Clubée.g. kapa haka). Those clubs identified in the720ilot survey

were again listed by students: chapel band; chelpeir; choir(s); dancing; glee
club; jazz bands; junior drama; Kapa Haka; orclaestcorder group; rock band;
saxophone quartet; school production; senior draiBtage Challenge; and
symphonic bands. Students also named: bands: syngphmuth, rock quest, air,
pipe; chamber music; choirs: gospel, barbershoptived, Broadway, chorale;
cultural groups: Samoan, Indian, Chinese; danamatuding: hip-hop, jazz, ballet,
salsa; fashion shows; Military tattoo; modellingusical theatre; orchestra; public
speaking; a variety of music lessons: handbellg, gaitar, piano, flute, drums,

recorder, flute, viola, violin; and WOW.
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National or International teaniswas not possible to name all the activitieslenits

listed as in some cases, they were the only repi@see and this may have made
them identifiable in this research. Many of theperts were national events and a
number were international events. They includeitkét, Debating, Dragon boating,
Fencing, Free-ski, Future problem solving, globalegprise NZ, hockey, Karate,
Kung Fu, Lacrosse, Lawn bowls, N.Z. Youth C.H.O.G.National Manu Korero
3competitions, NZ delegation to The Hague IntermatioModel United Nations
2008, NZ trampoline team, NZ Trans Tasman swimmdayelopment squad,
Orchestra, Orienteering, Physics debating squadkedpeare drama group, soccer,
squash, table tennis, tennis, underwater hockeghtyey, youth media summit and

youth parliament.

CompetitionsMany of these activities have been mentioned a@vipus sections but
examples are given under the following headings:
Sporting Competitions (e.g. rowing; badminton; umgser hockey; surf
lifesaving)
Academic competitions (e.g. Australian competitioBsonomic competitions;
Bell Gully poetry; Reserve Bank Monetary Policy Uéage)
Cultural competitions (e.g. Sheila Winn Shakespedanu Korero speech
competitions; Stage Challenge)
Musical competitions (e.g. Big Sing Competition;
Other (e.g. Duke of Edinburgh)

® The Ng@ Manu Korero Speech Competition aims to encourage grearamand and fluency of
spoken English amongst secondaryod students (http://www.maorieducation.org.nz/mk/)
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