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Acceleration is essential intervention for gifted students, as it allows them to reduce the time and
effort required by learning at a faster pace than typical. Saudi Arabia has recently implemented a
grade skipping policy for gifted students as part of the gifted provision options offered by the
Ministry of Education. The Saudi policy allows gifted students in fourth grade (age ten) to move to
the sixth grade (age twelve), and from the seventh grade (age thirteen) to the ninth grade (age
fifteen). However, a clear policy for acceleration at tertiary level education was not included, so the
fate of those accelerated students after school is still ambiguous. Currently, these measures do not
meet global criteria or the Saudi Vision 2030 plan, which aims to provide educational opportunities
no matter what the students’ level, and improve the learning environment to stimulate creativity
and innovation.

In order to meet global criteria and the needs of accelerated students in transition to university, this
study aimed to explore the educational components of one successful American school for gifted
students that has applied a university-based programme for accelerated students. This study
questioned: What are the key educational components of a highly acclaimed American school
specialising in accelerated programmes for gifted students? In addition, from the perspective of
educational experts in Saudi Arabia, to what extent could these components be transferred and
applied within the Saudi educational system?

This qualitative study was divided into two stages: Stage One was a case study conducted at a
successful school in the USA, and Stage Two was conducted in Saudi Arabia. The study utilised
three approaches to data collection: in the US, document analysis, semi-structured interviews with
the seven US school staff, and observations; and in Saudi Arabia, semi-structured interviews with
ten Saudi experts in the field of gifted education.

The findings revealed six main components required to establish an appropriate intervention for
accelerated students, namely, educational setting, leadership and personnel, identification process,
programmes, counselling services, and curriculum. Two of these components are transferable to the
Saudi context and four are subject to conditions such as enhancing the policy of acceleration in
Saudi Arabia. However, language, culture and competition between organisations are challenges
that may affect the transferability of these components from one context to a totally different
context. However, this study provided a model and recommendations that can fit with the Saudi
educational system.
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1. Chapter One: Introduction
This chapter presents the rationale for this study. First, | provide some background and an overview
of the educational provision for gifted and talented learners in Saudi Arabia in order to give the
readers an understanding of the current situation regarding the context of this study. I then discuss
my personal motivation for exploring the concept of schools for accelerated gifted students. This is
followed by a presentation of the aims, objectives, and research questions that form the basis of this
study. | address the significance of the study, and conclude with an overview of the structure of this

thesis.

1.1 Rationale of the study

The aspirations of nations toward achieving leadership in innovation and contemporary problem
solving may be realised through the extent of gifted support and care (Persson, 2009). However,
provision of learning for gifted and talented students typically varies from one culture to another
depending on the culture’s values, norms, and ethics, as ‘what is valued and viewed as gifted in one
culture may not be considered gifted in another culture’ (Ford et al., 2005, p. 97). Thus, providing
appropriate educational services for gifted students might depend on the society’s evaluation of

‘gifts’, which may therefore affect their definition of ‘giftedness’.

There is a disparity among developed countries in the way in which they educate gifted and
talented students. For example, but not limited to this country, Scandinavian countries rely on
multiple intelligence approaches in their curricula, and cater for their children through inclusive
classes. In Finland, the legislation does not explicitly mention gifted individuals, but it can be
inferred from practice that the Finnish follow a multi-dimensional definition. What is more, they
allow for acceleration, as children can enter school early and can advance their studies within a
fixed school schedule (Heuser, Wang & Shahid, 2017). However, in Japan, they build their
learning philosophy on ‘egalitarianism’ and any special treatment would be seen as an unfair
preference and a desecration of this egalitarianism. As a result, the Japanese system does not allow
acceleration practices in their school system (Freeman, 2002; Heuser, Wang & Shahid, 2017). In
contrast, the USA and China have large numbers of special programmes for gifted students, and
permit acceleration practices in the form of grade skipping and enrolment in universities at an

earlier age compared to peers. Freeman (2002) explains it thus:



All American states had enacted legislation and had policies in place, and in most cases
these were mandatory. Most states have now established offices or bureaux for gifted education
with full-time directors and funding provided by the states at various levels (p.15).

In short, American ‘gifted education had been finally legitimised and institutionalised’ (Passow,
1993, p. 36). In the United Kingdom, policies encourage schools to consider the variety of gifts.
However, pull-out programmes and groups streamed by ability are applied in the UK; additionally,
some schools employ acceleration in the form of providing accelerated content (Heuser, Wang &
Shahid, 2017). In Germany, gifted provision tends to rely on several kinds of provision, such as
special schools, special classes, special curricula, and extra-curricular activities. In addition, gifted
individuals are monitored and receive appropriate counselling from the relevant institution
(Freeman, 2002).

As these examples indicate, even across developed countries there is much disagreement as
to which form of gifted provision is appropriate for achieving excellence (Freeman, 2002). Plucker
and Callahan (2014) point out that the lack of research into gifted practice has left the field with
considerable ambiguity regarding the efficiency of programmes. However, there were a variety of
programme options available in developed countries. As the setting for this thesis, Saudi Arabia
provides limited gifted services, offers enrichment programmes, operates a ‘pull-out strategy’
(pulling gifted students out from the regular classroom to study in a resource room), and advanced
curricula in some private schools as their provision for gifted students. Furthermore, gifted students
are also encouraged through the availability of desirable awards through the National Olympiad for
Scientific Creativity in Saudi Arabia (Aljughaiman & Grigorenko, 2013; Al-makhalid, 2012; Bin
Yousef, 2014; Qarni, 2010; Mawhiba, 2016).

In 2014, the Saudi Ministry of Education (MOE) released a new acceleration policy as the
first step towards applying acceleration programmes for high ability students (see appendix 10).
This policy allows gifted students in the fourth grade (age ten) to move to the sixth grade (age
twelve), and from the seventh grade (age thirteen) to the ninth grade (age fifteen), the tenth stage is
not yet implemented, as revealed by a member of the Central Committee of Acceleration. In
addition, the MOE announced the existence of a committee that would act on acceleration issues
(MOE, 2016). This is despite the fact that Saudi students are not ready for higher education; a great
deal of research has shown that Saudi students have been found to be particularly lacking in highly

demanding skills required for tertiary academic programmes. As a result, many fail and end up



quitting in the first year (Khoshaim, 2017). Furthermore, the Ministry has not announced any
special intervention and/or counselling plans for accelerated gifted students, so the fate of those
accelerated students after finishing school is still ambiguous. In addition, the link between school
and university for those accelerated students is not clear.

Indeed, transitioning to university is considered a critical problem for gifted students, since a
difficult transition to university may lead to underachievement and possibly withdrawal from
university. In addition, gifted students who excel at high school are not guaranteed to reach such
high achievement at university (Sayler et al., 2015). Mendaglio (2013) has referred to the lack of
literature on gifted education in higher education, and argues that a successful transition from
school to university is essential for the academic achievement of gifted students. Furthermore, he
claims that unsuccessful transition from school to university could lead to a negative effect on the
academic experience of gifted students. Therefore, one solution would be to put a special
intervention in place to prepare accelerated students for university life and it might also help them
to become more engaged in university.

Given the above, and in addition to the lack of research into special schools for accelerated
gifted students in Saudi Arabia, | believe that the time has come to establish and implement an
intervention (possibly in the form of special schools) for accelerated students to smooth their
transition to university in order to meet their needs and ensure that there is a sequence of support
services between the school and university, as well as following the global standards in gifted

provision.

1.2 Brief background of provision for gifted and talented students in
Saudi Arabia

The Saudi government has undertaken much effort to reform education, both in general and in
gifted education, also known as Gifted and Talented Education (GATE), in particular, by
establishing a number of national projects and initiatives. For example, the King Abdullah bin
Abdul-Aziz Project for the Development of Public Education (Tatweer Initiative) is one of the
leading projects that seeks to reform and enhance educational outcomes. It aims to give students the
required skills to contribute effectively towards sustainable development (Tatweer, 2015; Meemar,
2014). Despite these efforts, gifted education in Saudi Arabia faces numerous challenges,

particularly in terms of the lack of various types of support. Saudi literature on gifted education



reveals a number of deficiencies within both administrative and academic areas (Alamer, 2013;

Aljughaiman & Grigorenko, 2013; Bin Yousef, 2014; Qarni, 2010).

Another major challenge facing the principal authorities that support gifted education in
Saudi Arabia, namely the Ministry of Education and the King Abdul-Aziz and his Companions’
Foundation for Giftedness and Creativity (Mawhiba), is the ambiguity surrounding the definition of
gifted children (Muammar, 2006). Nevertheless, gifted education in Saudi Arabia is facing
numerous administrative obstacles, relating to institutions, schools, staff, curricula, and policies
(Algefari, 2010). Therefore, numerous studies have called for improvements in gifted education in
Saudi Arabia, in terms of more special programmes that offer diversity in education, including
enrichment programmes and the provision of resource rooms for a distinct learning environment
that meet the needs of gifted students (e.g. Alamer, 2014; Al Arfaj, 2011; Algefari, 2010; Qarni,

2010); details about the Saudi context are found in chapter two.

1.2.1 Impact of attending special schools

Special schools are an educational intervention that was originally conceived to foster innovation
(Siegel-Hawley & Frankenberg, 2012). Special schools are set up to focus on a specific area, such
as science, mathematics, technology, and/or performance art. The aim of special schools is to meet
the learning needs of gifted students (Borland et al., 2000; Schroth, 2008; Stanley, 1991), where the
students ‘need to work together in flexibly grouped settings to maximise all aspects of their talent
development process’ (Klimis & VanTassel-Baska, 2014, p. 174). Normally, the special school is
located on a university campus, and offers gifted students an accelerated and extensive curriculum.
Usually, these schools are funded by the relevant government but some schools receive funds from
external sources such as donations or grants (Jones et al., 2002; Rapp, 2008).

Special schools focus on hiring individuals with expertise and advanced knowledge in
specific disciplines. Schools often require that faculty staff hold a high academic degree, whether it
be a master’s or doctorate. The advanced academic qualities are set out as the first characteristic in
Renzulli’s (1992) list of gifted teachers’ competences. In addition, the literature revealed that the
gifted teachers have to be expert in the subject they teach in order to facilitate the learning process,
provide the gifted students with the basic knowledge in the subject, and lift the quality of

instruction (see Rosemarin, 2014). Yet holding a high academic degree does not necessarily mean



that the possessor of such a qualification will be able to present the knowledge in an efficient and
understandable way to gifted students, unless they have developed appropriate content knowledge
and pedagogical content knowledge. However, besides having high academic qualities, teachers
who teach gifted students have to possess essential knowledge of how gifted students learn, and be
able to employ knowledge and expertise to solve real-life problems (Renzulli, 1992), thus meeting
the required teaching criteria such as those suggested by NAGC (2000). In relation to this
argument, Hoth et al. (2017) analysed, in a longitudinal study, the knowledge of mathematics
teachers who were responsible for identifying and supporting gifted students. They found that
teachers with deficiencies in content knowledge also had deficiencies in supporting gifted students,
were not able to identify the differentiation required for those gifted students in the classroom, and
had difficulties in further developing mathematically rich answers by students. Teachers with

strong professional knowledge were able to identify and support gifted students.

Some schools require teaching experience or at least a teaching licence. In addition, jobs in
these schools can be full time or part time. The part time faculty normally have a full-time job at a
local institution or university. Some schools have a visiting instructor programme where the
instructor comes to the campus for a specific task at a specific time (Rapp, 2008).

Special schools offer students the full opportunity to meet their needs in learning,
exploring, and interacting with their intellectual peers. Students can conduct significant research in
a collegiate ambience (Rapp, 2008). Gallagher (1994) confirmed that these schools offer the
following:

Some change, or school adaptation, that allows these students to interact with each other, to
be challenged by material at their developmental level and to acquire skills useful in independent
learning (Gallagher, 1994; p.87).

Therefore, gifted students who attend special schools perform better than those gifted who do not,
and gain social and emotional benefits (see Hertzog & Chung, 2015; Janos et al., 1989; Olszewski-
Kubilius, 1995; Sayler, 2015; Schroth, 2008; Stanley, 1991).

Qualitative studies have provided descriptive evidence of the type of experiences that
special schools can provide. As an example, an ethnographic study by Coleman (2005), who spent
a year at a school special in mathematics, science, and technology, found that the lives of gifted

students changed after being enrolled in a special school, where they were better at tackling new
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ideas in a rigorous and diverse atmosphere (Coleman, 2005). Thus, special schools contribute to
enhancing student achievement and increasing educational diversity (Bifulco et al., 2009; Siegel-
Hawley & Frankenberg, 2012).

Allocating special schools for gifted and talented students is considered by some to be an
educational intervention originally conceived to foster innovation and integration in many leading
countries. Magnet schools in the USA integrate minorities in education (see Frankenberg & Siegel-
Hawley, 2011), and contribute to increased educational diversity and enhanced student
achievement (Bifulco, Cobb & Bell, 2009; Frankenberg & Siegel-Hawley, 2011). Blazer (2012)
revealed that transferring gifted students to a special school allows such students to improve their
academic performance and develop their attitudes and behaviours, and that developed countries
have sought to improve special schools in the field of gifted education. Of relevance to this thesis,
during the late 1970s, state-funded special schools in the United States were supplied with trained
staff, provided with additional recruitment allowances, and had specific admission criteria
(Goldring & Smrekar, 2000; Steel & Levine, 1994). The US approach of providing special schools
for gifted students is thought to be a model for the establishment of such schools in developing
countries (Zhang, 2009). One such developing country already mentioned is Saudi Arabia, which is
determined to improve its education provision through projects such as the Tatweer Initiative, the
aim of which is to improve education generally in the country. As well as the Tatweer Initiative,
there have been other attempts and ad hoc efforts to establish special schools for gifted students.
Despite the individual efforts from hardworking school principals in the Ministry of Education
(MOE), so far no official, general special school for gifted students, let alone school for accelerated
students, exists in Saudi Arabia. To establish a special school for gifted students, several
requirements need to be met: policies need to be devised, suitably qualified staff need to be
recruited and leadership appointed, curricula need to be constructed (US Department of Education,
2008a).

The US practice is the foremost and the longest-standing example of gifted education
practice (Plucker & Callahan, 2014). The US practice developed in several stages, starting after
World War 11 when scholars such as Guilford and Witty revised the theories of intelligence, as a
response to the shock of the Russian achievement of Sputnik in 1957. This led to the launch of

more gifted programmes in the USA in order to compete with Russian achievements; accordingly,



the Javist Act (1995) funded more organisations and programmes (Freeman, 2002). Therefore, US
practice offers a good example for those countries aiming to establish standards, whether in
developing or western countries (Freeman, 2002):

‘By visiting New York, Chicago, or San Diego, it has been possible to see most of the
viable models for gifted education in operation, allowing practitioners to make reasonable
judgments about what works in practice’ (VanTassel-Baska, 2010, p. 25).

In addition, US research output has achieved global dominance, and has attracted scholars to
investigate the US paradigm due to the general standing and volume of US studies and practices

(Persson, 2012). VanTassel-Baska (2010) stated this:

Urban programs can offer important models of successful practice that have been
operative across decades for gifted students, to be modified for current populations of
learners in our schools. These models represent the best principles and practices of the
field: the judicious use of acceleration; the employment of appropriate types of

enrichment (p. 26).

What is more, VanTassel-Baska (2013) reported thus:

The United States has been the source of many models and theories about giftedness, many of
them have not been tested in the research arena, even in the originating countries. Thus, it is

difficult to think about effective replication of the model in a very different context (p. 7).

She added that the ‘organisational models of effectiveness and efficiency at the classroom and
school level ... are worthy of deeper study to ensure that the context for innovation is in place to run

successful gifted programs and classroom practices’ (p. 10).

All the above factors led to the maturity of the US practice and experience that prompted
Saudi Arabia to follow the NAGC’s (the National Association for Gifted Children) standards for
gifted provision, and therefore, given the situation regarding giftedness provision in the USA, |
decided to follow the US practice in modelling special intervention for accelerated students as

closely as possible.



1.3 Research argument

The current services provided by the principal bodies for gifted provision in Saudi Arabia are,
according to some, not sufficient and do not meet the global criteria for gifted and talented
education (Aljughaiman & Grigorenko, 2013). The Ministry of Education recently approved grade
skipping for gifted students, in addition to a pull-out approach for gifted students who attend
regular school during the day. Gifted students are pulled out of regular classes for a specific period
of time to gain enrichment in the resources room. The teacher who is hired to work with gifted
students (MOE named them Gifted Specialist/Gifted Teacher) prepares a compressed curriculum (a
strategy involving compressing the content in one or two modules) for subjects such as Arabic Font
or Dictation in order for the gifted students to have free time to enrol in the pull-out enrichment
programme. In addition, the Ministry of Education provides summer enrichment programmes in

major Saudi cities, including Riyadh, Jeddah, Dammam, Yanbu, Makkah, and Abha.

In addition to their summer enrichment programmes, Mawhiba offers a school partnership
initiative, which provides advanced curricula in some private schools. These private schools
receive the nominated gifted students regardless of the appropriateness of the school location or the
cultural and socio-economic background of the students involved. The major problems that |
witnessed when | was working with the main bodies involved were the limited services on offer
and the location of the schools, which were too far from students’ homes for daily attendance,
along with the difference between the socio-economic backgrounds of the gifted students and the
other children attending the private schools. Furthermore, the programmes provided by the
principal bodies do not take into account individual differences or the specific needs of gifted
students. From experience, the learning and teaching approaches used on these programmes were
quite similar to the teaching and learning techniques employed during ordinary classes, with the
main difference being the amount of content covered.

As mentioned above, the MOE has approved the use of an acceleration strategy in its
school (grade skipping only), and to date, more than 120 students from all over Saudi Arabia have
been permitted to skip grades (see appendix 11). However, the fate of accelerated students after
graduation from high school is ambiguous. Indeed, faculty members of staff at universities are

often unaware of gifted students’ academic, social, and emotional needs at university level



(Muratori & Smith, 2015). This is highlighted by research into academically talented
undergraduates in the USA by Rinn and Plucker (2004), who call for more research targeted
towards gifted students at the college level, early entrance programmes, and counselling issues. In
light of what has been mentioned, the development of special interventions (in the form of schools)
for the accelerated gifted who transfer to university would provide advantages that help gifted
students to achieve higher levels of performance (Feldhusen, 2005).

As reported in many national newspapers, Saudi Arabia intends to establish schools and
academies for gifted students in order to develop their performance in science and mathematics
(Alwatan, 2014). It was not clear which grades these schools would serve, so | investigated this in
order to understand the reality of the situation regarding gifted schools in Saudi Arabia. On 1 July
2014, | telephoned the relevant bodies responsible for gifted regulations. | called the General
Directorate for Gifted Care at the MOE and | asked them if they had established any intervention
(in the form of special schools) for accelerated or non-accelerated gifted students, and they
mentioned that they aim to collaborate with one Saudi university to study this issue; however, the
project documents are confidential. Furthermore, the Director of the Gifted Centre for Girls in the
Eastern Region denied establishing any special schools for gifted girls or boys. She mentioned that
the MOE requested their opinion about having special schools for gifted students, but she did not
mention the grade levels. The city of Jeddah has one school for gifted students, which is the result
of a one-off effort by a hardworking principal, as revealed by one supervisor from the Western
Region Gifted Centre. In contrast, | contacted the Director of Gifted Centre for Girls in Riyadh and
she confirmed that they had approved twelve schools to be assigned as gifted special schools.
Accordingly, | contacted one of the twelve schools and the administrative secretary said that they
were a nominated gifted special school; however, they had not received any clear policy, a student
name list, or special curricula. Furthermore, they deliver the standard Ministry curricula to non-
gifted students. However, the participants repeatedly mentioned the need for a clearer identification
policy, advanced curriculum, advanced environment, and a qualified team, which led me to decide
to pay attention to these components, and | investigated them further in this study. From the above,
it would seem that the MOE have taken the first steps to establishing special schools for gifted

students. However, so far, these projects have not been implemented and the delay may be



attributed to a shortage in the infrastructure required for gifted centres, as mentioned in Algefari
(2010) and Bin Yousef (2014).

Al-Zoubi and Bani Abdel Rahman (2016) conducted a study to measure the level of
satisfaction of gifted students regarding the performance of Saudi centres that provide special
services in the Najran district. The study revealed that gifted students were highly satisfied with the
teachers and administration. However, they were only moderately satisfied with the enrichment
activities, student relationship facilities, equipment, and teaching methods. The findings of this
study are similar to Bin Yousef’s (2014) findings, which indicated that the infrastructure in Riyadh
was limited and needed improvement in terms of financial allocation, programme diversity,
administration, and policy updates.

With respect to the above, it is evident that interventions for the gifted are scarce and
insufficient, and do not reach all students throughout Saudi Arabia. Moreover, the quality of
teacher training, school environment and curriculum are inappropriate for the gifted, and the
outcomes of the gifted provision are not aligned with the Saudi government’s vision for human
development (Saudi Vision 2030, 2016). Therefore, there is a need to improve the situation for

gifted students in the Kingdom through development and diversification in provision.

1.4 Personal motivation

As the author of this study, | obtained my general education degrees from public (state) schools in
Riyadh in Saudi Arabia. At school, | sometimes achieved a distinction, although most of my school
grades were a merit. As an elementary graduate in the 1980s (ten years after the beginning of Saudi
provision for the gifted), | had a gift for drawing and writing stories, yet throughout my school
years, my talents were not encouraged. This neglect of my talents I believe was due to several
factors. Firstly, religious beliefs about art and artists were a significant impediment to receiving any
support for my talents. Secondly, the school radio and broadcast system was limited to specific
talents such as singing Islamic chants and intonations of the Holy Quran. Lastly, the teaching focus
at that time was on core subjects such as reading, mathematics, and science. These subjects were
deemed the most important content in the educational process, whereas developing individual

capacities was not considered a priority by the school leadership. Supporting and encouraging
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talent was limited to that between classmates and there were only rare acknowledgements from
hardworking teachers.

My own school experience has prompted me to pay close attention to gifted and talented
education. After receiving my bachelor’s degree in Special Education, with a major in Giftedness
and Talent Education, from King Saud University, | received a one-year qualification programme
in Giftedness Alumni Rehabilitation from Princess Norah Bint Abdurrahman University in Riyadh
under the tutelage of Dr Abdullah Aljughaiman. | then spent more than eight years working with
the main authorities that serve gifted students in Saudi Arabia. However, at that time, none of these
bodies had allocated special schools for gifted students; gifted students could only attend ordinary
schools that were supplied with distinctive curricula. | worked as a gifted education specialist in the
Ministry of Education in Riyadh, where | designed several enrichment programmes for gifted
students, managed the resources room in the school, conducted 1Q tests, and conducted gifted
enrichment classes. Subsequently, I moved to work at King Abdul-Aziz and His Companions’
Foundation for Giftedness and Creativity (Mawhiba) as a supervisor of the domestic enrichment
summer programmes. Following this, | worked as a coordinator for the Young Leaders Initiative. |
attended several workshops in the field of gifted and talented education held by both domestic and
international institutions, such as a training course on designing enrichment programmes hosted by
the Centre for Talented Youth (CTY) held at the Johns Hopkins University in Baltimore, USA.

This background has shaped my vision for gifted education in Saudi Arabia and has
prompted me to continue my studies in this field. | gained my master’s degree in Educational
Leadership and Management from Southampton University, United Kingdom. My master’s
dissertation explored the efficiency of the provision for gifted students in a particular region of the
Kingdom of Saudi Arabia. Using a qualitative approach, | conducted semi-structured interviews
with five key leaders working in the principal education bodies that provide services for the gifted
and talented. The study revealed that the provision of gifted services in Saudi Arabia suffers from
shortages: the services do not reach all cities, staff who are working for those bodies need further
training, and there is limited coordination between the relevant bodies, which has impeded the
services. This further causes delay in delivering suitable services to the beneficiaries. The
following aspects in particular need attention: community awareness of giftedness, financial

allocation, updated policies and regulations, and workforce training.
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These findings have directed me to the idea of maximising the intervention for the gifted in
the form of special schools in the main cities in Saudi Arabia. These kinds of schools might address
the current position in Saudi Arabia; they would have services that would be decentralised from the
main bodies, be operated by qualified staff, have updated policies, their own financial model, and
be able to identify the gifted through their own policy. Currently, there are no dedicated schools for
the gifted and talented in Saudi Arabia. A special school study could pave the way for
developments and an increase in attainment for students in Saudi Arabia compared with that of

developed countries.

1.5 Aims of the study

The aims of this study are first, to understand and explore the components of one successful special
school based in the USA, and to serve to accelerate gifted students in terms of the following:
educational setting, identification policy, leadership, staff qualifications, curriculum, and
programmes. These components might help the Saudi educational system in establishing new
interventions for current accelerated students that so far have reached 120 in number (see appendix
11). Second, to explore the potential of the component’s transferability to the Saudi context in
order to meet accelerated students’ needs, and ensure that there is a sequence of support services

between the school and university, as well as following the global standards in gifted provision.

1.6 Research objectives and questions

This study sought to select a highly acclaimed school in the USA for its special accelerated

programme for gifted students to fulfil the following objectives:

e To explore the key educational components of one particular American special school, that
includes acceleration, which contribute to its success.

e To understand the Saudi context in terms of its potential to adopt a new intervention for
accelerated gifted students.
In order to achieve these objectives, this study will address the following research

questions (RQs):
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RQ1. What are the key educational components of a highly acclaimed American school
specialising in accelerated programmes for gifted students?

RQ2. From the perspective of educational experts in Saudi, to what extent could these components
be transferred and applied within the Saudi educational system?

In order to achieve an answer to these questions, | decided to visit one highly acclaimed
school in the USA and apply a case study approach in order to understand the phenomena in its real
situation by interviewing a number of the school staff, observing the teaching and other educational
activities available, and gathering relevant available documents. The justifications and explanations
of the nominated school are discussed in chapter four. After visiting the school and drawing a
conclusion from the visit, | moved to the other stage of the research, which was conducted in Saudi
Arabia. | interviewed Saudi experts in giftedness to understand the extent to which the components
used by the US school could be transferred to the Saudi educational system.

Both the measurement of and determination whether a school is ‘successful’ are difficult
tasks. Studies on this topic have conceptualised and measured factors involved differently, and
have tended to use different analytical methods. These differences mean that research in the field of
school success is not cumulative in its body of knowledge (Reynolds et al., 2014). However,
Teddlie and Reynolds (2000) developed certain compositions of school ‘successfulness’ that are
valid across different contexts, specifically: effective leadership; focus upon learning outcomes and
maximised learning time; positive school culture; high expectations of students and staff;
monitoring of the school, classrooms, and students’ progress; parents’ involvement; generation of
effective teaching strategies; professional development of staff; and involvement of students in the

educational process through taking more rights and responsibilities.

In research on this subject, assessment of student achievement is the principal criterion
used to measure school effectiveness. However, other factors that could be involved in a successful
school include the following: non-cognitive factors e.g. students’ well-being, and academic self-
concept, students’ motivation, school quality e.g. the results of the school compared with other
schools, and equity (the compensatory power of schools) (ibid). In addition, the size of the
school’s effects is important, whether small or great. Schools tend to have a greater effect on
students’ achievement (see Martin et al., 2011) and perhaps in one area of the curriculum such as

mathematics or science, whereas the effectiveness of a school could be considered small for non-
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cognitive outcomes. Small effects can be cumulative and can refer to a large number of students
(Reynolds et al., 2014). However, school successfulness in one domain (e.g. reading or
mathematics) is largely dependent on its successfulness in other domains, such as whether it has a
friendly atmosphere, good home-school relationship, and so on (see Teddlie & Stringfield, 1993).
Furthermore, other criteria playing a major role in determining whether a school is successful need
to be taken into account. These include the following: consistency when measuring the correlation
between school effectiveness and its outcomes; stability when measuring school effectiveness
during different short periods of time, as the school is a changing organisation; and student gender,

ethnicity and socioeconomic status (see Reynolds et al., 2014).

The successfulness of the US School was evident in its application of an acceleration
strategy. The following aspects framed the concept of success for the US school: a smooth
transition of the accelerated students to university life, supportive counselling programs that meet
the students’ social and emotional needs, and a strong emphasis upon promoting independence
once they transfer to the university (see section 4.5.1 4.5.1 The current system of identification at
the US school recorded few cases of student withdrawal. In terms of outcomes, longitudinal studies
found that students were satisfied with the acceleration decision and their professional
achievement, and graduated with high GPAs (Grade Point Averages). The school’s students had
productive lives, whether through employment, income, or degree attainment (see section 4.5.1 for
more details). In addition, the US school revealed in their publications that both current and former
students had earned awards from international or local companies or academic institutions, such as
the Google Endowed Scholarship, Microsoft Endowed Scholarship, and State Opportunity

Scholarship for STEM.

All these aspects could be useful indicators for the Saudi proposed school that could
potentially be a successful school. However, and given the author’s point of view, adopting global
indicators must be a fully conscious decision and reflect Saudi values and goals in order to achieve
success outcomes that satisfy the relevant Saudi authorities and organisations within its society.
The Saudi proposed school would have to adopt and create indicators that reflect the extent of the
school impact on the Saudi socio-economic aspect such as the students’ earning potential,

graduation with high GPAs, and publication in journals of high reputation. Eventually the Saudi
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proposed school would have to positively affect national level development in Saudi Arabia and

parallel the current Saudi Vision 2030.

1.7  Significance of the study

This study might add further contributions to Stanley’s pillars of the special school (Stanley, 1991;
2004; 2005); these pillars include identification policies, personnel, programmes, and facilities. In
addition, this study will consider Renzulli and Reis’s Schoolwide Enrichment Model (1997) that
looks at a school’s comprehensive improvement across the main pillars of the school, including
school structure, organisational components, and service delivery components. This consideration
might lead to further contributions to the components that a special school may have. An
employment of Clark and Zimmerman’s (2002) recommendations in applying programmes in
different contexts may also lead to further understanding the transferability of the educational
components from one context to another totally different context.

Methodologically, this study adopts a rare method, examining one intervention from one
context, to another extremely different context. This examination might help other researchers or
even other countries when looking towards adopting different interventions from other (Western)
contexts. It might help stakeholders in transnational education (TNE) in many countries, including
the Middle East, to understand the transition process of educational programme components
(Benahnia, 2015). Empirically, this study could also illuminate the complexities of the process of
policy borrowing and implementation between different contexts, as this process involves layers of
structures, actors, and powers (Perry & Tor, 2008) that can influence the development of the
expansion in cross-national educational practices (Winstanley, 2012).

Through the above steps, this study might contribute towards Saudi Arabia as a developing
country, in terms of the adaptation of a new intervention for accelerated gifted students from the
USA as a developed country. It is my hope that this study might contribute to understanding the
process of instituting provision for gifted education, whether for Saudi Arabia or for other countries
where there is sufficient financial allocation for gifted provision, as well as those who may follow
the example of Saudi Arabia in the field of gifted education. Adopting the concept of allocating a
special intervention for accelerated gifted students might potentially increase the number of

enrichment hours for gifted students, which may help the country enhance the performance of
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gifted students in specific disciplines. In addition, adopting a new concept of education in Saudi
Arabia, based on an innovative model of gifted education provision, may contribute to solving
some of the national education-related problems.

This study could help Saudi policymakers within the Ministry of Education to draw
conclusions through an evidence-based approach, as policy borrowing from different contexts
might be considered significant for ministers constructing educational policy (Winstanley, 2012).
The sources of comparison are ‘indicative of a highly expedient and opportunistic enterprise, which
serves as a facade to legitimate a set of policy actions intended to promote a differentiated and
competitive school system’ (Morris, 2012, p.104-5, cited in Winstanley, 2012).

This study also attempts to deliberately understand educational borrowing and lending
practices in policy, norms, and ideology (Perry & Tor, 2008). The study might also contribute to
identifying gaps in gifted education where innovative interventions might be applied. Furthermore,
it might help to identify the current potential of existing Saudi schools such as the possibility of
current schools converting to special schools for gifted students, the portability of the system’s
efficiency, the legislation for moving students between schools, and the internal system within the
centres in the Saudi regions as well as within the schools.

Understanding the educational setting of other contexts might help the new Saudi Vision
2030, as the Vision plans to provide educational opportunities for all students, improve the learning
environment to stimulate creativity and innovation, and increase international investment in the
education sector (Saudi Vision 2030, 2016). Facing public pressure to enhance their performance,
the Saudi Ministry of Education received 80 billion Saudi riyals (equivalent to £14 billion) from
the Saudi government to improve education outcomes (Reuters, 2014). This study may help
policymakers deal with the current challenges by adopting a more innovative school system for the
most able. It is clear that this is an appropriate time to make some significant changes in this
particular area.

Finally, this innovation in gifted education in Saudi Arabia may encourage Saudi
entrepreneurs in the education sector to adopt the new intervention of gifted and talented schools,

which may increase work opportunities and business in Saudi Arabia.
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1.8 Organisation of the thesis

This thesis is organised as follows: chapter two is dedicated to providing an overview of the
context of this study. It reviews the educational system in Saudi Arabia in general, and gifted
education in particular. It includes an overview of the education system in Saudi Arabia with an
emphasis on the educational levels and special education. The fourth section in this chapter
presents gifted provision in Saudi Arabia, followed by a description of the development stages of
gifted provision in Saudi Arabia. An explanation of the main bodies responsible for gifted
provisions in Saudi Arabia is included along with a description of the General Directorate for
Gifted Care and King Abdul-Aziz and his Companions’ Foundation for Giftedness and Creativity
(Mawhiba). Gifted provision in higher education in Saudi Arabia is also discussed.

Chapter three reviews the literature on giftedness and focuses on an assortment of issues,
namely, definitions of giftedness, broadening the concept of giftedness, identification methods and
scales of gifted students, followed by total talent development approach, gifted provision options
including acceleration, enrichment programmes, and ability grouping. Afterwards, a description
and explanation of the types of special schools is provided in appendix 13.

Chapter four provides a description of the methodology employed in order to collect the
data. This includes research designs and methods. Sample selection and data collection
instruments’ development and procedure are presented. This is followed by the analysis process,
trustworthiness, relaiability, triangulation, and generalisation, closing with ethical issues and a
summary of the study.

Chapter five offers a qualitative data analysis, and includes findings of Stage One, followed
by the transformation stage to the Saudi context, a set of principles, and a discussion of how the
interview questions derived from the emerged principles for Stage Two. This chapter closes with
an analysis of Stage Two data.

Chapter six discusses the key findings and answers to the relevant research questions.
Chapter seven offers an overall conclusion that includes the contributions to knowledge and

educational implications and recommendations for future research.
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1.9 Summary

This study was designed to explore and understand a part of the American practice in acceleration
by exploring the educational components of a special school that applies acceleration, in order to
examine the potential transferability to the Saudi context through the perspectives of the experts in
the field of gifted education in Saudi Arabia. The study included two stages: the first stage
conducted a case study in one of the US schools. The second stage was conducted in Saudi Arabia
whereby | adopted a qualitative approach in order to understand the relevant phenomena in its
context. This chapter presents the rationale for this study, its background, and an overview of the
educational provisions for gifted and talented learners in Saudi Arabia. The personal motivations
are presented, followed by a presentation of the aims, objectives, and research questions that form

the basis of this study, and it concludes with an overview of the structure of the thesis.
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2. Chapter Two: Background of Education in Saudi Arabia

2.1 Introduction

This chapter contextualises education in Saudi Arabia and traces how an interest in gifted education
has developed. The chapter starts with an overview of the Saudi state to present the readers with the
political, economic, and cultural situation in Saudi Arabia. It then outlines the history of the
establishment of education in the Kingdom, followed by an explanation of the Saudi education
system. This chapter closes with an account of provision for gifted students in Saudi Arabia, the
development of this provision, the main bodies that support education for the gifted, and the

provision for gifted students in higher education.

2.2 Saudi Arabia: overview

The Kingdom of Saudi Arabia was unified in 1932 by Abdul-Aziz bin Abdul Rahman al Saud. It is
the birthplace of Islam and the home of the two holy mosques in Mecca and Medina. Iraq and
Jordan border Saudi Arabia in the north, Kuwait in the north-east, and Qatar, the United Arab
Emirates and Bahrain in the east, the latter being linked to Saudi Arabia by the King Fahd
Causeway located in the Arabian Gulf. In the south-east, Saudi Arabia is bordered by Oman, in the
south by Yemen, and in the west by the Red Sea. Saudi Arabia is about one-fifth the area of the
United States. The latest population count for the Saudi Arabia is thirty million, and forty-six per
cent of the population is under the age of twenty-four (OPEC, 2015; US Central Intelligence
Agency, 2014). Muslims make up about ninety per cent of Saudi citizens. The Arabic language and
Islamic religion are the basic pillars of Saudi society, and these form the basis of the Saudi general
education curriculum.

Saudi Arabia has an oil-based economy and plays a major role in OPEC (Organisation of the
Petroleum Exporting Countries). Saudi Arabia is the largest exporter of oil and owns sixteen per
cent of the proven oil reserves in the world (OPEC, 2015). However, Saudi Arabia has intentions to
decrease the reliance on the oil economy, and has set a plan in this regard (Saudi Vision 2030,
2016). The Saudi government has worked to modernise the Kingdom through a series of economic
initiatives, by increasing the role of the private sector in the economy, attracting foreign investors,

and discouraging traders and companies from employing foreign workers. Social initiatives have
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received considerable attention from the Saudi government as well, through employment
opportunities for women, reducing unemployment, and building affordable housing (US Central
Intelligence Agency, 2014). Therefore, the hoped contributions of this study could align with the

new orientations of Saudi Arabia.

2.3 Brief history of education in Saudi Arabia

General education was established with just four schools in 1926 after the creation of the Education
Directorate. Then, in 1928, the decision was taken to set up the first education system in Saudi
Arabia, and the number of schools was increased to 323, spread across the entire Kingdom. In
1952, the Ministry of Education was created as an extension to and development of the Directorate
of Education; it was assigned to the planning and supervision of public (state) education for boys at
three stages: primary, intermediate, and secondary. In 1960 during the reign of King Faisal bin
Abdul-Aziz Al Saud, the General Presidency for Girls’ Education was established with a budget of
4.4 million Saudi Riyal (SR), and fifteen elementary schools and one institute for female teacher
training were set up (MOE, 2014). In 2011, the General Presidency for Girls’ Education was
integrated with the Ministry of Education and the Ministry took over its functions of the General
Presidency for Girls’ Education and managing the girls’ schools and university, as well as

administering kindergarten schools (Al-shabi, 2013; MOE, 2014).

2.4 Education system in Saudi Arabia

Education in Saudi Arabia seeks to ground students in Islamic values and to equip them with the
required skills and knowledge to become active members of the community. The Ministry of
Education is the main authority that oversees and manages general education in Saudi Arabia. The
Ministry is responsible for providing the following types of education: pre-school, elementary,
intermediate, secondary, undergraduate, postgraduate, special education, adult education, and
literacy (UNESCO, 2010). The following sections explain some of these types of education in

order to give the reader a holistic view of the general education offered.
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2.4.1 Pre-school level

Pre-school is provided for children aged from two to six years old. It is not an official stage of
education and attendance is not compulsory. Pre-school is also not a prerequisite for primary level.
The educational objectives at this level are to provide children with values and basic skills in order
to prepare them for the next level (primary). Key objectives at the pre-school level include teaching
children fundamental skills, imaginative thinking, and looking after their moral and physical
development. Some of the institutions at this stage are based on the Montessori system. Recently, a
decision was made to incorporate nurseries into all public (state) schools (MOE, 2014; UNESCO,

2010). See table 2.1 for the latest statistics.

2.4.2 Primary level

Primary level is the first compulsory stage in the Saudi education system. The entry age is seven
years old. The primary stage contains six grades, divided into two sections: the lower grades are
from first to third, and the higher grades from fourth to sixth. The pupils at primary level learn
basic skills, numeracy, and culture. They also study religion, mathematics, fine art, history,
geography, civic duties, and Arabic (Al-shabi, 2013; MOE, 2014; UNESCO, 2010). See table 2.1

for the latest statistics.

2.4.3 Intermediate level

The intermediate level consists of three grades, from seventh to ninth. Pupil ages range from
thirteen to fifteen years old. The system at this level allows pupils to attend either during the
regular school day, during evening sessions, or even just for the final exams at the end of the school
year. The modules at this level go into greater depth and are broader than at previous levels; they
include religious studies, science, mathematics, fine art, history, geography, Arabic, and English.

Table 2.1 shows the latest statistics from the MOE (Al-shabi, 2013; MOE, 2014).
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2.4.4 Secondary level

Secondary level is the final level of general education. It consists of three years from grade ten to
grade twelve. Pupils are aged from sixteen to eighteen years old. Students study a common
curriculum at grade ten, then they choose from particular pathways of study. Boys choose from
religious studies and Arabic; administrative and social sciences; natural sciences; and applied
(technological) sciences. In contrast, girls choose between a scientific track and a literature track.
The science track contains modules in mathematics, science, physics, biology, chemistry, English,
Arabic and Islamic education. The modules in the literature and religion tracks include Islamic
education, history, geography, psychology, sociology, and literature studies (Al-shabi 2013; MOE,

2014; UNESCO, 2010). See table 2.1 for the latest statistics.

Table 2.1 Summary of statistical data on education from the Ministry of Education in Saudi Arabia. Source: Website of
the Ministry of Education. [Online]. Available at: https://www.moe.gov.sa/ar/Pages/StatisticalInformation.aspx

[Accessed 31/08/2017].

Grade Teachers Students Classes Schools
Pre-school 23,644 260,726 15,520 2,920
Primary 262,230 2,847,809 144,386 15,579
Intermediate 129,802 1,343,103 55,722 9,528
Secondary 125,881 1,278,393 51,029 6,790
Illiteracy 1,601 58,941 5,659 2,132
Total 543,158 5,788,972 272,316 36,949

2.4.5 Special education

The special education system, for disabled students, is equivalent to the general education system
in terms of levels, but it involves services provided to special needs students, both boys and girls,
who are mentally, physically, visually, or hearing impaired. The latest Ministry statistics show the
total number of special education schools for students with the number of special needs students at
2,290, while the number of classes is 7,127, and the number of students is 28,005 (Al-Mousa, 2010;

MOE, 2014).

2.5 Gifted education in Saudi Arabia

Saudi Arabia has, like other countries, regarded nurturing their gifted students as a form of
investment in the future. The interest in gifted provision started in 1970, when the Ministry of

Education produced a policy document that included regulations for gifted provisions (Document
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for the General Policy of Education in Kingdom of Saudi Arabia). The document stipulated the
following:

It is very important to discover and identify the gifted learners among all Saudi young

children and youth, nurture them by all means to unveil their potential, and pay extra

attention and efforts to provide them with special programmes and appropriate
opportunities that can be integrated easily into the country’s public educational system

(Rule 57) (MOE, 2014; UNESCO, 2010).

Therefore, it is evident from this ruling that the MOE prefer a real model that can be easily
integrated into the Saudi system, suggesting the choice of using a successful school in the USA as a
model to fill the gaps in the existing system in Saudi Arabia.

As a result, in 1990, the Ministry of Education, together with King Abdul-Aziz City for
Science and Technology, took action towards applying this policy, establishing the Initiative for
Identification and Detection of Gifted Students. The initiative had a number of aims: to identify
gifted students and prepare enrichment programmes for them; to raise awareness in the community
about issues related to talents and giftedness; and to identify and recognise efforts supporting the
gifted in schools and other institutions (MOE, 2014). By clarifying this aim to provide for gifted
students in Saudi Arabia, many significant actions have been undertaken to promote the nurturing
of the gifted (MOE, 2014; Mawhiba 2016), and the following section explains the development of

gifted nurture in Saudi Arabia.

2.6 Stages in the development of gifted provision in Saudi Arabia

Interest in gifted provision in Saudi Arabia developed in four stages. The first stage started in 1991
when the Ministry of Education and the King Abdul-Aziz City for Science and Technology
conducted a survey to identify gifted students in public schools. One of the significant outcomes of
this identification project was the preparation and standardisation of intelligence scales. In addition,
the identification project created two enrichment programmes in science and mathematics as a first
phase of the enrichment programme.

In stage two, immediately after the survey for gifted detection, the Ministry of Education

initiated the identification project in boys’ public schools and provided the facilities to run it.
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In stage three, steps were taken towards the establishment of a national association for the gifted.
The Saudi government felt it appropriate to establish a foundation bearing the name of King Abdul-
Aziz and his Companions to recognise the role played by King Abdul-Aziz in gifted education. In
addition, this coincided with the one-hundredth anniversary of the founding of the Kingdom of
Saudi Arabia. The actual beginning of gifted provision in Saudi Arabia was in 1999, when King
Abdul-Aziz and his Companions Foundation for Giftedness and Creativity was established.

In stage four, the ministry created a special department for gifted affairs by establishing the General
Directorate for Gifted Care, which then became the formal source in the ministry that dealt with
gifted provision. However, in 2006 the Ministry of Education made a decision to divide the
General Directorate into two: one for gifted boys and the other for gifted girls (see Al Garni, 2012;

Qarni, 2010; Aljughaiman & Ayoub, 2012; Al-makhalid, 2012; Bin Yousef, 2014).

2.7 Main bodies responsible for gifted provision in Saudi Arabia

There are two main government bodies that officially serve gifted students in Saudi Arabia. First,
the General Directorate for Gifted Care, which follows the Ministry of Education administratively,
and the second is King Abdul-Aziz and his Companions’ Foundation for Giftedness and Creativity
(Mawhiba), which is an independent body established as a result of research and recommendations
by academic experts from many government agencies in order to serve gifted students in Saudi
Arabia. The following section presents the role and internal departments that are involved in gifted

provision in Saudi Arabia.

2.7.1 General Directorate for Gifted Care

The General Directorate for Gifted Care provides comprehensive educational facilities for gifted
students in Saudi Arabia. The detection and identification of gifted students is one of the main tasks
assigned to this directorate in collaboration with the National Centre for Measurement and
Assessment (Qiyas). In addition, it plans research and improvement in the field of gifted education,
whether by the ministry or by provincial departments in specific regions. It is also responsible for
training the personnel who work with gifted students, and for coordinating the relevant authorities
in the field of gifted and talented education in order to maintain a database of gifted students, the

relevant organisations, universities, and experts in the field. Furthermore, the General Directorate
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for Gifted Care offers resources for gifted programmes such as supplies and technical equipment,
and contributes to raising community awareness of the significance of giftedness and talents.
Lastly, the General Directorate is responsible for allocating an annual financial budget for
educational services (MOE, 2014). The General Directorate comprises three main units (figure
2.1). Firstly, the Detection Unit, which identifies gifted students, utilising several methods in order
to enrol them in the enrichment programmes, for example by measuring children’s actual ability
using special tools such as the Wexler scale and Stanford Binet (see chapter three), which measures
intelligence quotients. In this unit, they are responsible for providing an appropriate educational
environment for the gifted students to promote their growth and psychological development.
Secondly, the Care and Programmes Unit, which supervises the progress of the enrichment
programmes in order to monitor quality and to meet the needs of gifted students. This unit is
responsible for helping public schools to design and implement suitable educational interventions
for gifted students, such as enrichment programmes, and skills and capabilities development
programmes. The unit is also in charge of hiring specialists and teachers, by participating in the
preparation and control of the nomination process and by conducting interviews. Thirdly, the
Studies and Development Unit, which trains personnel in order to supply qualified teachers.
Other tasks include the analysis of the current situation and formulation of appropriate plans that
cover a broad area, including the training and rehabilitation of personnel to work with gifted
students and the evaluation of the progress of the services. It also seeks to enhance the performance
of the other units in order to provide an encouraging environment that enables the abilities of

talented students to develop and for these students to thrive (MOE, 2014).
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Figure 2.1 Organisational structure of the General Department for Gifted Students Care. Source: Bin Yousef
(2014).

2.7.2 King Abdul-Aziz and his Companions’ Foundation for Giftedness and
Creativity (Mawhiba)

The King Abdul-Aziz Foundation is an independent, not-for-profit, national cultural foundation
that is presided over by the Custodian of the Two Holy Mosques. King Fahd bin Abdul-Aziz Al
Saud announced its founding in 1999 and ordered the High Decision Number (A/109) approving
the establishment of Mawhiba. The Foundation seeks to develop, build, and provide an
environment of creativity and giftedness in order to maintain prosperity and sustainable
development in the Kingdom of Saudi Arabia. Mawhiba aims to identify and encourage gifted and
creative individuals (male and female) in order to support gifted citizens. In addition, the
organisation’s aims are to locate pioneers of creativity and giftedness in science and technology.
Furthermore, Mawhiba attempts to provide financial and in-kind support to programmes and
centres for the gifted, and offers scholarships for gifted and creative individuals to enable them to
develop their talents and abilities. The organisation has its own awards in different areas of
giftedness and creativity, besides preparing programmes, research, and scientific studies.

Mawhiba’s main initiatives can be divided into the areas discussed in the next sections.
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2.7.2.1 Partnership with Schools Initiative
The partnership initiative involves distinguished schools and includes the following services:
selection and nomination of students; curriculum set-up and design, which has led to the
development of a curriculum specifically for children with gifted capabilities; the training of
teachers and principals in order to deliver distinguished curricula; the selection of schools, that is to
say, the targeting of a number of private schools with distinct qualifications for the curriculum,
teaching approaches, and assessment methods, to raise student achievement; and parental support,

which involves encouraging parents to participate in relevant activities.

2.7.2.2 Enrichment Programmes Initiative
This initiative contains three main programmes. Firstly, summer programmes, which are offered
across the Kingdom and include particular scientific activities with the aim of developing students’
cognitive, social, and mental skills. Secondly, after-school programmes which develop the
students’ personalities and their abilities in light of the needs and priorities of community
development. Lastly, competitions and prizes, with this programme divided into the following
sections: the National Olympiad for Scientific Creativity, the International Olympiad competitions,

and ‘The Makers of a Generation of Talent and Creativity’.

2.7.2.3 Youth Leadership Initiative
This initiative includes the following sections: scholarships, apprenticeships, and skills building
programmes. This initiative seeks to equip young people with leadership skills, and emphasises
creativity. It has also built an excellent leadership programme at university level, choosing the most
promising potential leaders from all undergraduates across the Saudi universities. It then connects
these potential leaders with areas commensurate with their preferences and experience. Lastly, it
also seeks to raise awareness of the importance of leadership skills and their impact on the business

community. (This initiative has recently integrated with the enrichment programmes).
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2.7.2.4 Awareness and Communication Initiative
This initiative seeks to raise awareness and build a culture of social and institutional talent and
creativity in the Kingdom. It aims to build effective bridges of communication and productive
cooperation with the media, based on culture and faith. This initiative aims to establish an
appreciation of talent and creativity in the community and to bring together the institutions that
support creativity.

Since the acceleration policy was released (mentioned in chapters one and three), none of the
organisations above have been assigned a specific department or unit for acceleration affairs,
despite the fact that the number of accelerated students could increase in the coming years, and the
MOE still charges the acceleration committee members for undertaking daily work duties.
Simultaneously, the higher education institutions pay little attention to gifted provision. The
following sections present the reality of gifted provision in higher education that is also focused on
enrichment and innovation, with an absence of the application of acceleration programmes and

meeting the social and emotional needs of accelerated students.

2.8 Gifted provision in higher education in Saudi Arabia

This section discusses and critiques three of the institutions that operate programmes for gifted
undergraduate students as an example of the situation and the status of gifted provision in Saudi
universities. However, it is worth stating that other institutions not mentioned here, such as Jeddah
University and King Khalid University, advocate and make a valuable contribution towards

giftedness.

2.8.1 The National Research Centre for Giftedness and Creativity at King Faisal
University (KFU)

King Faisal University claimed that this centre was the first of its kind at national and Arab levels.
Its aim is to provide a research platform to achieve excellence and originality in research into the
field of gifted and talented education, by connecting with other relevant research institutions both
locally and internationally. The purpose of the centre is to contribute to cultural and scientific
developments, which back the efforts of competent authorities in the field to support the gifted and

talented. The centre also encourages further scientific research and authorship in the field of
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giftedness and talent. Furthermore, it contributes to the development of local institutions concerned
with creativity, and offers consulting services for individuals and researchers. In addition, it trains
faculty members in how to integrate thinking skills into the curriculum. The centre also seeks to
build academic programmes to develop rules and regulations for the care of talented students in
higher education institutions, and to build a system of quality assurance and accreditation
programmes for the education of the gifted in educational institutions. The main achievement of
this centre is in building cooperation between prestigious institutions in the field of giftedness. An
example of this is the Standardised Aurora Battery, which is one of the largest research projects of
the National Research Centre for Giftedness and Creativity, which has been conducted in
collaboration with Yale University (USA), Tufts University (USA), and Durham University (UK)

(KFU, 2015).

2.8.2 Innovation Centre in King Saud University

Established in 2007 under the supervision of the Vice-President for Knowledge Exchange and
Technology Transfer, the centre’s mission is to encourage creators to contribute to the community
by transforming innovative ideas and inventions into products with economic value. Aimed at
fostering the creativity of both undergraduate and postgraduate students, as well as faculty
members at King Saud University, the centre seeks to elevate the university into the ranks of
leading universities, regionally and globally, in areas of creativity and innovation. The Innovation
Centre advances the desired objectives by working as a liaison between students and faculty
members with outstanding ideas and companies, and by providing the scientific assistance and
resources necessary to support the new concepts and innovative ideas.

The Innovation Centre began by establishing competitions to encourage and honour
innovators from both inside and outside the university. To benefit from the experiences of others in
the field of developing and marketing innovations, the centre then began to communicate with
scientific associations and universities, and signed cooperation agreements in the field of
innovation with institutions such as the University of California, Berkeley. The centre has
established a website portal to share their ideas with the wider society and is working on supporting

and developing the ideas of others. Subsequently, the centre founded the Innovation Club on more
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than 300 square metres of land, equipped with up-to-the-minute facilities to serve more than 5,000
students inside and outside the university. The centre has attracted scholars from around the world
to compete in international innovation competitions. To facilitate the communications process, the
centre has provided special forums of innovation in order to enable innovators to present their ideas
and their research and join the database. The centre also aims to promote innovation in the
university community, encourage university students to present their ideas and turn them into
innovations with economic value, spread the culture of innovation, and communicate with faculty
staff members, students, and the wider community. Lastly, the centre endeavours to create a culture
of entrepreneurship among the faculty and students of King Saud University, working within the

university system to achieve excellence in innovation (KSU, 2015).

2.8.3 Giftedness, Creativity, and Excellence Deanship at the Islamic University of
Imam Muhammad bin Saud

The Deanship was created to keep pace with progress in the field of gifted and talented education.
It aims to achieve high-quality research, and to provide education and counselling in the field of
giftedness and creativity. By providing distinct programmes and projects for discovering and
nurturing talent, it aims to accelerate the transition to a knowledge society. The remit of the
Deanship extends to the identification of talented students, then nurturing and encouraging them, as
well as monitoring them throughout the school year. The Deanship aims to remove any obstacles
that stand in their way, without damaging their social affiliations or beliefs, and provides material
and moral incentives for gifted students to contribute to the building of their society. It runs two
main activities. Firstly, the Creative Students Forum for the Arab States Universities, which
encourages research and scientific, artistic, and cultural projects for university students of the Arab
States. Students produce projects that are presented to the Forum and judged by the jury, who
choose the winning projects. Secondly, the Scientific Forum for students of the Islamic University
of Imam Muhammad bin Saud seeks to spread a culture of students’ active participation in the
preparation and publication of scientific research, and to create a favourable scientific research
environment for students (bachelors, masters, doctoral, etc.), to create fair competition among

colleagues, and to encourage inventors and entrepreneurs (Imam, 2015).
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To conclude this chapter, Saudi Arabia has spent considerable effort on gifted education,
whether in the form of programmes, advanced curricula within specific schools, or innovation
awards in general education or higher education. However, there is no clear coordination between
the relevant authorities, whether in gifted identification or policy integration, and while Saudi
universities mention their cooperation with international parties on their websites, they fail to
mention the cooperation or partnership at the local level. Updating gifted policy to include
acceleration practices, training school personnel who are involved in acceleration application, and
assessing acceleration application and its efficiency may have to be done by the relevant
departments at universities in Saudi Arabia.

These departments at Saudi universities have mentioned their collaborations with the
international organisations, as mentioned above; however, none of these collaborations have
targeted simulating practices, neither in enrichment nor acceleration application. That makes this
study an opportunity to link Saudi institutions for higher education with international practices in
the field of gifted and talented education, by adopting new intervention from schools experienced
in acceleration application. However, in Saudi Arabia there has been a lack of effort towards
acceleration procedures, which are considered the main provision method for gifted students.
Chapter three examines the benefits of acceleration, looking at the impact of this method on gifted
students socially, emotionally and academically. In summary, this research may fill the gap in

acceleration literature in general education and in higher education in Saudi Arabia.

2.9 Summary

This chapter provided an overview of the educational system in Saudi Arabia in general, and gifted
education in particular. It additionally provided an overview of the educational levels and special
education. Gifted provision and the stages of the development for gifted provision in Saudi Arabia
were also presented. This was followed by an explanation of the main bodies that are responsible
for providing gifted provision in Saudi Arabia, including a description of the General Directorate
for Gifted Care and King Abdul-Aziz and his Companions’ Foundation for Giftedness and
Creativity (Mawhiba). Lastly, examples of gifted provision in higher education in Saudi Arabia

were also discussed.
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3. Chapter Three: Literature Review

3.1 Introduction

This chapter reviews the relevant international literature on giftedness. It focuses on the various
theories that have built the field of gifted education (Plucker & Callahan, 2014), and includes
empirical studies relevant to the research questions and the subsequent analysis. It also evaluates
the strengths and limitations of the literature that have been tested in different contexts. This
chapter is divided into a number of sections, namely, definitions of giftedness, identification
methods and scales for gifted students, total talent development approach, gifted provision types,
including an acceleration section that presents the situation of acceleration in Saudi Arabia and
Early Entrance Program (EEP), enrichment programmes, and ability grouping. In addition,
appendix 13 includes a description and explanation of the types of special schools, including

Magnet schools, charter schools, and school within a school.

3.2 Definitions of giftedness

There is a long-standing debate among theorists, from within and outside the field of giftedness, on
the nature of the giftedness and whether it can be attributed to genetics or to the environment.
However, the ultimate goal of such debates is to identify and nurture the gifts to increase individual
capacities (Dai, 2005). The literature has revealed distinct groups of argument on how to elucidate
these human traits. Some of the theorists such as Terman (1926) defend the view that giftedness is
an inherent potential and can be measured using intelligence tests. Others see giftedness as an
achievement and performance, downplay the role of non-intellectual abilities, and consider
creativity as part of the end product instead of part of the process (Stanley, 1991). Some, including
Renzulli (1978) and Sternberg (1985), stress the role of creativity in conceptualising giftedness,
and emphasise the need to teach creativity-based skills. Others place talent within a developmental
context that includes external factors such as the environment, (Gagné, 1985; Kaufman &
Sternberg, 2008). Generally, the views of theorists have formalised the historical pillars and
components of giftedness (Monks & Katzko, 2005). However, these theorists have dogmatic views,
as they ignore or denigrate others’ views and promote a particular perspective; consequently, made

the field of gifted education with no practical programme development inadequately grounded in

33



theory and research (Ambrose, Sternberg & Sriraman, 2012). This section will outline the
development of definitions of giftedness, from definitions using a single dimension to those using
multiple dimensions. It includes the theories that have dominated the field of gifted education for

the last two decades.

3.2.1 Historical perspective of the foundation of giftedness

The origins of gifted education can be traced back to the fields of heredity and genetics. In 1865,
Francis Galton, the English pioneer of gifted theories, is regarded as the first person to use the term
‘giftedness’. Galton was influenced by the evolutionary theory (the origin of species) of his first
cousin, Charles Darwin. Galton’s main interest was in the different degree of mental ability and
eminence (reputation) from one person to another. Galton concluded that reaching a high degree of
eminence required an individual to possess high abilities, which guaranteed eminence for the
individual (Jolly, 2005a; Jolly, 2005b; Jolly, 2008; Resnick & Schantz, 2015).

Forty years after Galton’s conclusion, Alfred Binet, the French psychologist, became the
first scholar to develop a series of tests to classify children according to their intelligence. The
Stanford-Binet intelligence test was developed at Stanford University and published in 1916. This
instrument of intelligence ‘allowed for a degree of intelligence to be established, allocating a
definitive number to Galton’s original idea of varying levels of intelligence distributed across the
population’ (Jolly, 2005a, p.16).

In the USA, Lewis Terman (1926) revised the Stanford-Binet intelligence test. He defined
giftedness as a characteristic of those students in the top one per cent of the general intelligence
ability score. However, Terman realised that doing a further test to examine the validation of the
Stanford-Binet scale could enhance the educational treatment of gifted students (Jolly, 2008).
According to Jolly (2008), Terman suggested that the use of an intelligence instrument could go far
beyond just a classification, and could provide important information on the behaviour of
intelligence. In spite of the foundational work of Terman in defining giftedness, there is much
criticism regarding his views on giftedness. Specifically, some have argued that he restricted his
judgment of giftedness to the 1Q test (Intelligence Quotient) and ignored important factors that
affect intelligence such as leadership abilities, productive thinking, artistic, and athletic abilities

(Litster & Roberts, 2011; Renzulli, 2004; Sternberg, 1985).
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In 1927, Leta Hollingworth argued that the field of gifted education was still primitive and
insufficient to establish consistent terminology. Hollingworth provided the field of gifted education
with definitions of gifted children as possessing several characteristics, such as being mature,
responsible, wise, and having an excellent memory. She also provided the field with standards for
intelligence qualification. On the Stanford-Binet IQ test, children with a score of 130 or higher
were considered as gifted children by Hollingworth’s standards. She concluded that, for every 100
children, there was just one who could reach a score of 130. This percentage is considered the
foundation stone in the classification of gifted children (Jolly, 2005a; VanTassel-Baska, 2010).

After Terman’s efforts to conceptualise giftedness relying on the 1Q score, researchers called
for a consideration of other abilities in defining giftedness, and avoided restricting the definition of
giftedness to the 1Q test score. Witty (1971) supposed that children with exceptional abilities in art,
leadership, or writing could be considered gifted. Witty (1971) stressed that the definition of
giftedness had to expand to include all children who had a valuable talent. Renzulli (1978)
endorsed the view of Witty (1971) that 1Q score alone was not sufficient to identify giftedness.
However, the legacy of Terman and Hollingworth remains at the heart of a giftedness definition.
Their theories continue to inform the field and emphasise multi-dimensional constructs, theories,
definitions, and the impact of environmental influences on intelligence. Here, theories of giftedness

began to change.

3.3 Broadening the concept of giftedness

Giftedness is a complex concept and there is no agreement between scholars in giftedness in terms
of its definition. The complexity of the definition is attributed to its many dimensions as a
multidimensional concept of multiple capacities (Fraser, Garcia, & Passow, 1995). The definition
has been the major cause of many debates (Davis & Rimm, 1958; Gardner, 1983; Plucker &
Callahan, 2014; Renzulli, 1978; Sternberg, 1986), where the concepts range from the capability and
independence of gifted students to those who call for special care for gifted students. Davis and
Rimm (2004) agreed that there is no one definition of giftedness that is globally accepted.
Marland’s definition has influenced the gifted education field. The advisory committee led by
commissioner Marland in the US (1971) suggested that giftedness could be measured in a

multiplicity of ways that included objective and evaluative instruments. In addition, Marland
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suggested that employment of a set of standards for the identification of the gifted and talented
would involve at least three to five per cent of the school population (Marland, 1971). Marland’s
(1971) definition of gifted children remains a holistic and comprehensive conception and is the
most widely accepted definition today (Davis & Rimm, 2004). The Marland Report stated the
following:
Gifted and talented children are those identified by professionally qualified persons who
by virtue of outstanding abilities are capable of high performance. These are children who
require differentiated educational programs and/or services beyond those normally
provided by the regular school program in order to realise their contribution to self and
society. Children capable of high performance include those with demonstrated
achievement and/or potential ability in any of the following areas, singly or in
combination: General intellectual ability, Specific academic aptitude, Creative or
productive thinking, Leadership ability, Visual and performing arts, Psychomotor ability
(Marland, 1971, p. 8).
Marland’s report could be considered the major shift in the definition of gifted children from a uni-
dimensional definition relying on the 1Q test to a multi-dimensional definition (Marland, 1971;
p.9).

Use of the term ‘outstanding’ in Marland’s definition does not specify clearly enough how
far those who are gifted are from the average. Gagné (2008) stressed that a normative definition
must specify how subjects differ from the norm. He included a metric-based system of thresholds
for giftedness and talent definitions (see table 3.1). Nonetheless, a number of countries preferred
Marland’s definition and 1Q test in order to identify their talent. For example, Hong Kong relied

heavily on Marland’s definition and 1Q test (Ziegler & Philipson, 2012).

Table 3.1 Levels of giftedness and talent in the metric-based system (adopted from Gagné, 2008)

Level of Giftedness Fraction of Population Frequency of Occurrence
Mildly Top 10% 1:10

Moderately Top 1% 1: 100

Highly Top 0.1% 1: 1,000

Exceptionally Top 0.01% 1:10,000

Extremely Top 0.001% 1: 100,000
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In Australia, Gross (2008) distinguished between gifted learners in their capabilities, whether in
terms of time taken to solve problems, methods used in creating solutions, independence in
working, and/or creativity. She classified giftedness according to 1Q score and the proportion of its

occurrence in the general population (see table 3.2).

Table 3.2 Levels of intellectual giftedness (Gross, 2008)

Category of giftedness | 1Q score Proportion of population
Mildly gifted 115-129 1:6 -1:40

Moderately gifted 130-144 1:40 - 1:1000

Highly gifted 145-159 1:1000 -1:10,000
Exceptionally gifted 160-179 1:10,000 — 1:10 million
Profoundly gifted 180+ Fewer than 1:1 million

In the main, Gross agreed with Gagné (2008) in their categories; however, Gagné provided a
generous choice of thresholds that were counterbalanced by the recognition of five progressively
selective levels of giftedness or talent. He recommended that the disparity in giftedness and talent
should guide the choice of intervention (Gagné, 2008). On the other hand, Renzulli (1978)
integrated three variables or clusters of human traits that make up giftedness: above average ability,

creativity, and task commitment, to describe gifted behaviour.

3.3.1 Three-rings concept
Renzulli (1978) introduced his concept of giftedness as the three-ring concept that can allow the
individual to become gifted, based on their behaviour (see figure 3.1). According to Plucker &
Callahan (2014), the three-ring concept was widely accepted and was the subject of many debates
throughout the 1980s, where the work of Renzulli has been listed by the Social Science Citation
Index as the most cited publication in the gifted field. Renzulli’s three-rings concept allows gifted
children to maximise their abilities and apply them to their performance (Litster & Roberts, 2011;
Reis & Renzulli, 2010; Renzulli et al., 1992). The three-rings concept can be seen as less rigid than
that of Terman and the formers’ view of giftedness such as Hollingworth, because the three-rings
concept allows more students to enrol in gifted programmes (Borland et al., 2000).

According to Gross (2008), the three-rings model was the most influential in Australia;
however, critics of this theory were concerned. Renzulli considered ‘task commitment’ as a basic

ingredient of giftedness, but this would exclude underachievers who do not display this amount of
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commitment (Davis & Rimm, 1958; VanTassel-Baska, 1998). Nevertheless, none of this criticism
was built on research and there was no definite evidence indicating the exclusion of
underachievers. A mixed method study by Haight (2012) showed that, in the dispositional aspects
of giftedness, ‘task commitment’ appeared to be important for gifted learners in disadvantaged
contexts. In addition, Renzulli demonstrated in the early stages that the three-rings theory with
enrichment activities could counteract underachievement (Renzulli, 1999). In addition, Renzulli
(1999) admitted that he had not considered the background of the model in his research, that could
lead to a new ring (the background two-toned ‘houndstooth’ represents the interaction between
personality and environment). However, on the other hand, the uniqueness of this theory is the
argument that nurturing gifted qualities is more important than merely identifying these qualities

(Dai & Chen, 2013).
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Figure 3.1 Three-ring concept of giftedness (Renzulli, 2012a, p.71).

3.3.2 Multiple Intelligences theory

Gardner (1983) added to the debate surrounding the conception of giftedness by formulating a
classification of individual giftedness in his Multiple Intelligences theory (MI). Ml differentiated
intelligence into specific primarily intellectual ‘modalities’, rather than considering intelligence as
consisting of a single general ability. Gardner introduced his theory with seven dimensions: (a)
linguistic, (b) logical-mathematical, (c) musical, (d) spatial, (e) bodily kinaesthetic, (f)
interpersonal, and (g) intrapersonal intelligence. Later, Gardner discussed adding more dimensions
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to the MI theory, for instance, naturalist, spiritual, and existential intelligences (Tirri & Nokelainen,
2010; Walter & Gardner, 1984). Although the distinction between intelligences has been set out in
detail, Gardner rebutted the idea of tagging learners to a particular intelligence. Gardner maintained
that his theory of multiple intelligences should ‘empower learners’, not restrict them to one
modality of learning (Walters & Gardner, 1984). However, the concept of multiple intelligence and
abilities has received more support than the classic view of giftedness as a single ability.
Specifically, Renzulli (2012b) endorsed Gardner’s MI theory by broadening the concept of
intelligence. However, intelligence is a wide and complicated concept for which no one definition
is sufficient (Renzulli, 2012b).

Of relevance to the context of this thesis, Koura and Al-hebaishi (2014) investigated the
MI theory in relation to achievement in the English language. The sample consisted of two groups:
forty-two non-gifted girls and forty-two gifted girls from ninth grade in Saudi Arabia. The study
applied the Ml inventory in conjunction with an English language achievement test. The study
revealed a significant correlation between achievement and M1 in specific language skills. Indeed,
many criticisms have been levelled toward the MI theory and its application. According to
Waterhouse (2006), the Ml theory relies on neuroscience phenomena and not on empirical
findings, while the proponents of Ml theory refer to the importance of years of accumulated
experience to validate the theory.

Gardner described intelligence as a number of intelligences of which the individual can
possess one or more. However, he did not elaborate on the distinction between intelligence that was
inherited and skills that were acquired through the environment; Gardner and Moran (2006)
attributed a person’s skills to the operation of their intelligences. Furthermore, Ml theory does not
clarify how intelligence operates in a traditional teaching method, such as a centralised
instructional method, because the theory requires action such as discussions, questioning, and
conducting research. For example, in Turkey, Calik and Birgili (2013) noted that it was impossible
to implement the M1 theory because it would require considerable amounts of material that were
not available to teachers in order to differentiate between students’ intelligence needs. Therefore,

the research in this thesis will not be based on the M1 theory.
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3.3.3 Triarchic theory

In 1985, Sternberg put forward his triarchic theory that the most gifted children were those who
possessed potential in analytic, creative, and practical domains. Sternberg, as a leading researcher
of human intelligence, was the first researcher who opposed the psychometric approach to
giftedness and included more cognitive aspects (Sternberg, 1986). Sternberg’s definition and other
definitions such as Renzulli’s three rings (1978) and other concepts of giftedness gained acceptance
as gifted learners were identified by their abilities, rather than their 1Q level. Sternberg’s theory
concentrated on the abilities possessed by the individual and discounted the environmental factors
that formatted and stimulated these abilities.

Sternberg considered intelligence as a flexible and dynamic entity, developed through
experience, consisting of a set of abilities that were needed to achieve high mastery in one domain
or more (Sternberg, 1986). Renzulli endorsed this concept of intelligence that relies on developing
experiences, and mentioned that creative behaviours are generated from one of the five forces of
intelligence, which include knowledge, motivation, personality, thinking style, and environment
(Renzulli et al., 1992; Renzulli, 2012a).

Sternberg (2004) argued that giftedness involves more than just high 1Q, and has non-
cognitive (e.g. motivationally driven) components as well as cognitive ones. However,
environment is crucial in terms of whether potential for gifted performance will be realised, and
giftedness is not a single entity: there are multiple forms of giftedness. Hence, one-size-fits-all
assessments or programmes are likely to be too narrow. Measures for identifying or evaluating
gifted individuals need to be proposed to operationalise theories, and then they need to be evaluated
rather than merely being assumed to be valid (Sternberg, 2004).

In applying Sternberg’s Triarchic theory, Saudi Arabia, Spain, Russia, and England
standardised it through the Aurora Battery of tests (Tan et al., 2009). This battery is composed of a
set of multiple models including group-administered maximal performance assessment, a parental
rating scale, a teacher rating scale, and a self-report rating scale. Each model is structured on the
same grid of abilities and domains. The battery measures abilities in the areas of analytical,
creative, and practical thinking. The battery aims to provide a multifaceted view of the gifted
intellectual profile as expressed through a range of abilities. In practice, Spain and Russia faced

great difficulties in standardising this scale linguistically. In Russia, the administrative processes
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proved more confusing than in other countries as the culture was emerging from a period of no
testing. As for Saudi Arabia, its adaptations for its own cultural context will most likely be more
extensive than for others (Tan et al., 2009), and educators working in the field of gifted nurturing in
Saudi Arabia have criticised these traditional scales as being incapable of recognising the
multifaceted nature of gifted intellectual abilities (Tan et al., 2009).

However, the weaknesses of the Aurora Battery were attributed to its inability to tap into
the various aspects of giftedness that have been identified by modern concepts (Gagné, 1995;
Gardner, 1999, Renzulli, 1978; Sternberg & Grigorenko, 2002). Tan et al. (2009) stated that the
Aurora Battery never fulfilled the vision upheld by the main giftedness institutions. The
weaknesses in this standardised scale may be one reason for the finding of Qarni (2010), where he
evaluated Saudi provisions for the gifted in light of the NAGC standards and found a non-
alignment of applications with the standards, specifically in the identification standards.

However, Sternberg (1991) identified MI theory as a system approach similar to his own
Triarchic theory (Sternberg, 1986; Tirri & Nokelainen, 2010). Indeed, Sternberg’s and Gardner’s
theories are similar to the extent that both consider hereditary abilities and ignore the role of the

environment in shaping and promoting these abilities.

3.3.4 Differentiated Model of Giftedness and Talent DMGT
Gagné (1985) distinguished between possessed skills and inherited intelligence. He explained that
‘giftedness’ refers to untrained and spontaneously expressed natural abilities (called aptitudes), and
‘talent’ refers to the superior mastery of systematically developed abilities (or skills) and
knowledge of human activity (see Gagné, 2000). Gagné (1993) classified giftedness into four areas
of abilities, namely mental, emotional, creative, and social-emotional. He classified talents within
five fields: academic, technological, relationships with others, art, and sports. Gagné (1993)
claimed that giftedness matched above-average abilities, while talents matched above-average
performance. He also assumed that the origin of giftedness is hereditary while the origin of talent is
environmental. Further, gifts can be measured by standardised tests while talent can be seen on the
ground.

Gagné (2004) developed a Differentiated Model of Giftedness and Talent DMGT (see

figure 3.2):
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[1t] presents the talent development process (LP) as the transformation of outstanding
natural abilities, or gifted (natural abilities), into outstanding systematically developed skills which
define expertise, or talent (systematically developed skills) in a particular occupational field
(Gagné, 2004; p. 119).

This transformation from natural ability to developed skill constitutes the heart of the DMGT.
Gagné (2004) claimed that there are three catalysts that can help or hinder that transformation: first,
intrapersonal catalysts, such as personal traits and self-management processes; second,
environmental catalysts, such as socio-demographic factors and psychological influences; and
third, having a chance (Gagné, 2004). Chance in the Gagné model plays a predominant role in the
DMGT, where ‘chance’ includes both parental and genetic endowment that can affect natural
abilities. Components of this model stress the impact of the personality and environment in the
development of gifts (as natural abilities) into talents (as specific abilities) (Gagné, 2004; Tirri &

Nokelainen, 2010).
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Figure 3.2 Gagné’s Differentiated Model of Giftedness and Talent (Gagné, 2004; p.121)

Despite the fact that Gagné’s model has been applied successfully in some contexts (e.g.
New Zealand, Singapore), the model does not fit well with other contexts that suffer from
underrepresentation in gifted programmes (Ho & Chong, 2010; Gagné, 2011; Vaipuna, Kupu &

Rily, 2011). However, some deficiencies remain. Gagné (2011) argued that only high achievers can
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be included in academic talent development programmes; therefore, this model indicates some
inequity in talent development. Gagné’s model failed identify those with hidden gifts and talents or
those considered underachievers, i.e. those who have gifts but do not achieve their potential.
Hence, the DMGT is considered by some to be a discriminatory model (Dracup, 2011). Despite the
fact that Gagné updated his model (e.g., Gagné 1985, 1995, 2004), he made no attempt to include
underachievers, so he did not provide a solution for the schools that adopted his model. As a result,
researchers have tried to fill the gap in Gagné’s model by proposing a new pathway for gifted
underachievers and designing a model of identification and progression for all gifted children (see
Wellisch & Brown, 2012). Gagné (2011) endorsed the broadening of the definition of giftedness in
order to get rid of the inequity issue in his model. However, most definitions of giftedness and
intelligence have focused on mental abilities with their relations and interactions, whereas
underrepresentation in gifted education has been attributed to socioeconomic, socio-emotional, and
cultural reasons (Freeman, 1992; Sternberg, 2007) and not for deficiencies in abilities. If this was
the case, why do they classify these students as gifted? Therefore, broadening the definition of
giftedness would not resolve the problem.

Gagné’s model is accused of being deficient in the identification process (see Dracup,
2011; Wellisch & Brown, 2012), an issue from which Saudi Arabia has suffered (Qarni, 2010).
Gagné stressed the importance of the occurrence of the chance in the natural abilities that may
prove difficult to predict either spatially or temporally. In addition, the chance in the mental
abilities phase will not make sense in the slow identification process in Saudi Arabia, currently
overseen through collaboration between three national principal organisations (see section 3.4.3).
In addition to the preference of the teachers in the nomination phase, identification in Saudi Arabia
is heavily reliant on mental ability tests (Mawhiba test by Qiyas, see footnote, p. 186) that starts at
third grade with a cost of 150 Saudi Riyal. It is not guaranteed that Saudi families can afford the
fees of the Mawhiba test, especially after the austerity status that influences the individual’s
income, so the occurrence of the chance could be scarce in this case.

The chance in the developmental process phase in Gagné’s model is conditional for those
contexts which can tolerate the expenses of gifted provision. In another words, how can ‘Gagné’s
chance’ be created in disadvantaged contexts where there is little or no financial capacity to

provide developmental practices for students?
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In Saudi Arabia, there are several factors that would need to be considered in any attempt
to adopt Gagné’s model. These factors are first, increasing rates in population growth, as Saudi
Arabia has been facing a population explosion since the 90s which is predicted to remain at about
the same rate through the 2030s. In addition, in 2030 the Saudi government intends to increase the
rate of the Gross Domestic Product (GDP) by relying on non-oil exports and small and medium-
sized enterprises (Saudi Vision 2030, 2016); however, this reliance might not increase the rate of
the Saudi GDP and then it could affect Saudi families’ distinct learning opportunities (e.g. sending
their children to private schools) (see Mensi et al., 2017; Raphaeli, 2003). Second, the economic
strategies for confronting austerity could affect the financial flow for the educational sector,
therefore, affect gifted provision. Third, the over-presentation of Saudi students from well-educated
and affluent families in gifted programmes (Algefari, 2010) means that, therefore, it could be
difficult to adopt Gagné’s model by failing to identify those with hidden gifts and talents or those
considered underachievers. Therefore, using Gagné’s model for the Saudi case will amplify
misunderstandings of the identification process.

On the other hand, the Schoolwide Enrichment Model by Renzulli & Reis (1994) that
Saudi Arabia has partially adopted in its enrichment model (see Aljughaiman, 2010) will help all
students to have the chance to take part in enrichment opportunities, as Renzulli has downplayed
the role of conventional intellectual abilities, suggesting less rigorous criteria for scores on
standardised mental ability tests (Kaufman, & Sternberg, 2008). The SEM model includes the top
fifteen to twenty per cent of any domain, which differs from the traditional view of giftedness in
Saudi Arabia as comprising the top five per cent of gifted students on the Mawhiba test to be
included in enrichment programmes and the top three per cent to be included in acceleration.

Gagné’s model concentrates on distinguishing between gifted and talented, terms which are
not an issue in Saudi Arabia as both terms are used interchangeably. SEM allows students to be
nominated by their achievement in specific areas, not solely relying on official academic testing. In
addition, Renzulli’s concepts has found support from teachers whose instincts lead them to identify
particular students as gifted despite them not necessarily scoring well on mental tests (Kaufman, &
Sternberg, 2008). Therefore, it could help Saudi teachers in nominating gifted students who are not

subjected to rigorous criteria.
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3.3.5 Actiotope Model

In response to the need to include the environmental effect in the gifted conception, Ziegler from
Germany and Phillipson from China (2012) constructed the Actiotope Model (Figure 3.3). They
called for a paradigm shift in understanding giftedness. They argued that gifted education had
relied on an erroneous view where existing theories no longer addressed the demand of the gifted
field, and the gifted field needed to consider both cognitive factors (such as intelligence) and non-
cognitive factors (such as motivation). Ziegler and Phillipson (2012) constructed a systematic
theory of gifted education that included theoretical and practical alternative methods of educational
support based on acceleration, enrichment ability grouping, and targeted financial support usually
provided in the form of scholarships (p. 3). A number of supporters endorsed Ziegler and
Phillipson (e.g. Dai & Chen, 2013; Gobet, 2012). In China, Zhang, Chen, and Shi (2012)
constructed the Wisdom Tree Model as an echo of the Actiotope Model of Giftedness (AMG).
Zhang, Chen and Shi (2012) claimed that the AMG was a successful approach that shed light on
the obstacles facing gifted education around the world. However, according to Pang (2012), China
had unsuccessful experiences with gifted programmes, where eight out of thirteen universities
closed their gifted programmes, and up until now, only two programmes survived. The reason for
closing their programmes was due to identification issues, teachers lacking expertise and deficiency
in gifted policies. Therefore, and with respect to their efforts, it would be difficult to rely on this
model.

Ziegler and Phillipson (2012) alleged that gifted education based on measurable
components and the existing theories no longer addressed the demand. However, they based their
argument on a study published by Kuhn in 1962, and on a meta-analysis by Wilson published in
1993. This evidence indicates that Ziegler and Phillipsons’ conjecture was for journalistic and not
scientific purposes. It would have been better if they had underpinned their argument with
contemporary empirical studies; as it is, their argument showed unequivocally that they had not
kept up with the facts in the gifted field. Indeed, Ziegler and Phillipson flipped the facts in order to

introduce their Actiotope Model of Giftedness.
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Figure 3.3 Actiotope Model of Giftedness (Ziegler, 2004; p.421)

3.3.6 Terms ‘gifted’ and ‘talented’
Renzulli (1999) referred to the debate around the terms ‘gifted’ and ‘talented’ as a ‘banal atrocity’
argument, although numerous terms are synonymous with ‘gifted’ in the literature, including ‘high
ability’, ‘very able’, ‘creative’, and ‘accelerated’. However, the terms ‘gifted’ and ‘talented” have
been used synonymously to define giftedness (Gagné, 2008). The term ‘talent’ finds a place in the
definition of giftedness. The advisory committee led by Marland in the USA (1971) put forward a
new definition of giftedness, which introduced the word ‘talent’:

Many talented children under-achieve, performing far less than their intellectual potential

might suggest. We are increasingly being stripped of the comfortable notion that a bright

mind will make its own way. On the contrary, intellectual and creative talent cannot

survive educational neglect and apathy (Marland, 1971, p. 9).

The US Department of Education used the Federal Javits Gifted and Talented Education

Act definition to define gifted students:

Children and youth with outstanding talent perform or show the potential for performing

at remarkably high levels of accomplishment when compared with others of their age,

experience, or environment. These children and youth exhibit high performance capability

in intellectual, creative, and/or artistic areas, possess an unusual leadership capacity, or
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excel in specific academic fields. They require services or activities not ordinarily
provided by the schools. Outstanding talents are present in children and youth from all
cultural groups, across all economic strata, and in all areas of human endeavour (Ross,
1993, p. 15).
The US definition inserts the term ‘talent’ which is usually used to refer to natural abilities such as
creative thinking, general intellectual ability, and/or visual art. The Saudi Ministry of Education
defines gifted students as having the following:
Outstanding capabilities and abilities, and distinctive performance when compared with
others of their age in one or more of the areas valued by the community, especially in the
area of mental excellence, innovative thinking, academic achievement, and special
abilities and skills. They need special educational interventions that may not ordinarily be
provided by the school (MOE, 2016).

The Saudi definition has not mentioned the term ‘talent” whereas the Saudi literature used
the terms interchangeably. In this thesis, the terms ‘gifted” and ‘talented” will be used
interchangeably to refer to gifted students in general.

To sum up this section, following from the previous presentation of these theories and
concepts about giftedness, the concept of giftedness has undergone a number of changes over the
last two decades (Horowitz, Subotnik, & Matthews, 2009). It has been developed from a simple
concept that relies on an 1Q score as a means of classifying and recognising giftedness, to the
multifaceted concept that emphasises multiple abilities, creativity, and the impact of the
environment and behaviour on the development and uses of these multiple dimensions to define
individual capacity. To summarise the dialectical debate about giftedness, Sternberg and Zhang
(1995) set out a comprehensive answer to the question: What is the nature of giftedness? These
authors determined the criteria of giftedness that involves excellence, rarity, productivity,
demonstrability, and value attached to the skills/products of the individual. Jackson (1993) called
for the use of the techniques of mainstream psychological research to conceptualise giftedness.
However, Plucker, Callahan and Tomchin (1996) claimed that ‘measures of multiple intelligences
appear, in general, to be reliable but not particularly valid’ (Plucker, Callahan, & Tomchin, 1996).

This development in the definition of giftedness has provided an opportunity for gifted

children, who can be selected based on these concepts in terms of differentiated learning and extra
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activities. At the same time, the determination of giftedness has not provided an opportunity to
those children who have been excluded. The remaining question about giftedness, for those who

are classifying and labelling children with such names, is this: What does it mean to be gifted?

3.4 ldentification methods and scales for gifted students

In 1958, approximately 200 educators and interested researchers gathered in New York City at the
National Education Association (NEA) conference to discuss the education of the most able
students. The conference recommendations stressed that the educational institutions should be the
first ones to identify the students with the greatest academic aptitude. In addition, the conference
recommended the development of tests to capture the various abilities and aptitudes demonstrated
by gifted youth so that they could be put in place. Furthermore, the conference, while recognising
the importance of the identification of gifted learners, also saw the limitations of the available
assessments. The conference recommended that other data needed to be collected to identify a
larger range of gifted youth. However, it was agreed that identification efforts without provisions or
programming to support gifted students would be a waste of time, resources, and human capital
(Jolly, 2014). Notwithstanding the 1958 conference, it seems that the identification process
remained a major issue in gifted education, and the question of who were the gifted still had no
precise answer (Gubbins, Callahan, & Renzulli, 2014). Since culture and context influence the
identity of who is gifted, it may not be possible to reach a consensus among scholars in the field of

gifted education.

3.4.1 Identification procedures
Renzulli and Reis (1985) developed a Revolving Door Identification Model as a practical
application of the three-rings theory; the significance of this model was to provide a talent pool of
above average students (Renzulli, 1999). These authors thought that defining giftedness and
designing a suitable programme should be early considerations in the generation of gifted
identification. They also explained the process for identifying gifted students in school to help the
identification team:

The team first decides on a definition, target population, and programming model, then a

screening procedure is selected, and next, identification instruments (tests, checklists, etc.)
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are chosen for the final selection process. Tests and checklists must be chosen to fit the
programme being developed and should be both valid and reliable instruments (Reis &

Renzulli, 1985, p. 2).

Callahan et al. (1995) set out a number of guidelines to help practitioners in gifted identification
that include the following: broadened conception of giftedness by adopting a clear definition and
using multiple identification processes; using separate, unique instrumentation for different areas of
giftedness; ensuring the validity and reliability of the instrumentation; avoiding the use of a single
cut-off score on an instrument or a matrix for making screening and identification decisions; and
identification based on student needs, not numbers, quotas, or slots.
This was important:
Be aware of and capitalise on the fact that giftedness may manifest itself in different ways
in different cultural or socio-economic groups. Avoid the use of matrices which sum the
scores from several assessment tools to form a single score indicative of giftedness

(Callahan et al., 1995; p. 424).

In line with Callahan’s guidelines, Renzulli (2005; 2015) provided a series of orderly steps in the
identification process (see figure 3.4). Renzulli’s identification model is aimed at improving
creativity and task commitment in students who are identified by test scores or other means such as
teacher nomination. Renzulli’s identification model is also aimed at promoting the interaction of
task commitment, creativity, and above average ability by providing learning experiences. The
system further provides opportunity, encouragement, and resources for the progress of gifted
behaviours (Renzulli, 2005; 2015). In this system of identification, there are a number of steps to
consider.

Step one: Academic Performance and Test Score Nominations. Renzulli (2005) suggested
that, at step one, children’s academic achievement should be considered along with the end of year
grades for the previous two years, in order to formulate the appropriate criteria used in forming the
talent pool. Determination of the target pool will serve the major target group of participation in a

wide variety of provision services.
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Step two: for those students who do not appear in stage one, the teacher should use a form
for rating underachievers whose abilities may not be reflected in a standardised test:

Teachers should be informed about all students who have gained entrance through test

score hominations ... step 2 allows teachers to nominate students who display

characteristics that are not easily determined by tests (Renzulli, 2005, p. 46).

Renzulli (2005) suggested avoiding the referral of students selected by test scores as the “truly
gifted’, and the students selected by teachers as the moderately or possibly gifted. He also
recommended being fair in the distribution of opportunities, resources, or services provided.

Step three: Alternative Pathways. Renzulli (2005; 2015) proposes adding other options to
support the selection and nomination process. These alternative pathways could include parents’
nomination, peers’ nomination, and achievement certificates. Issues relating to these alternative
pathways, for example, parental bias, would have to be taken into account:

Students nominated through one or more alternative pathways will become the subjects of

a case study by the Review and Selection Team ... A local planning committee or the

Review and Selection Team should make decisions about which alternative pathways

might be used (Renzulli, 2005, p. 50).

Step four: Special Nominations. In this final review step, teachers provide a list of all nominated
students to make sure that there are no drop-off students from the gifted pool. This step allows
teachers, based on their previous experiences, to nominate students whom they know very well,
and who have not been recommended for joining the gifted pool, whether that be teachers from a
previous year, or gifted, topic-oriented, or special education teachers accountable for special
programmes. This procedure allows for a final nomination of the total school population and
helps to pick up students that may have ‘turned-off’ school or developed patterns of
underachievement as a result of personal or family problems. This step also helps to overcome the
general biases of any given teacher who is an under-nominator or a non-nominator (Renzulli, 2005,
p. 50).

Step five: Notification and Orientation of Parents. In this stage, an invitation letter should

be forwarded to the parents to invite them to the orientation meeting in order to describe the nature
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of the provision programmes that the school intends to provide. The meeting should present a
description of the proposed programme and an explanation of the nature of giftedness and the skills
and goals related to it. The orientation meeting should also provide clarification of all programme
policies, procedures, activities, and events. An explanation of the admission and nomination
processes should be given, progress points should be notified, and any further changes announced
in the faculty and members of the provision programme. Other orientation meetings should be
delivered to the students in order to explain the aims and the output of the provision programmes.
Step six: Action Information Nominations. Renzulli (2005) defined this stage thus:

The dynamic interactions that occur when a student becomes extremely interested in or

excited about a particular topic, area of study, issue, idea, or event that takes place in

school or the non-school environment. It is derived from the concept of performance-

based assessment, and it serves as the second safety valve in this identification system

(Renzulli, 2005, p. 53).
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Figure 3.4 Renzulli identification system (Renzulli, 2005, p. 36)

Renzulli’s steps (2005, 2015) align with Callahan’s guidelines. Both broaden the pool to
consider a range of giftedness, whether through valid tests, teacher and parents’ nomination, or

avoiding the use of a cut-off score. In addition, Renzulli (2005; 2015) recommended providing
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several enrichment in-class practices that might result in recommendations for an individual
plan through the Action Information process. Teachers should be oriented in using the Action
Information process in order to facilitate and train the gifted students.

In reviewing some empirical papers that apply the Revolving Door Identification
model in Minnesota and in suburban schools, Westberg (2010) conducted multiple case studies
to follow up on the lives of three students (Graham, Jenna, and Patrick), twenty-five years after
they had enrolled in a gifted programme in elementary school based on the Revolving Door
Identification Model by Renzulli and Reis (1985). Westberg (2010) investigated the
relationship between students’ early interests and their subsequent vocations and avocations as
young adults. The results provide support for the Revolving Door Identification Model. When
interviewed, Graham was about to receive his doctoral degree in his favoured major, and he
continued to be involved in innovative projects. He had written nine books and a number of
novels. Jenna held a prestigious position in a large company; she was pursuing her master’s
degree and was responsible for developing a new project in her favoured major. Patrick had
been involved in research projects and his results had been published in scientific journals.

Through this study, the Revolving Door Identification Model demonstrated its validity in
selecting gifted students who demonstrate over time that they are producers.

In relation to gifted individuals’ life trajectories, an ongoing longitudinal study in the UK by
Freeman (2005) reported contradictory results. In 1974, Freeman employed physiological testing and
in-depth- interviews to compare three different groups of children in their life trajectories: those who
were labelled gifted students, those who were non-labelled gifted, and random ability children of the
same sex, age, and socio-economic status, sharing the same experience in the same school class.
Freeman (2013) found that the label created some pressure on some cases whether this was positively
or negatively. Those with exceptionally high 1Qs were satisfied with their life qualities and had found
ways of organising their powerful mental abilities and their personal learning style as they moved
into adult life. Those with merely a very high score remained less mature and less efficient with
shorter-term thinking techniques, like rote memorising their lesson-notes (Freeman, 2013).

The initial concern of Freeman’s study was to discover why some children were labelled as
gifted, while others of identical measured ability and school achievements were not described in this

manner (Freeman, 2006). From the author’s point of view, an initial concern of Freeman’s study was
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inconsistent with the study design, as tracking gifted students for a long period would not provide
the answer as to why they were described as gifted. It may have been more appropriate at the time to
examine the validity of the instruments used for such labelling in relation to the policies at that time,
and to explore the attitudes of the identification practitioners toward gifted students. Also, the
changeable variables such as SES and emotional aspects could affect the life quality of gifted
individuals and limit their achievements in life. In addition, it is supposed to consider the ethnicity
and geographical features in Freeman’s sample as it could affect the privileges of the gifted

individuals’ lives.

3.4.2 National Association for Gifted Children’s standards

Callahan’s guidelines (1995) and Renzulli’s identification concept were incorporated into the
standards used to assist school districts in examining the quality of their programming for gifted
students by the National Association for Gifted Children (NAGC). These standards are divided into
seven criteria: Programmes Design, Administration and Management, Identification, Curriculum,
Socio-emotional Guidance and Counselling, Professional Development, and Programme
Evaluation (NAGC, 2000). Each criterion has a framework that includes minimum standards
(nominal requirements for a satisfactory programme) and exemplary standards (characteristics of

excellence in the gifted education programme).

NAGC (2000) developed the standards that all teachers who work with gifted students
have to meet. These standards presented the main understanding of differentiation issues, learning
differences and preference, and strategies. For example, teachers of gifted students need to identify
the learning differences, developmental targets, and cognitive characteristics of gifted students,
including those from diverse linguistic and cultural backgrounds. Teachers need to recognise the
gifted students’ academic and social-emotional needs, fostering creativity and acceleration by
making appropriate learning and performance modifications for individuals with gifts.
Furthermore, it is the teachers’ duty to select, adapt, and use a wide range of evidence-based

strategies to advance the learning of gifted and talented students.

Klimis and VanTassel-Baska (2014) developed the following list of expectations for highly
effective teachers, in order to create criteria to guide teacher selection. Firstly, teachers should
demonstrate the competencies/skills needed to develop and provide students with optimal
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educational experiences. Furthermore, they must provide evidence of the following abilities/skills
through a portfolio, résumé, or interview: the understanding of gifted learners’ characteristics; the
development of a differentiated curriculum appropriate for gifted learners; the development of a
curriculum that endorses creative, critical, and complex thinking; the use of a variety of methods to
deliver instruction appropriate for gifted learners; the use of multiple assessment to meet the
academic needs, interests and learning preferences of gifted students; the ability to address a real-
world problem through creative tasks such as service learning; good communication skills with
students, school staff, families, and community members; and participation in school improvement,

reform, curriculum teams, or other related duties (Klimis & VanTassel-Baska, 2014, p. 175).

NAGC considered the following issues for identification: (a) the identification process
needs to occur over time because giftedness is not static but dynamic; (b) multiple tests and
opportunities need to be provided to allow learners to display their gifts in order to decide whether
someone can indeed be identified as gifted; (c) giftedness should be characterised through all
cultural, ethnic, and socioeconomic groups; and (d) giftedness may be displayed within a specific
major. What is more, NAGC (2015) stressed that the possibility of developing gifts into talents is

linked to early detection and identification.

In the use of assessment as an identification tool, NAGC (2008) set five non-negotiable
practices. Firstly, the definition of giftedness and the form of assessment should align, in order to
achieve validity, and both should be determined by the policy makers or state legislation. In
addition, the objectives, outcomes, and goals of gifted programmes, along with the characteristics
of students and achievement levels should align with the form of assessment in order to achieve
reliability and validity. Secondly, the identification process should rely on a set of metric
assessments to determine the gifts, as a single scale may not be enough to determine whether
children are gifted. That is to say, different elements, for example mathematical cognitive ability,
should be measured by a variety of tools that align with the gifted provider’s aims, goals, and
outcomes. Thirdly, in the case of the assessment context, it should simulate the students’ normal
classroom setting, as this familiar setting allows students to demonstrate their knowledge,
aptitudes, and skills more easily. Indeed, it is unfair to classify those students who are judged

outside their natural setting. Fourthly, the assessment and instruments must be comprehensive, in
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terms of standards of use, psychometric properties, and all information concerning validity and
reliability. Furthermore, the school administration must make the official documentation of each
assessment used for identification clear to participants. In addition, with regard to validity and
reliability, standardisation of the instrument should be applied in the case of absence of
information. Fifthly, the identification team and practitioners should be well trained to ensure that
the outcomes and data from the identification process come from defensible reliable data and not
from nepotism, parental pressure, or political relations. Some of these practices were followed in

Saudi Arabia when identifying gifted students.

3.4.3 Identification in Saudi Arabia

The identification procedures in Saudi Arabia involved collaboration between three parties,
specifically the Ministry of Education, Mawhiba, and Qiyas. The procedure was based on (a)
teachers’ nominations for potential students, (b) with outstanding academic achievement in a
specific domain, and (c) achieving a high percentile on the instruments provided by MOE (later
provided by Qiyas). The Saudi identification system began the identification process at aged nine
(grade four) as all of the identification instruments available in Saudi Arabia were standardised for

learners between the ages of nine and sixteen (Aljughaiman & Grigorenko, 2013).

Numerous studies have pointed out the limitations of the identification process in Saudi
Arabia (Aljughaiman, 2009; Aljughiman & Maajeeny, 2010; Alzoubi & Bani Abdel Rahman,
2016; Bin Yousef, 2014; Qarni, 2010). This limitation in identification might be attributed to
attempting to confine the wide concept of giftedness into one tight term. Saudi Arabia may need to
broaden the concept of giftedness in order to allow more students to enrol in gifted programmes.
Renzulli’s three-rings model could address this issue, where it allows for a wide range of students
to be identified as gifted. Saudi Arabia only considers the top five per cent for enrolment in gifted
enrichment programmes, whereas the three-rings model allows for fifteen to twenty per cent of top
students in any area of human endeavour, which is more than the Gagné model of ten to fifteen per
cent (Gorss, 2008; Renzulli, 1999). The flexibility of the three-rings model is aligned with the
Saudi Vision 2030 for the national transformation programme 2020 in which the first strategy in

education is to provide education services to all types of students. What is more, global criteria
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have been considered in the Saudi Vision, which has relied on global and regional standards as
performance indicators (Saudi Vision 2030, 2016).

The three-rings model looks beyond giftedness, as it aims for a creative final product of
having giftedness. To this end, Renzulli advocated giving students opportunities to conduct
independent projects to increase their creative capabilities. According to Gross (2008), the three-
rings model builds on the characteristics of the ‘creative/productive’ adult. This view aligns with
what the Saudi enrichment programmes aim to produce, which is an innovative product. In
addition, the provision adopted by the Saudi Ministry of Education has benefited from the three-
rings theory both in setting its goals and in undertaking new pedagogical experiences (Aljughiman,
2010).

Saudi Arabia has adopted NAGC standards, so many procedures and policies for gifted
students in Saudi Arabia have been adopted from work completed in the United States. However,
some of these procedures have been amended for the Saudi context such as some of the enrichment
programmes and some of the NAGC criteria (Al Nafa’a, 2000; Qarni, 2010).

Drawing from the NAGC standards, Aljughaiman et al. (2009) developed standards for
programme quality for the Saudi context. Following several workshops with experts from across
the Kingdom, five main areas for standards were identified: organisation and planning, curriculum
and instruction, professional development, creative environment, and ongoing evaluation. In order
to test the validity of this standard, in 2010 Aljughaiman and Maajeeny evaluated the gifted
programmes at Saudi schools with regard to the quality standards developed by Aljughaiman et al.
(2009). The sample was forty-three schools hosting the gifted programmes. Through interviews
with teachers and observations of the classrooms, the study revealed that schools were making
efforts to apply certain specific criteria as identification standards. Unfortunately, however, the
teachers were not sufficiently qualified for activation of the professional development standards.
The study partly relied on observation to examine the application of the criteria; however, the
identification criteria needed to be explored in greater depth through an instrument such as an in-
depth interview with the identification team at each school.

Qarni (2010) conducted a mixed-methods study that used a questionnaire, interviews, and
observation in order to evaluate the quality of provisions for gifted students in Saudi Arabia,

relying on the NAGC standards. The sample was 541 stakeholders who worked in gifted centres,
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including the gifted students and their parents. The study showed significant differences from the
findings of Aljughaiman and Maajeeny (2010). Qarni’s results indicated that the provision for the
gifted in Saudi Arabia was not aligned with the NAGC standards in administration, identification,
or professional development. Therefore, the efforts toward applying the standards failed to hit the
target and this necessitated reconsideration of the standards and their application. This non-
alignment between standards and application might be attributed to shortages in the infrastructure
in gifted services, un-updated policies, manpower, and training needs issues, and weak
coordination between the main authorities that advocate for the gifted (Al-Zoubi and Bani Abdel
Rahman, 2016; Bin Yousef, 2014).

The statistical report of the National Project for Gifted Identification in Saudi Arabia
showed that, in the process of nominating gifted students, teachers were only allowed to nominate
one student in each class (Mawhiba, 2015). This limitation is inconsistent with NAGC practices,
Renzulli’s steps (2005, 2015) and Callahan’s guideline (1995) for broadening the talent pool.

Thus, further consideration of the global criteria for the identification process could enhance
practices used to identify giftedness in Saudi Arabia. Visiting a special school for gifted students in
the USA could provide an opportunity to see the standards applied in real life which Saudi Arabia
adopted in their original form, permitting a deeper understanding of these standards. In this way,

this study could reduce the gap between the standards and their application.

3.5 Total Talent Development approach

The creation of small groups labelled as ‘gifted’ was viewed by some as old-fashioned, whereas
new ideas called for expanding the number of beneficiaries from these advanced services to
increase human capital (Eyre, 2012). In addition, 1Q tests became less dominant in identifying
gifted students, and used as threshold requirements to enrol in gifted programmes (Dai & Chen,
2013). However, a number of scholars called for a paradigm shift and rejected the classical
methods in gifted education, in addition to calling for total talent development (e.g. Eyre, 2012).
The talent development approach was based on two goals: firstly, identifying individual
capabilities and providing them with the opportunities to reach their highest level of competence,

and secondly, nurturing the individuals within society who could contribute to their society’s
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wealth, solve problems, and lead change in all areas of human knowledge. This approach is very
close to the Saudi mission and vision in nurturing giftedness (MOE, 2015).

Renzulli and Reis (1997) created the first developmental concept of giftedness entitled the
three-rings model. The model assumed that giftedness components or qualities are contextual and
developmental in nature. Therefore, through research and educational practices, Renzulli developed
the Schoolwide Enrichment Model (SEM) that underpins this study (figure 3.5). The SEM
concerns the total improvement of the school according to their local resources, student population,
school leadership dynamics and personnel qualification, and creativity. The SEM model has
demonstrated practices based on the research findings; it consists of three interacting dimensions:
1. Organisational components: resources used to support programme development such as staff

training materials, an enrichment materials database, procedures for staff teaming and

interaction, and vehicles for promoting parent and community involvement.
2. Service delivery components: direct services to students, containing the following services:

A. The Total Talent Portfolio (TTP): The school can gather information about the students’
abilities, interests, and learning style preferences. The information can be metric information,
nominations letters and forms, achievements records, etc. This service allows the school to collect,
update, review, analyse, and classify different types of information that help the school know more
about the students’ strengths.

B. Curriculum Modification Techniques: In this service, the school can assess the students’
level of mastery with regard to the regular curriculum in order to adjust it to meet the students’
needs, and to provide alternative learning preferences for students who can easily understand
regular material at a more rapid pace. In this service, the school can apply the Curriculum
Compacting process, where the teacher can define the goal and outcomes of targeted units of study,
then replace the units that the students have already mastered with interesting activities, such as
content acceleration, group research projects, or peer teaching, that are pursued during the time
gained by compacting the curriculum.

C. Enrichment Learning and Teaching: The school has a set of strategies to promote active
learning, which can be used in any kind of school structure (e.g. special groupings, internships).
This strategy is a non-graded activity that allows the students to have an opportunity to try different

approaches to learning through a place called enrichment clusters. Enrichment clusters apply an
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inductive approach to learning based on the Enrichment Triad Model. The students can start their

project in the cluster and proceed to work with a specialist in their field of interest. The cluster

permits the students to apply higher order thinking skills in their project to deliver a solution to a

real-world problem. The school can offer clusters through an extended time at the end of the day,

usually one half-day per week. Sometimes the students can continue working on one project over
several semesters.

3. School Structures: a variety of structures, such as a regular curriculum that consists of the
predetermined goals, schedules, learning outcomes, and delivery systems of the school; the
regular curriculum should be determined by the stakeholders as the centrepiece of students’
learning. There would be enrichment clusters, which are non-graded groups of students who
gather during designated time blocks during schooltime to work with an expert who has
interests in common with them; the choices of the clusters would vary, from creative writing to
drawing, sculpting, archaeology, and other areas, in order to stimulate thinking skills and
knowledge utilisation. There would be a continuum of special services which offer a broad
range of services to meet individual needs, including the following: counselling services,
acceleration, direct assistance in facilitating advanced level work, arranging for mentorships
with faculty members, and facilitating the connections between students, their families,
resources, and agencies.

This model concentrates on the comprehensiveness of opportunities and services where the
opportunities are for all, not solely for a specific category. It seeks to develop potential talents by
assessing strengths and providing services to develop these strengths, in addition to promoting
school personnel to continuous professionalism, staff development, and programme planning. It
attempts to transform the school by adopting a collaborative culture that includes appropriate
decision-making opportunities for students, parents, teachers, and administrators. Therefore, it
seeks to develop and enhance the whole school system, whereas in this study the major focus will
be on the school components that allow the researcher to understand what is going on inside the
targeted school in the USA. However, this model might help this study to understand the school
components in the case of proposed principles or converting a regular school into a special school

for the gifted.

59



The theory includes several aspects of school mechanism that this study aims to
investigate, such as school structure, students’ portfolio and identification, and organisational
components. Nonetheless, this study will look further than this model in terms of school context,
potential for transferability, leadership, and partnership. However, the SEM is the nearest theory
that can assist this study to understand the components and principles of a special school for

accelerated students.
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Figure 3.5 Schoolwide Enrichment Model, Renzulli and Reis (1997).

Renzulli and Reis (1997) claimed that this model is suitable for schools to develop through the
implementation of SEM in a way that respects local beliefs, resources, demographics, state
guidelines, and local politics. They believed that SEM would act as a guide to modify the practical
procedures and theoretical fundamentals. These aspects will be taken into account when finalising
the Saudi proposed intervention for accelerated students. What is more, this study will rely on this
theory due to its flexibility in practice. Additionally, SEM is based on the three-rings model that
was proposed earlier in this chapter in order to broaden the identification practice in Saudi Arabia.
Furthermore, SEM has had a major effect on the structure of the enrichment model applied by the

Saudi Ministry of Education (Aljughiaman, 2010). Moreover, SEM is aligned with the NAGC
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standards that Saudi Arabia adopted in the early stages of gifted provision (Aljughaiman &
Grigorenko, 2013).

SEM has been successfully implemented in over 2000 US schools. In addition, SEM is
flexible enough to be applied in different regions in the world, where it has been tested in different
contexts (see Renzulli & Reis, 2013; Reis & Renzulli, 2003). A number of indicators show the
large range of different contexts in which SEM has been implemented. For example, Renzulli
Learning system (RL), an online enrichment programme based on SEM, has to date been used in
thirty schools from different countries around the world (Torrano & Saranli, 2015).

There are many models in the gifted education field, some concentrating on the
differentiation of the curriculum such as the Kapalan Model, Maker Model, and ICM Model
(Kapalan, 1993; Maker, 1982; VanTassel-Baska & Wood, 2010), or those concentrating on
learning skills such as the Enrichment Triad Model (ETM) (Renzulli; 2012b). However, this study
is influenced by some components of SEM due to its comprehensiveness and the similarities
between its dimensions and those of recent study (see table 4.8 in chapter four) that aimed to look
at the topic through two stages. None of the other models were as suitable for this study. The
Kapalan Model (Kapalan, 1993), for example, examined the differentiation of the curriculum in
terms of its content, product, and environment. However, the Kapalan Model considers having just
one theme on which to concentrate as a learning experience. This is similar to most special schools,
which focus on a specific theme to study. However, it concentrates on the curriculum, which is part
of the school system, and neglects the identification procedure as a central pillar when establishing
a special school. However, what distinguishes Renzulli’s Schoolwide Enrichment Model from
others is the presence of an important dimension, namely organisational structure, which is not
found in other models that match with recent study manner that seek to develop principles for a
special school for accelerated students. SEM might help this study in shaping the findings from

Stage One to identify a set of principles that can be presented in Saudi Arabia for testing purposes.

3.6 Gifted provision types

‘Gifted students require comprehensive and ongoing differentiated curriculum and instruction to

develop their abilities appropriately’ (Klimis & VanTassel-Baska, 2014, p. 174). Special schools
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demand more than traditional schools in terms of the curriculum priorities, because of the level of
subject matter and the breadth of the required courses (Stanley, 1991). The curriculum provided in
special schools normally aligns with the learning characteristics of gifted students, who learn faster
and possess problem-solving skills that cannot be used in traditional schools. The curriculum is
usually complemented by advanced college courses. The schools also provide students with
enrichment activities and extracurricular experiences such as seminars, scientific trips, and
internships with university researchers (Rapp, 2008). Klimis and VanTassel-Baska (2014)
developed the curriculum goals for three special schools. The goals concentrate on developing the
following aspects: critical and creative thinking skills; attitudes and independent learning skills;
oral, written, visual, and technological communication skills; aesthetic appreciation and
artistic/creative expression in various domains and media; self-understanding, identity, and healthy
coping mechanisms; and the social skills and dynamics required for leadership. The next section
sets out the basic types of school provision for gifted students. These types of provision have been
tested in different contexts and most have been applied in several countries. The strengths and

limitations of each are also discussed.

3.6.1 Acceleration

Acceleration occurs when students are permitted to move through the traditional curriculum or
academic grades at a faster pace than typical, thereby matching the pace of instruction with the
pace of the gifted students’ mastery, commensurate with their abilities (Colangelo et al., 2004;
NAGC, 2015). Acceleration allows gifted students to meet older peers and it can be implemented
in several ways, including concurrent or dual enrolment in school and university; grade skipping,
that is to say allowing gifted students to skip the subjects that they have already mastered or can
easily and rapidly assimilate; early admission to the school or college; curriculum compacting
which contains advanced material and the removal of materials that students have mastered; and
classes taught at a high level of difficulty and honours, Advanced Placement (AP), and
International Baccalaureate (I1B) classes. In addition, acceleration is costless because students spend

less time progressing through the academic grades (Colangelo et al., 2004).

The publication of A Nation Deceived by Colangelo et al. (2004) presented extensive

research supporting the use of acceleration. Research has shown that accelerated students have a
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greater chance of enrolling in the labour market, and that they tend to be more motivated, feel
socially accepted and academically challenged, have earned graduate degrees at higher rates than
other students, and are happier with their experience (Colangelo et al., 2004; Olthouse, 2015).
Kulik and Kulik (1984) conducted a statistical and analytical review (meta-analysis) of the results
of twenty-one pilot studies. Their studies into the impact of acceleration in primary and secondary
schools showed that acceleration developed the minds of students, and contributed to improving
their academic achievement. In addition, the study showed that accelerated students’ performance

in tests was superior to the performance of non-accelerated students.

Feldhusen, Proctor and Black (1986) recommended guidelines for selecting appropriate
students and determining appropriate levels of accelerated instruction. They stressed the need for
comprehensive psychological evaluation of children’s intellectual functioning, academic skill
levels, and social-emotional adjustment by a psychologist before enrolling them in acceleration
activities. They mentioned that the children should have an 1Q of 125 or a level of mental
development above the average of the grade they desired to enter. In addition, the children should
demonstrate skill levels above the mean of the grade desired. Furthermore, the psychologist should
confirm that the children do not feel unduly pressured by the parents to advance. Although it is
crucial that the parents be in favour of grade advancement, the children should also express the
desire to move ahead. Lastly, the receiving teacher must have a positive attitude in respect to
acceleration. Feldhusen, Proctor and Black’s (1986) guidelines helped decision-makers succeed in
the acceleration of students; they also helped to shape acceleration practices and research

(Colangelo et al., 2004).

Despite the evidence supporting acceleration as a valid strategy in gifted education,
teachers continue to have negative attitudes towards acceleration and its applications (Colangelo et
al., 2004). Therefore, teachers’ attitudes toward acceleration affect the success of its application
(Davis & Rimm, 2004). To shed light on this, Siegle et al. (2013) examined the ways in which
teachers’ and administrators’ attitudes toward acceleration influenced its implementation in
schools. The study utilised a seven-point rating scale. The findings indicated that the educators
were most troubled by social issues related to acceleration, which could be due to a lack of

counselling. However, early research by Colangelo et al. (2004) elaborated on the reasons why

63



teachers did not accept acceleration. These reasons reflected teachers’ lack of familiarity with
research evidence on acceleration and this affected their confidence in applying acceleration, since
it was not taught in colleges of education. In addition, teachers believed that acceleration would
negatively affect the self-esteem of un-accelerated students. In contrast, the work of Lee,
Olszewski-Kubilius and Peternel (2010) produced different findings. They interviewed students
and teachers participating in an acceleration programme, in order to understand acceleration from
multiple points of view. The study found that teachers believed that acceleration provided a distinct
challenge for students, making them more committed to their schoolwork, and that this influenced
their academic achievement positively. The students in this study expressed how they liked the

acceleration intervention and the feeling of being accelerated students.

Accelerated students have shown extraordinary performance in mathematics in comparison
to their non-accelerated peers. In the USA, Park et al. (2013) conducted a forty-year longitudinal
study of gifted students in mathematics. The study examined three hypotheses about the effects of
grade skipping on future educational and occupational outcomes in Science, Technology,
Engineering, and Mathematics (STEM). The sample consisted of 363 grade skippers and 657
matched controls. The study revealed that accelerated students were more ambitious, earned
graduate degrees at higher rates, and obtained patents in Science, Technology, Engineering, and

Mathematics (STEM) areas.

From a social perspective, research has shown no negative effects of acceleration on
students’ social-emotional development. For example, Gross (2006) conducted a twenty-one-year
longitudinal study in Australia, which found that students who were accelerated by two years or
more were more satisfied with their lives and had more positive relationships compared with those

who had been accelerated by one year or less.

In Germany, Gronosta et al. (2016) used grounded theory in order to examine the
experiences of seven accelerated students aged from eight to sixteen years old who skipped one or
two grades. The study found that grade acceleration led to a more pronounced academic
achievement, and that it enhanced the school socially and intellectually. However, they stressed the
importance of including awareness activities and individual counselling on the potential of

accelerated students within the school that intended to apply acceleration.
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From my point of view, despite the fact that acceleration addresses some needs and solves
some problems encountered by gifted students at school such as boredom, underachievement, and
school dropout (Rubenstein, Siegle, Reis, McCoach, & Burton, 2012), in the long run, acceleration
can cause social problems for accelerated students. These might arise because of age difference,
and age suitability of social events for accelerated children, such as parties without chaperones.
However, sufficient awareness and counselling for students, teachers, and parents could help to

overcome such problems and successfully take care of applicants.

3.6.1.1 Acceleration in Saudi Arabia
In 2014, Saudi Arabia released and applied new regulations for acceleration. The Saudi
acceleration system requires students to skip an entire grade and to transfer to an appropriate grade
that is compatible with their level of development. The Ministry of Education disseminated the
instructional manual for the acceleration process among Saudi schools and the General Directorate
for Gifted Care (see appendix 10). The manual includes the justification for applying acceleration,
including differentiation among the students and evidence about the influences of acceleration. The
manual defines acceleration as a procedure that allows the students to move to a higher grade faster
than their peers. The students who are eligible to accelerate are those who have mastered all the
compulsory skills in school modules earlier than their peers, and/or who achieved ninety-eight per
cent or above in each compulsory module assigned in the previous academic year. The manual
specifies the permitted grades for acceleration (see table 3.3).

The manual sets out the procedure for acceleration. First, the students must have scored in
the top three per cent on the national test (Qiyas Scale). Second, for primary level, students should
have mastered all the compulsory skills, and for elementary and secondary school levels students
should have achieved ninety-eight per cent or above respectively in each compulsory module.
Third, the school should activate an awareness programme about acceleration. Fourth, nominated
students should be interviewed and their parents’ approval obtained for accelerating their children.
Fifth, the student record and information should be completed. Sixth, the achievement test should
be given to all the nominated students and the results announced.

The manual describes each requirement in detail in order to facilitate the application of
acceleration, where most of the requirements coincide with what the literature reveals, such as

awareness and applying conditions for acceleration. However, the instructional manual does not
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include any training for teachers who are responsible for dealing with the accelerated students. A
further issue is that Saudi Arabia has allowed the top three per cent (0,01%) in the National Test for
Gifted Identification to be accelerated, whereas in Germany only approximately 0.05% of all
students skipped their grades (Gronostaj et al., 2016). Furthermore, in the USA, successful
acceleration programmes (e.g. the Study of Mathematically Precocious Youth SMPY and
Washington’s Early Entrance Programme) follow a similar procedure in screening their students,
but they only accept students who score in the top one per cent in the Scholastic Aptitude Test
(SAT). However, Saudi Arabia remains conservative in the students’ ratio compared to the
statement of Colangelo et al. (2004), that all students scoring in the top five per cent could be
referred to acceleration programmes. Another concern is that the manual does not include a
detailed counselling plan for the schools that apply the acceleration. Furthermore, the Saudi
instructional manual has a mismatch with the guidelines by Feldhusen, Proctor and Black (1986)
that help practitioners determine how best to accelerate gifted students.

The instructional manual by the Ministry of Education is not based on research, and
acceleration had not been used in Saudi Arabia before the dissemination of the manual. The
regulations were negotiated in 2012, whereas the actual application of acceleration did not start
until 2014. However, the question about the long-term efficiency of acceleration in Saudi Arabia
cannot be answered at this time because this would require a longitudinal study to track students to
determine the efficiency. In addition, the research on acceleration efficiency has accumulated over
many years (Colangelo et al., 2004). Therefore, it might be better at this time to benchmark and
simulate the best practice in acceleration from experienced organisations.

Acceleration services in Saudi Arabia stop at the secondary level, therefore, the Ministry of
Education has not included a plan for those students who have been accelerated and then graduate
early from school. However, having a university-based intervention that is supported by

counselling services can fill the gap between secondary level and university.

The current study seeks to help address this gap between school and university, by
applying the concepts and components of a US university-based school to accelerated students in
the Saudi context. The US school applies programmes for accelerated in grades eight, nine, ten, and

eleven. In later stage of this research the school’s concept and components will be proposed for
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Saudi universities that receive government financial allocation. Gifted provision in Saudi Arabia is

funded by the government as well as by public organisations and universities (Mawhiba, 2015).

Table 3.3 Permitted grades and levels for acceleration in Saudi Arabia

Permitted grades for
School level ) Comments
acceleration

Primary From grade 4 to grade 6 Student can accelerate once in primary level

Elementary | Frome grade 7 to grade 9 Student can accelerate once in elementary level

Student can accelerate once in secondary level
Secondary | From grade 10 to grade 12 [This stage is not yet implemented, as revealed by

a member of the central acceleration committee]

3.6.1.2 Early Entrance Programmes (EEP)
Early entrance to college is one of the acceleration approaches that permits high-ability learners to
enrol in a college or university one, two, or more years earlier without obtaining a high school
diploma. EEPs vary in their application, with some programmes permitting the students to live in
university dorms, while others have to commute to college from their home. Some EEPs integrate
the students in cohorts with peers their own age, whereas others give the students the freedom to
attend college-level courses on a part-time basis while concurrently remaining at high school
(Brody et al., 2004; Olszewski-Kubilius, 1995). However, EEP is a common intervention for
accelerated students in many countries such as the USA, China, and Australia (Jung, Young &

Gross, 2015).

Students who attend EEP are subject to a number of criteria that vary from one institution
to another. Standardised testing is the major factor that affects admission to these programmes. In
addition, some colleges or universities rely on several information resources for the applicants,
such as interviews, readiness for university life, family support, and social and emotional maturity

(Brody & Stanley, 2004; Brody et al., 2004; Olszewski-Kubilius, 1995)

There are concerns that involving younger than typical students in university life may
affect their social and emotional progress. However, evidence showed that EEP has smoothed the

transition to university for accelerated students and supported students academically, socially, and
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emotionally (e.g. Hertzog & Chung, 2015), and that could be caused by the advanced environment
that EEP offers to the students. Indeed, EEP typically provides the students with a range of
facilities and support services such as special residence halls, an assigned counsellor, student
lounge, and special social events. In addition, the goal of EEP in many universities is to support the
entrants socially and emotionally, by encouraging them to attend supportive programmes that are
designed to enrich their academic lives. These supportive programmes permit students to meet their
true intellectual peers, so the early-entrance programmes may be a welcome improvement to their
social lives (Brody et al., 2004; Hertzog & Chung, 2015; Janos et al., 1989). In addition, earlier
studies showed positive results, as they indicated that entrants to early college programmes gained
more academic honours and were awarded recognition in university activities more than their older
peers (See Olszewski-Kubilius, 1995; Satnely, 2005; Sayler, 2015). However, a number of factors
might also affect students’ transition to college or university such as age, skills, family support,

level of maturity, educational background, or personality (Brody et al., 2004).

The option for gifted students who are looking for accelerated programmes, but who are
not yet ready for full time university enrolment, is to attend university-level courses part-time
whilst remaining at high school, whether in dual-enrolment programmes, Advanced Placement
(AP), or International Baccalaureate (IB). The latter programmes could be taught by high school
teachers or a visiting lecturer from the university or college, and would usually be assessed by an
outsourced partner. In addition, these options commonly provide the entrants with university
credits when they enrol. However, in the case of absence of counselling services, social and
emotional problems might appear (Brody & Stanley, 2004; Stanley1991). Therefore, EEP could be
the natural progression for gifted students, specifically in the cases where the programme permits
the students to take a university course whilst remaining with peers their own age in the same class

(Olszewski-Kubilius, 1995).

Despite the research ignoring the academic difficulties encountered by the entrants to EEP,
some research findings have been overwhelmingly positive regarding early entrants’ academic
achievement, where EEP programmes are recorded as the strong factor in academic success (Brody
et al., 2004; Brody, 2005; Brody, 2015; Olszewski-Kubilius, 1995). In contrast, the Texas

Academy of Mathematics and Science (TAMS), which ran EEP, did not achieve satisfaction in the
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eyes of some participants, and they found the programme was not what they wanted to pursue
(Sayler, 2015). This was in line with similar findings of studies undertaken in Australia (e.g.
Young, 2010). TAMS surveyed 700 of the talented students eligible to participate in the TAMS
programme, but had not sought admission. They found that students were worried about leaving
their high school and their friends, and they were also concerned about access to the advanced
curricula that they would not have had at their home high schools (Jones et al., 2002). However,
TAMS tackled this issue by hiring professional staff who delivered the TAMS mission correctly.

They also separated male and female students in order to deal with them as single units.

Despite some discouragement around establishing EEP (see Sayler, 2015), some of the
successful programmes have helped create a major change in public attitudes towards early entrants
to college, after they reached out to more gifted students to provide them with special
supplementary accelerative intervention, which addressed their optimal development (Stanley,
2005). For example, the students who were involved in the Study of Mathematically Precocious
Youth (SMPY) at Johns Hopkins University, established by Julian Stanley in the early 1970s, were
successful, and it led to the development of several alternative programmes for high school
students who needed access to acceleration (Brody et al., 2004, p.98). Stanley conducted a follow-
up study of six extraordinarily young university graduates and found that most of them had earned

PhD degrees and were working in prestigious positions (Stanley, 1979)

SMPY reached a number of conclusions that highlighted the importance of SMPY
counselling efforts after many years of direct experience working with high ability students (Brody,
2015). SMPY assumed that above-grade-level assessment was crucial in order to estimate high-
performing students’ true level of ability or achievement, Furthermore, it also assumed that high-
ability students need to be taught at their own pace of learning, that they may need to have access
to more differentiated content and/or programmes, and may also need access to an above-grade
level curriculum. SMPY asserted that if high ability students are not challenged enough, they might
be at risk of failing to achieve their potential. Moreover, SMPY suggested that educational
programmes should be individually personalised for advanced academic students to suit their
needs. In addition, enhanced school programmes for advanced students should be put in place,

including measures such as taking classes with older students, options for independent and/or
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online work, and credit for content mastered outside of school. What is more, high ability students
need to be prepared to be educated and developed into aware adults, and not just prepared for a
future career. They also need to be able to cooperate with their intellectual peers in order to
reinforce their sense of belonging, improve social skills, and encourage the pursuit of subjects in
depth. Lastly, high ability students need to have role models who can provide a vision of the future
in order to help them establish their academic goals for their future careers (Brody, 2015, pp.148-
149). These conclusions by SMPY may support the current study when exploring the components
required of a special school that run such programmes for accelerated students, especially in

exploring curricula and counselling aspects.

Clark and Zimmerman (2002) used SMPY as a prototype when establishing
recommendations, principles, techniques, and an identification process for educating gifted
students in science and art at a proposed residential schools in Israel. They considered students’
identification and characteristics, teacher selection and strategies, curriculum content, educational
setting, and administrative arrangements as the main components in order to initiate a newly
conceived programme for gifted students. They argued that the most effective method of
identification is to have a battery which includes structured and non-structured nomination,
achievement test scores, academic records, grades in specific courses, informal instruments,
portfolios, interviews, and observation. They mentioned that gifted students are often dedicated to
specific subject matters that interest them, and seek to develop themselves in knowledge and skills.
Therefore, they argued that gifted students should be treated as individuals rather than as members
of a group, and they must show their commitment to participating in intensive educational

programmes.

In addition, Clark and Zimmerman (2002) recommended that teachers responsible for
classroom instruction — or others such as counsellors or mentors — should be carefully selected.
They highly recommended the teacher selection criteria by Klimis and VVanTassel-Baska be used
(see section 3.4.2 in this chapter). In addition, they stated that teachers need to have sufficient
knowledge in specific subject matters, and mentors should master the domain that interests the
students. Students would then be better off working partly with the mentor while also attending

school. Clark and Zimmerman (2002) advised that a clear, explicit curriculum is vital for gifted
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programmes, and delivering a qualitatively distinguished curriculum is not possible without a
standard curricular foundation. They suggested having sequenced content from introductory to
advanced level of accelerated learning related to the students’ needs. They further advocated
designing and creating units, adopting and modifying curricula to build a framework that fits with
students’ needs and interests, and having well-equipped classes and up-to-date labs for special
study. Furthermore, administrators and staff should provide a climate in which flexibility in

planning provides alternative educational options.

There are a number of differences between Clark and Zimmerman’s approach and the
approach taken in this study. Clark and Zimmerman determined the components required for
establishing a new intervention for gifted students, and they set out recommendations for
establishing a special school derived from the SMPY model, whereas the current study will carry
out ‘in-house’ fieldwork, as well as investigating new components. It will identify the components
of a special school for accelerated students that are derived from an actual school case study. Then,
it will set out recommendations, principles, techniques, and action points that will be considered in
Saudi Arabia by experts who may make further recommendations. In addition, SMPY relies on 1Q
testing and SATs (Scholastic Aptitude Tests) as a means to select students, whereas this study will
look at including additional methods. SMPY is assigned for mathematically precocious students;
however, this study will seek to suggest a school model that can develop giftedness and talents in

several domains.

3.6.2 Enrichment programmes
Enrichment is a procedure where the students work on a specific topic in more depth or breadth in
order to expand their knowledge and skills, and allow them to keep the same pace as their peers in

the same classroom (Renzulli & Reis, 2012). This section presents a variety of enrichment types.

3.6.2.1 Enrichment Triad Model (ETM)
From the conclusions of the three-rings concept of giftedness model, Renzulli (1985) developed his
Enrichment Triad Model (ETM) in order to deliver a systematic enrichment approach (see figure

3.6). The ETM aims to generate creative thinking in gifted students. The ETM model offers three
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types of enrichment activities: Type | includes general investigative experiences, which allow
gifted students to clarify their own abilities and interests outside of the regular curriculum (e.g.
hobbies, preferred learning styles, and preferred modes of expression). Type Il involves group-
learning activities, which allow gifted students to learn how to work more effectively with
instructions to investigate their area of interest and to work effectively with other groups to develop
their communication skills. Type 111 includes the implementation of the experiences of gifted
students in their area of interest in order to create individual or small group projects that reflect in-
depth thinking into solving real life problems. In Type 111, gifted students use the methods of
analysis and communication which are authentic to the profession of the investigation (Renzulli &
Reis, 2012). Despite the changes and modifications to which the ETM has been subject, whether in
a learning environment or in the curriculum, the ETM has still been extensively used and widely
documented as one of the most widespread approaches in gifted programming whether in Brazil,
Mexico, Switzerland, USA, Canada, and Germany (Renzulli & Reis, 2007; Sytsma, 2003; Torrano
& Saranli, 2015). The ETM promotes student engagement in greater depth of learning, increased
productivity, and improves their problem-solving skills beyond what is provided in a regular class.
The ETM provides distinctive learning that relies on problem-based learning (PBL), which allows
gifted students to focus on their topics of interest. It helps the students to become independent
learners by development of self-directed lifelong learning skills (Callahan et al., 2014; Gubbins et

al., 2014; Renzulli, 2012b).

Earlier studies examined the effect of the ETM and found positive results (Gubbins, 1995;
Renzulli & Reis, 1994). More recently, in the USA an experimental study by Field (2010) showed
a positive result when using ETM on oral reading fluency, reading comprehension, science
achievement, and social study achievement. A random sample was utilised, consisting of 383
elementary students in two groups: a control group, and a treatment group who participated in
Renzulli learning (RL). RL is an online educational learning system based on ETM by Renzulli
(1985). The students used the RL for two to three hours weekly for sixteen weeks. The researcher
utilised oral reading fluency tests and the lowa Test of Basic Skills in reading comprehension;
science and social studies tests were also used in pre- and post-tests. The study found that students

who participated in RL demonstrated significantly higher achievement in reading comprehension,
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oral reading fluency, and social studies achievement than control group students who did not

participate in Renzulli Learning.

TYPE 1 TYPEII

GENERAL GROUP
EXPLORATORY TRAINING
ACTIVITIES ACTIVITIES

TYPE 111

INDIVIDUAL & SMALL GROUP
INVESTIG ATIONS OF REAL
PROBLEMS

f@

14

Figure 3.6 Enrichment Triad Model by Renzulli (UCONN, 2015)
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In general, enrichment programmes have influenced gifted students” academic achievement
and socio-emotional development, according to Kim (2016), who utilised a meta-analysis approach
in order to examine twenty-six pieces of research on random enrichment programmes for gifted
students between 1985 and 2014. Kim (2016) found that enrichment programmes had positive

effects on academic achievement and socio-emotional development.

3.6.2.2 Autonomous Learner Model (ALM)
The ETM type I and Il and the three-rings model endorsed learning through grouping. In contrast,
Betts and Knapp (1981) believed that gifted learners do better when learning independently in
order to create an innovative product, which is similar to the concept of ETM type Ill. They
developed the Autonomous Learner Model (ALM) after gathering information from several
sources. They sought information from consultations with pioneer national leaders, reviews of

relevant literature, the training of teachers, and the experiences of teachers, administrators, learners,
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and parents. These resource people worked together to build a new method that would meet the
differentiated needs of gifted learners (Betts, 2003).

An Autonomous Learner was defined as follows:

One who solves problems or develops new ideas through a combination of divergent and

convergent thinking and functions with minimal external guidance in selected areas of

endeavour (Betts & Kercher, 1999, p.38).

The ALM aims to meet the needs of gifted students in terms of developing a positive self-concept,
along with cognitive, emotional, and social skills. The ALM allows students to be independent,
responsible learners, to be able to find creative solutions to solve problems, and to use both
convergent and divergent thinking to generate new ideas. The basic elements of the Autonomous
Learner Model include self-esteem, social skills, pull-out and resource programmes, curriculum,
responsibility, experiences, teachers, critical and creative thinking skills, cultural activities,
seminars, mentorships, and assessment. The ALM has been divided into five major dimensions:
Orientation, Individual development, Enrichment activities, Seminars, and In-depth study (Betts,
2003) (see figure 3.7).

Dimension one: Orientation. This is an essential stage for the autonomous learner, as it
provides information as the foundation for understanding self, the significance of group working,
the process of lifelong learning, and what is available for the development of the total individual.
This dimension contains four areas: Understanding Giftedness, Talent, Intelligence, and Creativity;
Group Building Activities; Self/Personal Development and Programme; and School Opportunities
and Responsibilities (Betts, 2003).

Dimension two: Individual Development. This has been designed to give students the
appropriate skills, concepts, and attitudes necessary for their progression as life-long learners. This
dimension contains six specific areas: Inter/Intra Personal Learning Skills, Technology, College &
Career, Involvement, Organisational Skills, and Productivity (Betts, 2003).

Dimension three: Enrichment. The purpose of this dimension is to introduce learners to the
concept of learner-based content to go beyond teacher-based content and support learners as they
decide what they want to study and explore independently. This dimension allows learners to
develop their own knowledge, processes, and products. The Enrichment Dimension contains five

specific areas: Explorations, Investigations, Cultural Activities, Service, and Adventure Trips.
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Dimension four: Seminars. These are developed by learners and simplified by teachers.
This dimension contains a selection of important topics. It provides a forum for students in small
groups to present and demonstrate their products to the rest of the group. The assessment of the
seminar has to be done by learners, teachers, and other class members. The seminar normally takes
two weeks to be developed and thirty minutes to present. Seminars focus on the following areas:
Futuristic, Problematic, Controversial, General Interest, and Advanced Knowledge (Betts, 2003).

Dimension five: An in-depth study. After students have completed the four dimensions,
they are considered to be independent learners. They possess the skills, concepts, and attitudes that
allow them to choose their area of interest in long-term learning, either individually or in small-
groups. This dimension contains five specific areas: Individual Projects, Group Projects,

Mentorships, Presentations, and Assessment (Betts, 2003).

ORIENTATION

Understanding Giftedness, Talent,
Intelligence & Creativity

Group Building Activities
Self/Personal Development

Program & School
Opportunities &
Responsibilities

AUTONOMOUS
LEARNER

Figure 3.7 Autonomous Learner Model by Betts & Kercher 1996 (Betts, 2003).

ALM is widely accepted and implemented in the USA and Australia (Munns et al., 2012;
VanTassel-Baska, 2000). In addition, Betts and Knapp revised the model to address the
differentiation needs of the gifted learner (VanTassel-Baska, 2000). However, it appears that the
ALM has not sufficiently been empirically tested. This is because when | used the following words
in order to search ALM application (ALM, Autonomous Learner Model, Autonomous Learner
Model by Bittes and Knapp, Autonomous Learner Model by Bitts and Kercher), whether through

ERIC or Google Scholar, I did not find sufficient resources on its application.
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3.6.2.3 Integrated Curriculum Model (ICM)

ICM is a curriculum framework developed by the Centre for Gifted Education at William and Mary
University. The centre designed the model as a study syllabus for use in the classroom with gifted
learners and which aims to meet the needs of gifted learner characteristics in terms of precocity,
intensity, and complexity. NAGC has evaluated the model and described it as ‘exemplary
(VanTassel-Baska & Wood, 2010). The model addresses both the cognitive and affective
dimensions of the gifted learner. The Integrated Curriculum Model consists of three interrelated
dimensions. First, emphasising advanced content knowledge that includes higher-level processes, it
employs careful diagnostic-prescriptive approaches in order to enhance the challenge level of the
curriculum base. Second, providing higher-order thinking and processing, this dimension
encourages students to use complex levels of information by employing generic thinking. It
encourages learners to utilise information in generative ways, through productive discussions or
project work. Third, organising learning experiences around major issues, themes, and ideas that
define understanding of a discipline and provide connections across disciplines. This dimension
helps learners to have in-depth understanding of disciplines in a systematic way. Gifted learners are
taught selected themes and ideas based on careful research of the main area of interest in order to
avoid misconceptions (VanTassel-Baska & Wood, 2010).

ICM has been tested in the field over the last decade. A longitudinal six-year study was
conducted by Feng et al. (2005) in order to evaluate specific units of ICM that were implemented
nationally in the USA. A quasi-experimental design was used. From nine elementary schools, 2189
students volunteered to make up the experimental groups. Pre-tests were conducted and, after
thirty-six hours of training and instruction, post-tests were administered. The findings revealed that
gifted students’ learning was improved in critical reading and persuasive writing. In addition, ICM
impacted positively on school change and the stakeholders reported that ICM was beneficial and
effective (VanTassel-Baska & Wood, 2010). In supporting this idea, applying ICM in different
contexts yielded positive results. In Turkey, Kahveci and Atalya (2015) examined students’
thoughts on a social studies unit based on ICM instruction. The study utilised a written open-ended
guestionnaire to explore gifted students’ views after two months of implementing ICM instruction.

The study produced positive changes in students’ attitudes with ICM instruction, such as their
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predominately negative views towards social studies, which was due to students starting to like the
social studies because of its relation to real world problems.

To sum up this section, the models described are similar in their main aim, where they all
concentrate on three levels of knowledge: exploration, interest, and creation of a product that deals
with an urgent problem or public issue. All the models are similar in the number and function of
dimensions even though the names are different. Except for the ALM that includes five
dimensions, two of them (orientation and individual dimensions) resemble type | in ETM and
dimension one in ICM. In addition, the third dimension in ICM is similar to type 11l in ETM.
However, most of the given models are flexible and this implies that it is possible to apply them in
other contexts. Saudi Arabia has relied on the Oasis Enrichment Model that was derived and
largely influenced by the structure of SEM by Renzulli and Reis (1997), which was extracted by
the Enrichment Triad Model (see Aljughaiman, 2010). However, it might be better for Saudi
Arabia to consider further models that have been empirically tested when applying enrichment
programmes, in order to have a variety of options that can ensure that Saudi Arabia determines the

most appropriate enrichment model for its context.

Nevertheless, the models presented group together gifted students based on their mental
abilities. Ability grouping could also be applied in Saudi Arabia for gifted learners for enrichment

purposes. The following section will explain ability grouping in detail.

3.6.3 Ability grouping
‘Ability grouping’ is defined as a group of students of the same ability regarding their
demonstrated performance or readiness level. Ability grouping facilitates a number of
differentiated educational goals effectively, including broadening, accelerating, and extending a
curriculum. It emphasises controlling the pace and content of instruction to match gifted learners’
needs (Kulik, 2004; Missett, Brunner, Callahan, Moon, & Azano, 2014; Rogers, 2007).

Ability grouping can take a number of different forms. Within-class grouping takes place
in heterogeneous classrooms in which students are grouped with peers of similar ability. Research
has found that most schools use this form and that it influences the performance of students

positively (Gavin & Adelson, 2008; Kulik, 1992). Between-class grouping divides students into
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three levels: high, middle, and low ability groups at single grade level in separate classrooms
whether for the entire day or for a single subject. However, the groups’ levels receive the same
material and follow the same curriculum. Kulik (1992) found a moderate effect of between-class
grouping on students’ performance; she concluded that the lack of differentiation in the curriculum
was a major problem in between-class grouping. Cross-grade grouping involves differentiation of
the curriculum and instruction to group level. Kulik (1992) found that students who were involved
in cross-grade grouping achieved more than students in separate grade levels (Gavin & Adelson,
2008; Kulik, 1992).

Ability grouping enables academic achievement improvement for gifted learners, with
researchers reporting progressive social and emotional gains (Rogers, 2007). Hollingworth (1942)
pointing out that the more able students were wasting their time in mixed ability classrooms. She
suggested that gifted students might be grouped full-time in elementary level and then worked in
regular grades in high school (cited in Gross, 2008). In looking at the various types of grouping
strategies used with gifted learners, students may experience between-class grouping or grouping
by interest, as in the practice of enrichment clusters. Ability grouping allows students to move
either up or down during their educational activities. Flexible ability grouping permits schools to
match students’ readiness with instruction. Moreover, it has contributed to overall achievement
gains. It allows students to have direct contact with ability-level peers and to explore content more
deeply (Olszewski-Kubilius, 2013; Rogers, 2007).

Regarding ability grouping, extensive research has been done into what works for gifted
students, whether ability grouping or mixed ability setting in the school is effective or harmful
(Kulik, 1992; Rogers, 2007; Smith & Sutherland, 2006). Kulik (1984) strongly endorsed ability
grouping; she examined three practices of ability grouping: grouping for enrichment, mixed-ability
grouping for regular instruction, and grouping for acceleration. She conducted a meta-analysis
study of thirteen pieces of research on their academic, social, and psychological effects on gifted
students, finding a positive impact of grouping on gifted students’ academic achievement, and a
moderate positive impact on social and psychological aspects. Kulik showed that adopting a
differentiated curriculum would improve these weaknesses, and this was supported by Rogers who
concluded that the research showed a significant consistent support for the academic efforts that

concentrating on enrichment and acceleration (Rogers, 2007; Kuilk, 1992).
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The use of between-class grouping has been considered by some as a means to obtain
optimum learning where it produces homogenous groups of similar ability (Roger, 2007). On the
other hand, some negative research results show that between-class ability grouping has less effect
on students’ total achievement and lowers the self-perception of gifted students when engaged with
a highly able reference group (Marsh & Craven, 2006). For example, a UK review showed a
limited effect of between-class ability grouping on students’ achievement (Duckworth et al., 2009),
supporting what Lipsey and Wilson found in 1993 when they examined the effect of between-class
ability grouping through a meta-analysis and found a moderate effect on overall student
achievement. In alignment with these results, many schools in the USA applied a de-tracking
system, where the students were deliberately placed in mixed ability groups or, in the case of one
school setting, offered a highly challenging curriculum for all students (Burris & Welner, 2005).

While Saudi Arabia has a de-tracked system, it has nevertheless applied a pull-out grouping
approach in teaching gifted students. In spite of this, between-class ability grouping remains
negligibly small. However, within-class grouping could be appropriate in Saudi Arabia, as it does
not require the provision of extra classes or hiring additional teachers; however, providing training
to teachers who do not usually teach gifted students exclusively may improve the situation and

offer gifted students more enrichment hours in mainstream classes.

3.7 Summary

This chapter reviewed and presented literature about giftedness. It focused on a range of issues,
namely, definitions of giftedness, identification methods, and scales for gifted students, a total
talent development approach, gifted provision types, acceleration and early entrance programmes,
enrichment programmes, and ability grouping. In addition, appendix 13 includes a description and
explanation of the types of special schools, including magnet schools, charter schools, and ‘school

within school’ settings, and their suitability to the Saudi context.
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4. Chapter Four: Research Methodology

4.1 Introduction

This chapter provides a description of the research design and methodology and the methods
applied in this study. It also describes the sample selection and data collection instruments in both
stages. This is followed by the approach to data analysis and trustworthiness, closing with ethical

issues and a summary of the study.

4.2 Research design

The purpose of this study is to explore and understand the educational components of the
acceleration programme at one successful special school in the USA, and the potential of
transferring these components to the Saudi context, all of which will be investigated using a
qualitative approach. Creswell (2014) stated that a qualitative approach is fundamentally carried
out for exploratory purposes, in order to build a holistic picture of the phenomena through the eyes
of the participants and their points of view, as well as the researcher’s interpretations. He added:
The social world can be understood only from the standpoint of the individuals who are
part of the ongoing action being investigated and that their model of a person is an
autonomous one, not the plastic version favoured by positivist researchers (Cohen et al.,
2007, p.19).
What is more, those investigators who favour the subjectivist approach, which allows them to see
social inquiries as humanly created, will select qualitative approaches (e.g. case study) (Burrell &
Morgan, 1979). In addition to this reason, | first intended to explore the educational components of
the US school, and so | gathered the school staff’s opinions and experiences about the educational
setting, leadership and personnel, identification process, curriculum, and programmes. Secondly, |
examined the extent to which the identified components might transfer to the Saudi context, which
has not yet established an intervention for accelerated gifted students within universities.
Qualitative studies are seen as the most appropriate for understanding social phenomena
(Savin-Baden & Major 2013). Greenfield (2004) explained that social reality is invented by
organisations. With the school processing the education in a lived experience, and the knowledge

constituted by understanding the meaning of the process or experience, ‘Multiple realities are
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constructed socially by individuals’ (Merriam, 1998; p. 4). In this respect, it is believed that a
qualitative approach embraces the purpose of this study and assists in answering the research
questions. So | undertook ‘an effort to understand situations in their uniqueness as part of a
particular context and the interactions there’ (Patton, 1985 cited in Merriam, 1998, p. 6). Therefore,
| decided to visit one successful school in the USA in order to collect data in a natural setting to
understand the phenomenon from the main sources of information and without the intervention of
the researcher, as trustworthiness is fundamental. (Bryman, 2012; Creswell, 2014). The visit
allowed me to see people acting purposely in order to make meanings of their actions and
activities; they constructed the phenomena and were not ‘passive dolls of positivism’ (Cohen et al.,

2007; p. 20).

Cohen et al. (2007) identified the main methods for collecting the data in the naturalistic
paradigm such as participant observation, interviews, and conversations, documents and field notes,
accounts, and/or notes and memaos (p. 170-171). Therefore, | conducted semi-structured interviews,
observation, and document analysis in order to build principles that might assist a better
understanding of the US school’s components, and its potential transferability to the Saudi context.

This understanding might lead to establishing such schools in Saudi Arabia.

4.2.1 Research questions
Through reviewing the literature on gifted provision in Saudi Arabia, | reached a main topic to be
studied. The research questions to be investigated as main research questions are as follows:
1. What are the key educational components of a highly acclaimed American school
specialising in accelerated programmes for gifted students?
2. From the perspectives of educational experts in Saudi, to what extent could these
components be transferred and applied within the Saudi educational system?

In order to answer these questions, | divided the study into two main stages:

1. Stage One was conducted in a highly acclaimed and successful special school in the US. |
carried out a case study to gain an in-depth understanding of how one particular special school
works. | interviewed staff who worked in the school and sought to understand their opinions
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and experiences about the aspects and operation of the special school in terms of educational

setting, leadership and personnel, identification, programmes, and curriculum. | observed the

daily routines and operations of the school, collected documents, and took photographs to

capture events to understand the school setting and the facilities that support their curriculum.

Then | developed a set of special school principles to present to Saudi experts in Stage Two.

The second stage was conducted in Saudi Arabia. | developed a set of interview questions

derived from the principles in Stage One in order to examine the transferability of the US

school’s components to the Saudi context. | took into account aspects mentioned by Renzulli

(1999): ‘local beliefs, resources, demographics, state guidelines, and local politics’ (p. 38). |

sought to explore the experts’ opinions through in-depth semi-structured interviews about the

proposed components regarding their feasibility, appropriateness, and potential applicability to

the Saudi educational system. The design of this research lends itself to the fact that Stage One

is not balanced with Stage Two. As in Stage One, | immersed myself in the context of the US

school, | made observations, studied the documents, and interviewed the key people. During

Stage Two, | methodologically focused purely on the face-to-face semi-structured interviews

with the key experts in the Saudi system. Table 4.1 shows the data collection methods, the type

of data yielded, and analysis strategies in both stages of this research.

Table 4.1 The design of Stages One and Two

Stage One

Stage Two

Data collection methods

Case study in one of the US schools that applied
acceleration programme and fulfil the criteria
(section 4.5).

Semi-structured interview with seven of the
school staff who volunteered in the study; some
questions reached saturation point; however, the
structure of the interviews was adapted
depending on the information needed.
Observing the school and the classes.

Collecting relevant authentic documents and

photos.

Interviewing the experts in Saudi
Arabia to examine the validity of such
projects.

Semi-structured interview was used
with ten volunteering Saudi experts.
After the eighth interviewee | reached
saturation point; however, |
interviewed two more in order to

ensure the adequacy of the data.
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Stage One Stage Two

Narrative data that described the educational Narrative data showed the feasibility
components of the US school, then it led to a set | of adapting the US school in the Saudi

of principles. The principles shape the interview | context.

Type of data
yielded

questions for Stage Two.

Constant comparison method Deductive analysis using the
Thematic analysis predetermined components from Stage

Inductive analysis One

Analysis
strategies

4.3 Research method

4.3.1 Case study

Case study has the essential features of a qualitative approach: it employs an inductive orientation
to understanding the phenomenon, and the researcher is the primary instrument in collecting and
analysing the data in a bounded context, in order to gain rich interpretative findings (Baxter & Jack,
2008; Merriam, 1998). Case study can be utilised to understand an organisation, system, school,
event, group of students, teachers, or even interventions. Case study constitute an effective
approach when investigating an educational process (Verma & Mallick, 1999). However, this
research is conducted through a single descriptive case study in order to gain a deep holistic
understanding of a gifted special school (Baxter & Jack, 2008).

Yin (2012) defined the case study as ‘an empirical inquiry that investigates a contemporary
phenomenon within its real-life context, especially when the boundaries between phenomenon and
context are not clearly evident’ (p. 13). Merriam (1998) defined the case study as ‘an intensive,
holistic description and analysis of a single instance, phenomenon, or social unit’ (p. 27). However,
a definition by Miles and Huberman (1994) simply assumed that the case study is ‘a phenomenon
of some sort occurring in a bounded context’; this could be the closest meaning to the application
of the case study method in this research, where the school components are the phenomenon and
being a special school in the USA with some features forms the bounded context (features
explained in section 4.5

Case study is more suitable when the researcher wishes to cover contextual conditions that

are relevant to the phenomenon under study (Baxter & Jack, 2008). Therefore, it may assist in
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analysing the processes occurring in a gifted school which fit with the interest of the current study,
focusing on how to establish and run a special school for gifted students. The end product of case
study is more important than the method used to collect the data (Merriam, 1998). In this case
study, the intensive descriptions of a unit or system under investigation could potentially influence
policy, practice, and future research (Merriam, 1998). Therefore, the product of this study is richly
descriptive, with words and figures conveying the phenomena. The end product of this study would
be some proposed components of a special school for gifted students that may be transferable to
Saudi Arabia.

Case study is effective with research questions that ask ‘how?’, so it is suitable for the
researcher who wants to know more about the processes and embedded factors in a context (Cohen
et al., 2007; Merriam, 1998). The acceleration programme that operated in the US school and the
potential of the educational components’ transferability to the Saudi context school were the central
problem. Dismantling the components of a particular gifted school in the USA was the main
process that helped to understand the degree to which the components of the school might be
applicable to the Saudi system. The targeted school was small, with thirty-five staff and fewer than
fifty students, therefore examining the components and understanding the school characteristics
were more manageable than in a large school.

In a case study, the phenomenon should be bounded, and that is one of the strict conditions
to decide whether the instance under investigation is a case or not (Baxter & Jack, 2008). The
targeted school that | decided to explore in Stage One of this study was bounded in location, time,
number of staff, specific curriculum, unique programme, and policies. Thus, Stage One was a case
because of the following:

If the phenomenon you are interested in studying is not intrinsically bounded, it is not a

case ... if there is no end, actually or theoretically, to the number of people who could be

interviewed or to observations that could be conducted, then the phenomenon is not

bounded enough to qualify as a case (Merriam, 1998, p. 28).

In order to retain the limited scope of the case, this research has confined the case to the following
conditions: to be one highly successful special school in the USA, specifically for gifted students,

and to include a special programme that is implemented for accelerated students. The time of the
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investigation visit will be during the school year (more information on the identification of the case
school in section 4.5).

A case study can provide sources of evidence: direct observation of the event and
interviews with the people involved in the event could assist better understanding. Nevertheless, |
was aware of some concerns about applying a case study approach. Case study are less desirable to
some researchers (Yin, 2014). The approach has been criticised for the type of data that it produces,
its lack of rigour, generalising issues (see section 4.9 and unmanageable methods (Yin, 2012). To
address the issue of rigour, | designed a protocol in order to ensure that the case study was
systematic. The protocol included the visit, and | constructed a number of questions to be answered
by participants once | began fieldwork. The visit schedule in appendix 3 shows some aspects of the
systematic approach that | followed in order to maintain a rigorous case; as a result, the visit was
carried out as planned. In addition, | took careful notes from observations, whether as raw notes or
formal observations, and | strove to remain neutral and factual in composing the narrative. A case
study can be extremely time-consuming and can lead to massive documents, but | attempted to
avoid this by providing a rigorous protocol (a mind map for visiting, advance coordination between
myself and the school principal, and particular questions to be answered once | had arrived at the
school; see appendices 1 and 3). In addition, defining the case helped save time; the case in this
study is a single case with multiple components to be examined: educational setting, identification,
leadership and personnel, programmes, and curriculum. Therefore, | defined the case as a
successful school within a university that implements an acceleration programme for gifted

students in the USA.

4.3.2 Case study in gifted education

Qualitative case study has a unique contribution to make in the field of gifted education. It can
benefit the gifted education field by transferring findings to other contexts (Mendaglio, 2003).
Coleman (1994) used qualitative case study to understand teachers’ emotional experiences in
instructing gifted students, Further, Coleman (2001) conducted an ethnographic case study to
understand gifted students’ social experiences in a residential school. He stated: ‘I took field notes
as a participant observer, conducted interviews, and collected documents’ (p. 165). Coleman found

that the social system as a cultural category in the gifted school valued diversity and advanced
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learning. He argued that the findings of his study were transferable to other contexts, as he noted
that his study reflected students’ experience in one residential school that might happen in
subsequent years at the same school. Therefore, the qualitative case study allows researchers,
through interviews and observation, to let others hear the voice of the participants, which leads to

deeper understanding of giftedness (Mendaglio, 2003).

Mendaglio (2003) searched for the adoption of a qualitative case study in gifted education
and found that it had been used to investigate giftedness phenomena. VanTassel-Baska (1989)
conducted a qualitative case study in order to investigate the influences on talent development in
disadvantaged gifted students. In further research, VanTassel-Baska (2000) and her associates used
a qualitative case study to examine the impact of certain curricula on schools. Furthermore, Rogers
(1998) applied a qualitative case study to understand adult productivity.

Hebert and Beardsley (2001) conducted a qualitative study to understand the life
experiences of black gifted children living in rural poverty. Using interviews and observations, they
tried to understand how these factors influenced their academic achievement. They stressed the
usefulness of photographs in the qualitative case study for capturing the events that the researcher
would keep in memory at the final stage of the research process.

In contrast, quantitative research cannot access the lived experience of gifted schools and
students. The rigid design of quantitative research does not allow the researcher to design the
research process in a flexible manner and this could affect the outcomes of this research.

No method from the above-mentioned studies have been used for the case study to examine
the transferability of specific educational intervention between two different contexts, particularly
in the field of giftedness. Therefore, choosing this method might add deeper understanding through
the exchange of knowledge between two countries, the potentiality of one context to adopt new
concepts, and an in-depth consideration of the cultural differences. To sum up, this study used a
case study in order to understand the school components and collected empirical data to reflect
what occurred in the research context by using multiple methods (semi-structured interviews,

observation, and document analysis) (Stake, 1995).
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4.3.3 Saudi experts’ opinions

In order to address the second research question, | decided to interview key educational experts in
Saudi Arabia who were working in the field of gifted education. The experts were purposely
selected in order to access the ‘knowledgeable people’ who have in-depth knowledge, power, and

access to the network (Cohen et al., 2007):

Logic and power of purposeful sampling lies in selecting information-rich cases for study
in depth. Information-rich cases are those from which one can learn a great deal about

issues of central importance to the purpose of the research (Patton, 1990; p. 169).

The Saudi experts were those who held a PhD or relevant degree in gifted education or an
equivalent relevant discipline, had reasonable work experience in the gifted field, and worked in a
field relevant to the Ministry’s policies and regulations and/or relevant to the universities where the
special school could be created. As the research progressed, new relevant issues to the research
purpose might be discovered which could lead the researcher to more sampling (Schatzman &
Strauss, 1973). Some snowball sampling did emerge during the interview process with the Saudi
experts (Cohen et al., 2007), as one of the Saudi experts recommended an expert in adopting
international programs within the Saudi context (Glaser, 1978). Consequently, I decided to
interview him. The total number of experts who volunteered to be interviewed was ten. After the
eighth interview | reached saturation point; however, | added two experts in order to assure myself

that | had reached saturation.

Due to gender-related segregation in education in Saudi Arabia, a mix of male and female
experts would be necessary and this was achieved in order to gather a more comprehensive dataset.
Therefore, interviews with experts allowed me to be closer to the respondents and to do

considerable probing. Table 4.2 shows the characteristics of the sample for Stage Two.

Table 4.2 The targeted Saudi experts

Participant Gender | Qualification | Position Reason for selecting this
ID expert
He is the GM of the body who
Ex1 . L
(Expert 1) M PhD General Manager. | regulates gifted education in
P Saudi Arabia.
Ex2 F MA Same position as Same as above _but in the female
above. segregated section.
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Participant Gender | Qualification | Position Reason for selecting this
ID expert
She is familiar with the process
of introducing a programme for
Dean of Academic | gifted students into the
Development in university. Plus, she worked as s
Ex3 F PhD one of the gifted programme director for
prestigious Saudi | many years. In addition, she is
universities. experienced in adjusting
international programmes to the
Saudi context.
Deputy Dean of
Gifted Education, | In addition to her position, she
Exd F PhD in the fe_male onked as a director for t_he
section in one of enrichment programmes in the
the prestigious university for many years.
Saudi universities.
Consultant for the
general secretary | In addition to his position, he
Ex5 M PhD in o_ne of the main ha}s e?<per|en_ce of contra_ctmg
bodies that with international organisations
provides education | for gifted education.
for gifted students.
Director of th ... . .
i ector 0 t_e In addition to his position, he
gifted education . .
Ex6 M PhD . has experience of developing a
centre in the male . .
. gifted curriculum.
section.
Director of Gifted
Programmes in He established a new centre that
Ex7 M PhD one of the served gifted students in one of
prestigious Saudi | the Saudi universities.
universities.
Assistant to the
General Manager
for Gifted She is one of the main members
Ex8 F MA directorate in one | of the Acceleration Committee
of the main bodies | in the MOE for female section.
that provides
gifted education.
Vice-Rector’s
istant for . . .
assista t. © She is responsible for fostering
Academic Support creativity and innovation amon
Ex9 F PhD and Student y . _g
.. the students in one of the Saudi
Services in one of L
I universities.
the prestigious
Saudi universities.
Gifted . . .
She is assigned to managing the
programmes ifted programmes due to her
Ex10 F PhD director in one of g P

the prestigious
Saudi universities.

work experience with gifted
students in the USA.
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In order to simplify the concept of the US school for the Saudi participants, | provided them with a

document in advance and by hand before the interview, to familiarise them with the main features

and characteristics of the US school. The document content was derived from the main themes and

principles (see appendix 9); | asked them to read it and to see some images of the school before

interview. For example, I included the information about school programmes mentioned in the

data; I elaborated on the function and capacity of each programme so that the participant was aware

of the nature of the programmes that the school delivers; and so on for the remaining themes and

categories. Table 4.3 presents the themes and categories addressed in each subheading of the

document that I provided to the Saudi participants.

Table 4.3 The themes employed in the document for Stage Two

Subheading in the
document for the Saudi

experts

Themes that have been
addressed

Categories that have been
addressed

What is this school?

Educational setting
School programmes

Location, funding, TS, EEP

The purpose of the school

Educational setting

Purpose of the school, goals

School programmes

TS, EEP, the Academy, Summer
School and Saturday School

Counselling, Identification

process

Counselling services, social and

emotional needs

Where is this school

located?

Educational setting

Location, partnership, resources

Who works at this school?

Leadership and personnel

Roles and tasks, recruitment,

personnel qualities

What curricula do they

provide?

Curriculum

Syllabus, strategies

Number of students

Educational setting

Capacity

Registration requirements

Identification process

Students’ characteristics,

admission criteria

What is the significance of

this school?

Educational setting

Purpose of the school
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4.4 Instrumentation

4.4.1 Interview

The interview is a powerful and flexible tool for qualitative studies. It enables the researcher to use
their sensory channels, whether verbal or non-verbal, spoken or heard, in order to collect the data
and understand the participants’ contributions (Cohen et al., 2007). In addition, it allows the
participants to express their knowledge, information, opinions, beliefs, preferences, feelings, and
conceptions about the phenomenon under study; therefore, it enables them ‘to discuss their
interpretations of the world in which they live, and to express how they regard situations from their
own point of view’ (Cohen et al., 2007, p. 368). However, the researcher has to be aware that bias
needs to be recognised and controlled.

There is agreement in the literature about the definition of the interview. There are
similarities between the definitions in that they require the presence of the interviewer and
interviewee as the main components of the structure of the interview, and the existence of
transmitted information between the parties. Thus the interview can be defined as follows:

A particular medium for enacting or displaying people’s knowledge of cultural forms, as

questions, far from being neutral, are couched in the cultural repertoires of all participants,

indicating how people make sense of their social world and of each other (Barker &

Johnson, 1998, p. 230).

Interviews are constructed and organised in advance and are not like a daily conversation. They can
be affected by many factors, such as the social distance and mutual trust between interviewer and
interviewees, as well as the interviewer’s control, whereby the researcher as interviewer can control
the structure of the interview while maintaining the spontaneity that permits the researcher to focus
on complex issues. Cannell and Kahn (1968) defined the interview as follows:

A two-person conversation initiated by the interviewer for the specific purpose of obtaining

research-relevant information, and focused by him on content specified by research

objectives of systematic description, prediction, or explanation’ (cited in Cohen et al.,

2007).

The present study adopted Cannell and Kahn’s definition as being the most suitable for the study in
terms of its emphasis on three important aspects: systematic description, prediction, and
explanation. This research will describe the components in the targeted special school in Stage
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One, then test its transferability to the Saudi context by presenting the components to the experts in
giftedness in Saudi Arabia in Stage Two.

From the point of view above, and besides document analysis and observation, | made a
decision to choose the semi-structured interview as the main tool in Stage One, in order to collect
data and explore the components of the targeted special school in the USA. In Stage Two, | also
used semi-structured interviews in order to understand and explore the potentiality of the
components’ transferability to the Saudi context.

| utilised the semi-structured interview because of its capacity to deliver rich data from the
participants’ point of view about the phenomenon under investigation. The open-ended questions
allowed me to cover the most important topics that were relevant to the research, plus asking ‘why’
guestions in order to get deeper insight about issues under study. What is more, open-ended
questions permit the participants to talk about their opinions and experience in depth (Bryman,
2012; Drever, 1995). The semi-structured interview also allows the following:

Flexibility rather than fixity of sequence of discussions, and it also enables participants to

raise and pursue issues and matters that might not have been included in a pre-devised

schedule (Cohen et al., 2007, p. 182).

Therefore, | decided to utilise a semi-structured interview, where the question order did not have to
follow the exact sequence that was outlined in the schedule. Nevertheless, it followed the interview
context and the interviewees’ answers, with the interviewer picking up on things said by the
interviewee for missing issues (Bryman, 2012).

Semi-structured interviews need to be general and not too specific in order to answer the
research questions, and should follow a guide of topics to cover in the actual interview (Bryman,
2012). Therefore, the interview was divided into three sections, each section targeting a certain
kind of staff member in the special school (director, administrators, and teachers). The question
themes were derived from the main components of the special school and followed the
recommendations of Clark and Zimmerman (2002) and SEM model (see appendix 1).

In this current study in Stage One, the interview questions were derived from the research
questions in order to make them valid, which took several stages of development through
conversation with the supervisors of this study. The questions were reviewed by the supervisors at

the University of Southampton and two experts in gifted education from Saudi Arabia who were
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not participants in Stage Two. | received valuable comments that were employed to enhance the
structure of the questions. The questions were written in English because the target sample in the
US special school were English language speakers (see figure 4.1). In Stage Two, the questions
were derived from the principles that emerged from Stage One data analysis. The question were
translated into Arabic because the sample in Stage Two were Arabic language speakers, (see
section 4.4.1).

In both stages, | used a voice recorder application in an android mobile phone in order to
save the interviews and listen to them many times. An information sheet was sent out in advance
and included information about the research aims and purpose, interview procedures, and so on
(see appendices 4, 5, 6). In Stage One, | conducted seven interviews in the US special school and
each took approximately twenty-five minutes to one hour. In Stage Two, | conducted ten interviews
with a range of forty minutes; each transcript was around seventeen to twenty-two pages in length
for the Stage One interviews, and twenty-eight pages in Stage Two interviews.

In Stage Two, interviews with experts aimed to supply this study with distinctive insights
covering a whole set of issues that could not be obtained from other sources (Yin, 2012). In
addition, the interviews were designed to help me make sense of the findings previously collected
from the US case school, and to gain first-hand information from Saudi decision-makers as | sought
to examine the feasibility of the school components. Conducting interviews with experts can be a
challenging task, relying on the interviewees’ experience of doing previous interviews, whether
with the media or with other researchers; they can sometimes attempt to control the interview
process, or even exit the interview before the researcher has covered all the topics. However, | was
aware of this situation and had a back-up plan of finding an accessible person for follow-up
conversations, as | had the contact information for the secretaries for each Saudi expert. Some of
the experts asked for two separate visits and | was patient and did both visits, then integrated the
records as one interview. My previous practices and experience in doing interviews from previous
research supported the application of the interviews (see Bin Yousef, 2014). Most of the Saudi
experts asked to complete the interview in their official offices, although two of them were
conducted by phone out of preference. | reached saturation point during the eighth interview;
however, | conducted two further interviews for assurance purposes. For pilot testing of the

interview questions, see appendix 14.
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The principles detailed in section 5.10 raised several questions to be addressed in the
second stage of this research, which investigates how these components from an American school
for gifted students could potentially be transferable to the Saudi education system from the
perspective of Saudi educational experts. However, | converted the principles into questions, and
adjustment to the culture and/or to the mission of the Vision 2030 were considered. Appendix 1
shows the questions raised by each theme which formed the interview schedule used in Stage Two

of this research.

RQs Formulate Interview

. Determined Interview : :
Derived from the = Themes ) questions with
literature review supervisors

1

Modifying Interview <=[ Pilot study <=[ Revise Interview

Question Questions

l

Finalize Version of
Interview Question

Figure 4.1 Process of the Stage One interview questions development (adapted from Bryman, 2012).

4.4.2 Observation

Observation is a further primary source of data in qualitative studies. It helps the researcher
understand what is going on in a natural setting of the phenomena. The unique feature of
observation is providing the researcher with an immediate record and awareness of the data that
they gather, whereby the researcher can catch behaviours that can be taken for granted and
expected, or go unnoticed (Cohen et al., 2007). Therefore, it was felt that human behaviour, in
terms of the process of school, events, and actions, could be better understood when observed
directly by myself in its natural setting. Observation would enable further interpretation of the
phenomena, and could provide a considerable amount of data on observable behaviour, actions, and
interactions. Therefore, the researcher could potentially see things that might be unconsciously

hidden (Cohen et al., 2007). Moreover, this study needed to find out more about what the
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participants in Stage One do and say and how they act, that may differ from what they say in the
interviews or might not freely mention; thus, observation offered a reality check (Robson, 2002).

The data collected from the observation has strong ecological validity (Moyles, 2002), and
the data collected can be factual (e.g. number of students in the classroom), events (e.g.
conversations between teachers and students), or behaviour (e.g. teacher’s characteristics).
However, in this study, observation focused on all of these kinds of observable data. The
observation form contained a section of facts, for example, the number of students in the
classroom, type of facilities in the classroom, and layouts of the classroom and school. In addition,
the form used in this study focused on events and contained a section to write narrative notes to
help in describing different contexts (Stake, 1997) (see appendix 2). In addition, for these narrative
notes and observed details, unstructured observation was utilised in this study (Bryman, 2012).

I made a decision to use observation as a supported instrument in Stage One of this
research because it is essential, especially in the first stages of research, to help understand the
context of the special school in the USA (Silverman, 2013). In addition, it would triangulate the
data collected from interviews, documents analysis, and photographs, thus ensuring the
trustworthiness of the findings (Lofland, 2006).

I conducted direct observations of the general arrangement of the educational setting, such
as the school location and layout, classrooms, resources, facilities, and technology. Sketches of
classrooms were drawn, descriptions of the resources on the walls and shelves were recorded (e.qg.
certificates and awards were hung on the reception wall to validate the school’s claim of their
success). Class instructions and interactions were observed in order to gain an understanding of
what happened inside the classes. All of these aspects lent support to the shaping of an
understanding of the components of the US school.

Denscombe (1998) mentioned that there is a possibility of researcher influence once the
researcher is observing. However, | did not take part in the activity that | observed. | sat at the back
of a classroom writing up what | saw, heard, or understood, regarding verbal exchanges between
teacher and pupils (Cohen et al., 2007). The total number of hours of observation and fieldnote
writing undertaken in the US school across the visit period was approximately ninety-three hours

including direct observation and the time where | retrieved the moments that | had observed and
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carried on writing up my recollections (see Reliability section). For pilot testing of the observation

forms, see appendix 14.

4.4.3 Documents and photographs

‘Documents, as the sedimentation of social practice, have the potential to inform and structure the
decision which people make on a daily and longer term basis’ (May, 1997; p. 157). Therefore, this
study used documents and photographs as supportive tools for collecting data, paired with the other
research instruments to help address research questions. This study used the documents and photos
because they added significant clues about the research context. Moreover, they provided
information that could not be gained through the interviews or observations, and perhaps they
could help in understanding some aspects that | wanted to further figure out (Savin-Baden &
Major, 2013; Silverman, 2013). The collected documents and photographs were from primary
sources: the photographs were collected from the main location of the special school in the USA
that was targeted for Stage One of this research and by my phone camera. The photographs were of
the physical features of the school only and did not capture any individuals or material that would
identify individuals (staff, parents, or pupils etc.). Additionally, the documents were published,
while some were internal documents such as brochures and prospectuses written by the school staff
for a restricted group of readers, such as meeting agendas that | gathered from the participants
themselves. Certainly, the selected documents present some aspects of the special school; therefore,
they are appropriate, relevant to the research purpose and ‘within the bounds of the research’s
philosophical stance’ (Savin-Baden & Major, 2013, p.409). The collected documents were
authentic: they either had the logo of the school or an author. Nevertheless, | confirmed that the
documents were genuine, credible, and had integrity (Savin-Baden & Major, 2013). The documents
included map, school layout, published papers, brochures, meeting agendas, course syllabus, class

rules and schedules, and counselling sessions and schedules (see table 4.10).

4.5 Sampling and data collection procedure

In this research, the sample is divided into setting and participants. For Stage One, the setting was
one targeted special school in the USA which caters specifically for gifted students and implements

a special accelerated programme during the calendar school year. Since the findings of this study
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are not seeking to be statistically generalised, the setting does not represent the whole population
(Cohen et al., 2007). This school represents the case for this study. The school is highly acclaimed
and located at one of the leading universities in the USA, as shown on their website, where seven
of the faculty members have won the Nobel Prize. In addition, the university is ranked one of the

top fifteen universities in the world in 2017 based on the Shanghai Rankings Consultancy report.

Gaining access to the setting was a challenge and proved to be a long and slow process
(Cohen, 2007). Indeed, I faced a number of obstacles in accessing a US school. Some of the
schools were not ready to disclose their experiences, while others did not respond to contact via
email. Therefore, | then went through many authorities to gain access to a school. First, | searched
US national rankings for the best performing special schools for gifted students, which had been
awarded medals for their performance and for how well they prepared accelerated students for
college. Accordingly, through the website ‘US News & World Report’ (2015), which is a multi-
platform publisher of news and information and publishes annual print and e-book versions of its
authoritative rankings of Best College and Best Graduate Schools, | obtained a list of the highest-
ranked special schools for the gifted. In the interest of saving time, | determined a specific targeted
number of schools that | would contact, starting from the top of the list.

I ruled out a number of large and apparently complex schools. For example, | excluded a
school on the East Coast due to its complexity in structure and large number of students. | believed
that establishing an innovative institution in Saudi Arabia would be best served by starting small
then growing with market demand. In the report issued by the Education and Employers’ Taskforce
on how schools should respond to the demands of the twenty-first century labour market, the chair
of Education, Training, and Skills at the University of Oxford (Professor Ewart Keep) stated that
any steps towards applying educational intervention relevant to the needs of the labour market
should be cautious, small, and incremental. The report also revealed that the trend in the
educational sector in relation to employment growth was to start small (Carberry et al., 2015). This
lent support to the view that educational initiatives should start small to make sure of their

suitability for the community’s needs.

Then | contacted the schools on the list by phone and email. | emailed and phoned the first

school and waited a couple of days to hear from them. If there was no reply, | moved on to the next

97



school, and so on. Unfortunately, some schools did not show their willingness to participate in the
study, and some did not reply to my correspondence. After this attempt, and through supervision
meetings, | was advised to contact the Saudi Embassy in Washington to facilitate the connection
between myself and potential schools. However, this attempt did not succeed either and even the
Embassy did not receive a reply from the schools. Subsequently, I contacted key ‘gatekeepers’ who
worked within the gifted associations, whether in Saudi Arabia or the USA, and they facilitated
contact with potential case schools in the USA. One of the gatekeepers in the USA linked me with
the director of the school that ultimately became the case for this research. Following that, | sent a
letter of introduction to the school director, and then the director of the special school asked for a
formal letter that evidenced that | had gained ethical approval from the University of Southampton,
which was provided. The director of the special school limited the duration of the visit to two
weeks, and at a convenient time when the students had no examinations and the staff were not
under pressure of planning or assessment (see table 4.4).

Doing research in a field setting requires prior reconnaissance, through which the
researcher can get to know key participants in advance, and the participant sees the researcher face-
to-face, whether physically, or through the internet. For reconnaissance purposes, therefore, | had a
Skype meeting with the director of the school in advance before agreeing to the date of the visit. |
thereby became acquainted with the school director, the relationship between both sides began to
develop, and urgent questions were posed and answered. Subsequently, and after many emails
between the director and myself, I made the decision to travel to do the fieldwork from 22 January
to 5 February 2016. A setting for Stage One had been identified.

Before my arrival in the USA, | provided the director with a proposed plan that contained
details for each day in the school (e.g. introductory presentation on the first day, time division
between interviews and observation, determining the position of the interviewees) (see appendix 3).
The director welcomed my proposal to conduct a case study in the school that she leads. Once |
arrived at the school, and after introductory activities, a letter about voluntary participation in the
interviews was distributed during a monthly meeting to all staff for them to sign. I then contacted
the participants individually to allocate a suitable time and place to conduct the interview. All of
the interviews were conducted in the first week of the visit. The interviews were conducted in the

researcher’s allocated office, interviewee’s office, or a common room that ensured security and
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privacy. All interviews were conducted in the school, although one of the participants decided to do
his interview in his favourite coffee shop within the university campus. The interviews were
conducted face to face and, with consent from participants, recorded on a voice recorder
application in an android version of a mobile phone, and then transferred to the password-protected
computer | was using. The interviews began with a brief introduction to the research project, and |
then assured the interviewees with regard to confidentiality and anonymity issues. All the
participants signed the informed consent form and agreed that the interview would be recorded for
the purposes of collection and use of data. The observations were conducted in the school and in
the area surrounding the school, and most of the classes’ observations were conducted in the
morning in the first session, at the back of the class where there was a back door for family or an

interested member to join the class without disturbing the students.

Table 4.4 Identifying the case school: a chronology

Key Dates Efforts Outputs

I contacted some of the key leaders of
G&T institutions in Saudi Arabia in

order to explore the current situation in Determined the initial needs of the
1/3ul/2014 ) ) o ) ) )
the field; whether there were any special | field in G&T in Saudi Arabia.
schools for gifted, or whether any new

developments were under way.

I began contacting more than fifteen Some schools could not
13/0Oct/2014 | special schools for gifted in the USA by | accommodate me and others did not

phone call and email. respond.

] It took about two months to find
I contacted the G&T ‘gatekeeper’ in ) )
1/Dec/2014 ) ) someone to link me to possible
Saudi Arabia. )
gatekeepers in the USA.

Received a response from the Saudi
18/Feb/2015 | Embassy in Washington: they agreed to

help and contact schools.

Still no response from the schools,

so | then considered gatekeepers.

Started contacting G&T ‘gatekeepers’ in ) ) )
I was given three options of special
the USA who contacted me.
20/Feb/2015 o ) ) schools; two could not take part but
Communication began with the director

] the third accepted (the case).
of the case school in the USA.

99



Participants in this study consisted of staff who worked in the case special school located in one of
the leading universities in the USA: school leaders, classroom teachers, and administrators.
Therefore, the sample selection procedure was convenient, where convenience sampling is a
strategy normally used in a case study. The targeted school was one which was available and
accessible at the time and which had agreed to participate, as described above. Nevertheless, | was
mindful that the generalisability from this type of sample is very limited; however, a case study is
not a design for generalisation, it is for particularisation (Stake, 1999). The school offered me a
suitable place to visit, sufficient time to concentrate on data collection, and a suitable capacity of
staff and student bodies, to be able to gain sufficient understanding of the school’s structure and

processes. A larger school would not have been manageable for a researcher working alone.

The sample in this stage was divided into three categories: the leadership, administrators,
and teachers. The total number of staff who worked in the special school was thirty-five; twenty-
one are full time and fourteen are part time; seven of them volunteered to take part in the interview.

Therefore, the sample represented twenty per cent of the total population (see table 4.5).

Table 4.5 Numbers and categories of the sample

Category Position Population | Sample size | Percentage
Leadership Director /Associate director | 35 2 57%
. ) Academic counsellor/
Administration ) 35 2 57%
Counsellor intern
Teachers History/Ethics/ English 35 3 8.5%
Total 35 7 20%

The participants differed in their job responsibilities, background, and job type. Four of the
participants held a PhD, two held an MA, and one held a BSc. In addition, five of the participants
had a full-time dual job in the school and two of them worked part time (for more detail, see table
4.6). When conducting the interviews, | took into account time, cost, and distance, so these seven
participants were suitable to constitute the sample, in terms of geography/travel.

The official visit took nine working days; the daily routine of the visit was organised as in
the visit schedule (see appendix 3). | attended the school daily at 8.00 am, sitting at the assigned

desk. The desk was in an office that had two doors, one of which opened on to the finance office
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which then led to the main corridor, reception, and the academy entrance. I typically left school at
3.00 pm at the end of work-hours to continue writing up my notes and observations. The back door
in my office opened on to the teachers’ room, which had a private back entrance to the class of the
Transition School. | used this back door to the class when | completed the observations. Some
observations were made during morning lessons that took forty minutes each. In addition, some
observations and recorded notes were made when the counsellor was having an informal session
with the students. | attended one faculty monthly meeting and collected some documents and the
agenda; | also attended and observed the monthly staff gathering. The building itself, the facilities,
classrooms, offices, and amenities were observed and photographed. The seven interviews each
took between twenty-five minutes and an hour. Emails were sent to some participants in order that
they explain unclear or missing information. The transcriptions amounted to eighty-eight pages. |
had many informal conversations with the financial team, the secretary, the director’s assistant, and
the receptionist, and these all helped in the understanding of this research’s organisation and these
notes were added to the data which were collected. All these elements helped me to acquire

extensive data, demonstrated in the next chapter.

Table 4.6 Sample characteristics

Code | Position Degree Job type

o1 Director Professor in Educational (Full Time)
Psychology FT

P2 Associate director PhD in History FT

P3 Academic counsellor MA in Clinical Psychology FT

P4 Counsellor intern BSc in Creative Writing FT

P5 English teacher, EEP and TS director | PhD in American Literature FT

P6 History teacher PhD in History and Theology PT

P7 Ethics teacher PhD candidate in Philosophy PT

4.5.1 Features of the targeted school
In this section, | describe some features of the targeted case school. However, in order to maintain

ethics and to protect the identity of the school, | cannot report information that could reveal the
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school’s name or location. Therefore, | am not able to publicly disclose the resources that have
been used here.

The case school had disseminated through its website and publications the information the
fact that it was a leader in the USA for developing programmes that serve highly capable young
pre-college and college students. The school had been undertaking research into its own practices
since 1980, extending over some thirty-five years. As part of this, three follow-up studies had been
completed on the school’s alumni; the first was a fifteen-year follow-up study of gifted students in
the Early Entrance Program (EEP). This study employed three comparison groups: students who
were non-accelerated but who had a scholarship to another programme, students who had qualified
for the school accelerated programme but who had continued to high school, and students who had
entered the accelerated programme at the case school. The study found that most respondents were
satisfied with their decision to accelerate or not accelerate their programme. The accelerated
students had entered graduate school in significantly greater numbers than the other groups. The
second follow-up study was conducted on ninety-five individuals who had graduated from the
school and it tracked their work path, education, and social affiliations. The results showed that
peer cohort, support of staff, and intellectual stimulation were positive factors of the programme.
Graduates exited with high GPAs (Grade Point Averages), and were satisfied with their
professional achievement.

The third study was a thirty-five-year follow-up of the first school alumni. The study
employed a mixed method that aimed to explore the impact of the school programme on the
participants’ academic and professional lives. Data was collected through a web-based
questionnaire and semi-structured interviews of both random and special case samples of willing
participants. The questionnaire was sent to 587 alumni of whom 202 responded. The study revealed
that most participants led happy and productive lives, whether through employment, income, or
degree attainment. In addition, most of the students in their sample reported a positive social
experience while at the school because of being with similar peers.

There are a number of concerns about these three studies, however, because the research
did not show who the respondents were. The sample could have been biased towards those who
had a good experience at the school. It was also not clear whether the three studies had used the

same or different participants. Nevertheless, their having done research into their own programmes
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and practices gave me further confidence in using this school as a case. They had inquired into
themselves and done research on their school, most of which had been published in reasonably
reputable peer-reviewed journals (e.g. Gifted Child Today, Roeper Review, Gifted Child Quarterly
and Parenting for High Potential).

It can be said that every educational institution has its strengths and weaknesses. For
example, when Brody, Muratori, and Stanley (2004) reviewed literature on schools that delivered a
distinctive approach to accelerated students, they found that while most entrants had succeeded in
their lives without social or emotional problems, some students had been challenged with
adjustment problems and low achievement. For this reason, studies such as these should be taken
into account when testing the transferability of schools for the gifted, as some of the programmes
may not be implemented in the right way.

The case school had a unique programme that was not found in any other state (as
disseminated in the Roeper Review, 2015) which was a Transition School (TS) programme for
students who had finished seventh or eighth grade (further explanations provided in chapter five).
This programme worked as a bridge between secondary school and university, preparing students
for college life. It included advanced curricula, consultations, activities, and preparation
programmes. The school had two other programmes (the Academy, and Early Entrance Program
(EEP) for students who had finished grade ten). Only fourteen schools offered such EEP
programmes in the whole of the US (published in Roeper Review, 2015, see Jones et al., 2002).
These programmes both support and align with this study’s argument about having a special school
that connects and prepares the Saudi accelerated students for university life.

The case school did not rely on 1Q test scores as the main criterion for entrance. It adopted
the view of some, for example Brody et al. (2004), who argued that high 1Q score alone is not
sufficient to succeed in such a school programme. They also considered other factors that could
contribute to social, emotional, and academic success, such as levels of maturity, personal
motivation, and achievement. These criteria are quite similar to those of the Saudi Ministry of
Education, released in the instructional manual (appendix 10), for identifying and nominating the
students for acceleration (see Aljughaiman & Ayoub, 2012). The Saudi Ministry’s conditions were

that the entrants should have a reasonable 1Q score, pass the achievement test, have a reasonable
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score in all other modules, pass the interview, obtain parent approval to enrol in the acceleration
programme, and upload the Total Talent Portfolio (see appendix 10).

The features of the case school in terms of capacity, staff numbers and qualifications, and
location within the university made it suitable as a potentially transferable case. As previously
explained (see section 4.5), | believed that transferring a new educational intervention into a
different context needed to be done on a small scale in order to test its feasibility. Once the practice
was shown to be successful it could lead to stimulating experiments, but any steps that were
relevant to the educational labour market needed to be small, cautious, and incremental (Carberry
etal., 2015).

The school was therefore considered a suitable target site for practitioners, research and
discovery of best practice in supporting highly capable young students (through my personal
conversation with the school director). This was consistent with the school’s statement of its
threefold mission of teaching, research, and service. The evidence that this mission was taken
seriously was their acceptance to be the case school in this study.

In terms of school leadership, the director of the school is an expert in the gifted education
field. She received her master’s degree in Gifted Education under the tutelage of Dr Joseph
Renzulli, whose theories in gifted education influenced this study. She is a professor with extensive
experience in gifted education and expertise in curriculum development. She has written web-based
curricular guides which detail project investigations of pre-school, kindergarten, and first grade
students and which have won national recognition from the National Association for Gifted
Children (NAGC). However, due to the need for anonymity and confidentiality, | cannot reveal her
name or location.

Through the school’s website and publications, it was evident that some of the current and
former students had earned awards from international or local companies or academic institutions,
such as the Google Endowed Scholarship, Microsoft Endowed Scholarship, and State Opportunity
Scholarship for STEM. The school itself had received NAGC awards for several years in different
areas, with one of the school’s research studies being awarded first place.

What is more, the school had adopted the NAGC standards for programme quality, which
had already been adopted in Saudi Arabia (see section 3.4.3 ). This made it especially appropriate

for my study. Therefore, visiting this particular special school for gifted students in the USA would

104



provide me with an opportunity to observe these standards live, in their original habitat, which
could allow for a deep understanding of these standards (explained in chapter 3). A further relevant
point is that the NAGC consider Renzulli’s theories to be prominent in the giftedness field.

| found connections between Renzulli’s model (SEM) and the school’s processes and
activities, both structurally and conceptually (e.g. portfolios, staff training, and enrichment

activities etc.). Table 4.7 maps the connections.

Table 4.7 Mapping the connections between Renzulli’s model and the case school

Dimensions of

Renzulli’s Model Targeted School Practices

(Figure 3.5)

The school has its own plan for team development.
Organisational The school has a contract with qualified specialists for taught modules.
Components The school has its own networks, whether locally or regionally.

The school has involved parents in many activities and research.

The school has applied an advanced curriculum for accelerated
students that it delivers to the college level.

School Structures ) )
The school has enrichment programmes in Summer and Saturday

enrichment programmes.

Service Delivery The school applies the Total Talent Portfolio, differentiation in

Components learning, and individual and group advice.

4.6 Data analysis process

This study utilised the constant comparative method by Glaser and Strauss (1967). The theory
started to emerge rudimentarily in the data collection stage, where data analysis took place
simultaneously with data collection (Creswell, 2014; Cohen et al., 2007; Merriam, 1998). | decided
to use an inductive analysis approach in order to develop and integrate what | conceptualised from
the literature reviews and what | could find from the collected data. This way helped to build a link
between the new codes and categories with the existing one by Clark and Zimmerman (2002) and
Renzulli and Reis (1997). Table 4.8 elaborates the components adopted from the theoretical

framework. However, inductive analysis was utilised in order to explore more components of the
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special school. Operationally, in this study the component means a part that combines with other

parts to constitute the special school for accelerated students.

Table 4.8 Components adopted in this study

Components by Clark | Selected Components by Renzulli | Initial Components
and Zimmerman (2002) | and Reis (1997) adopted by me
Educational setting and

o ) Organisational components: ] )
administrative ) Educational setting
procedures for staff teaming and
arrangements ) ) )
interaction, material, data base,

Teacher selection and

) community involvement. Leadership and personnel
strategies
Service delivery components, Total
Student identification Talent Portfolio (TTP), Curriculum L
o o ] Identification
and characteristics modification techniques,
Enrichment learning and teaching.
School Structures; Enrichment
) ) Programme and
Curriculum content cluster, Regular curriculum,

) ] ) Curriculum
Continuum of special service.

The constant comparative method was suitable because it helped me to generate concepts and
theories about what the gifted special school case looked like and how it worked. This concept and
theory from the compared interviews also helped me to build an understanding of the special
school to be examined in Saudi Arabia at a later stage. The field notes from the observations and
the content of the collected documents were added to the categories that had been built from the
interview analysis in order to give me an in-depth understanding of the special schools for gifted
students. I used Nvivo software in Stage One data analysis in order to code and categorise the
interview chunks (see table 4.9). The Nvivo software eliminated the time needed for the traditional
manual tasks associated with qualitative data analysis; however, in the vertical layout, the codes
were difficult to read and made the extracting operation for the themes indistinct. In addition, the
software has limited ability to print the content of the codes and related themes. Plus, unlike
manual approaches, it does not have the ability to evaluate the content of the transcript (Weitzman

& Miles, 1995). Therefore, | turned to manual analysis in Stage one and then continued for the
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analysis in Stage Two, so | could see the codes with categories and themes together in on sheet in
the horizontal line.

The data in Stage One comes from various sources: semi-structured interviews, document
analysis, and participant-observation. This is in order to gain convergence and corroboration and to
minimise the impact of potential biases (Yin, 2014). The first step was to transcribe the interviews.
In Stage One | used NVivo to assist in the analysis of the interviews, using thematic analysis. First
I read and reviewed the transcripts. | then labelled the passages with a code clustering the codes
into subcategories and categories, then assigned them to a theme, depending on the characteristics

and the data of categories.

Table 4.9 Analysis process

‘The school is under undergraduate academic affairs ... The Dean has his
Chunks from

the

transcription

goals for me ... So I report to the Dean of undergraduate academic
affairs ... But if [ need support I’ve a supportive team, Education

department is very supportive’.

Codes Supportive parties/ hierarchy/ goals/ reporting system

Sub-Category School goal/ internal operation/ partnership with relevant institutions

Category Structural characteristic

Key concept Educational setting

In Stage Two, the spreadsheet programme Microsoft Excel was used for the analyses of the
interviews; | found Microsoft Excel easier to present the themes for deductive analysis. After | had
transcribed the Stage Two interviews, I copied the chunks of text into an Excel worksheet. Each
sheet depicts the codes in columns, and the participants’ IDs in rows. This form of analysis enabled
me to see all the statements and the chunks together in a horizontal line for each participant and in
vertical columns for each of the codes.

I imposed the components that emerged from Stage One to labels, when looking at the
transcripts of the Saudi experts’ interviews. The labels that | used in looking at the Stage Two
transcripts were as follows: educational sittings that included physical and structural characteristics
detailed in chapter five, section 5.3; leadership and personnel that included roles and qualities;
identification process that included students’ characteristics, admission process, and outreach

strategies; the school programmes that included early entrants’ intervention programs; and
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counselling services and curriculum that included teaching strategies, syllabuses, and assessment.
Therefore, | attached those labels to particular statements that the Saudi experts made in the
transcripts. Simultaneously, | remained open for anything else that might come through. However,
some of the codes emerging in Stage Two did not emerge frequently enough to be seen as a
component. The findings of Stage Two were reported under headings according to those labels.

The data from the interviews was supplementary to the data from the documents and from
observations. For the document analysis, | collected and compiled documents from the USA school
that fitted with the theoretical framework of my study. My analysis entailed reading and reviewing
the contents of the documents. | reviewed the chunks and paragraphs of the various documents to
check the codes, categories, and themes from the interviews and vice versa (Glaser & Strauss,
1967). I sought out similarities and differences between the relevant labelled chunks from the
different data sources. Table 4.10 shows the documents that were used in the data analysis and the
counts of each of them, ending with the document ID that used in direct quotes. | predefined the
codes that emerged from the interviews analysis, and | added the new codes and categories that
emerged from the documents and observation data, so that the final theme that emerged would be
from across three sources of data.

The constant comparative method (Glaser & Strauss, 1967) was employed in the analysis
of Stage One data and Stage Two data. | constantly checked and re-checked the codes, categories,
and themes that | derived from different data sources. Both developed and underdeveloped themes
were present through the analysis process. | excluded the usefulness categories and codes outside
of the scope of my research. The comparison process permitted me to finalise the concept of what a

special school can consist of, which led to the construction of a set of principles.

Table 4.10 Documents used in the data analysis

Type of document Number | Document ID | Type of document Number | Document ID
University map 1 Doc. 1 Maths course syllabus 1 Doc. 9
Transition School
1 Doc. 2 U 101 Course syllabus 1 Doc. 10
handbook
Summer programme .
prog 2 Doc. 3 Meeting agendas 2 Doc. 11
brochure
Saturday programme .
y prog 2 Doc. 4 Consultation plan 1 Doc. 12
brochure
History course 1 Doc. 5 Consultation session 1 Doc. 13
syllabus schedule
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Type of document Number | Document ID | Type of document Number | Document ID
Biology course 1 Doc. 6 Early college 1 Doc. 14
syllabus programmes brochure

English course 1 Doc. 7 The Academy 1 Doc. 15
syllabus programme brochure

Ethics course syllabus 1 Doc. 8 School schedule 1 Doc. 16
Photos 34 Total 19 documents and 34 photos

Figure 4.2 shows the process of grounding the findings in the literature. The small arrows refer to

the sequence of the stages for reaching the research findings, beginning from the literature review

to the Stage Two findings, while the long left-hand arrow review the sequenced stages refers to the

connection between the literature review and the finding of Stage Two. All the arrows show how

the findings from Stage One connect with the findings from Stage Two.

4.7 Trustworthiness

>

Literature Review and
Theories

U

Interview Questions
(Stage One)

%4

Findings from the case
study in US (Stage One)

U

Set of Principles

%

Interview Questions for
stage 2 (Saudi Arabia)

U

Findings from Stage 2

{1

Figure 4.2 Findings of the study grounded in the literature.

All research areas are concerned with producing trustworthy and reliable findings, in order to trust

the data collected from the field and to achieve validity in research. Careful attention to the study’s

conceptualisation and examination of the components of the qualitative study can help to assess its

trustworthiness and reliability (Creswell, 2014; Cohen et al., 2007). Guba and Lincoln (1994)

mentioned that the suitability of data collection instruments and analysis and the conclusion of the
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study rely upon the data. In addition, what makes the case study trustworthy is the presence of the
observer in the phenomenon context (Merriam, 1998). However, this study applied multiple
instruments in Stage One, namely semi-structured interviews, observation, and documentary
analysis, to triangulate the data and achieve knowledge from many sources, in order to establish
internal validity and consistency. Furthermore, the initial findings of Stages One and Two were
peer-debriefed (Boeije, 2002; Glaser & Strauss, 1967; Merriam, 1998). In addition, in an
international conference, | had met the USA school director and discussed with her the initial
components that emerged as she confirmed the interpretation that I provided for the school

components.

48 Reliability

In a qualitative study, human behaviour is not static, and since this study is not an experimental
study, results are not expected to be replicated. Achieving total reliability in a qualitative case study
is impossible (Merriam, 1998) because social phenomena are multifaceted and highly contextual,
and the collected data depends on the respondents. To achieve reliability, therefore, and in addition
to the triangulation technique, this study provided a reasonable literature review chapter, and
provided a description of the sample, context and findings in order to achieve dependable results
(Guba & Lincoln, 1994).

According to the wishes of the school principal, in terms of engagement, | spent
nine days in the case school; however, | arrived in the USA two days before the school visit day. |
spent Saturday afternoon on the University campus in order to familiarise myself with the school
location and took some of the photos of the school exterior layout, location, and facilities with
permission from the school principal. I spent about seven hours daily collecting data, and at the
same time sought to build rapport between myself and the informants. After | returned from the
school, | spent a further four to five hours continuing to write up my notes to retrieve the moments
and carried on sketching the classrooms.

The school characteristics (school size, number of staff, and number of students) permitted
me to develop a deep understanding of what happened in the school, learning its culture and norms,
and seeing the things that happened on a regular basis, such as student attendance, how classes

began, what they did every day at break time, and how they acted as a team. Working with a small-
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size school for a sufficient period helped give the research reliability and validity (see Glesne &
Peshkin, 1992). Sufficient time could be allowed to see events and activities that regularly

occurred, to draw what Stake (1997) called a ‘petite generalisation’.

4.9 Generalisability

How can you generalise from one single case? The business of case study involves particularisation
not generalisation (Stake, 1997). In this current case, | was aware that generalisation is based on a
multiple set of cases that have replicated the same phenomena under different circumstances (Yin,
2014). However, Stake (1999) emphasised understanding the uniqueness beyond every case study.
Therefore, the case in this study is generalisable to theoretical propositions and helps generalisable
theory not to extrapolate probabilities (Yin, 2014). | intended to explore in depth the US case, not
to generalise the findings so much as to provide an example of valuable practice for benchmarking
purposes.

Generalisation in this current case was in the theory itself (analytic), not in the wider
population, since this current case is a unit for analysis and is not representative of the whole
population; in other words, it is not a sampling unit. It is an opportunity to shed light on the extent
to which the experience of the US special school for accelerated students could be extended to the
Saudi context. | believed that exploring the components of this unique school would help establish
context-specific practices in Saudi Arabia. Yin (2014) pointed out that the theory that goes into the
initial design of a case study would form the groundwork for analytic generalisation. Therefore, the
Renzulli and Reis model and Clark and Zimmerman (2002) recommendations were that this study,
adopted as a theoretical framework, would form the groundwork for any generalisation. There is
potential for analytic generalisation from one single case study, as mentioned in Yin’s illustrations
(2014); however, this study aims to generalise to theory. On completion of the study, it was hoped
that | would be able to reveal whether the experience of the US special school for accelerated
students was transferable to the Saudi context.

Yin (2012) stated that generalisations could be made from a single case study, where he
assumed that the case was not representing a sample of the population. However, the correct

assumption is that statistical generalisation from sample to population is not the only way of
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generalising findings in social science research. Such generalisations, furthermore, do not ‘achieve
the status of proof in geometry but by definition are probabilistic statements’ (p. 20).

Using the theoretical framework is essential in analytic generalisation in order to build a
logic that might be applicable to other situations (Yin, 2012). Therefore, | intended to show how
the findings informed the relationship between particular concepts and theoretical constructs, i.e. a
‘conceptual claim’ (Yin, 2012). In addition, | intended to apply the same theoretical propositions to
implicate other situations outside the completed case study where there may be similar concepts. |
assumed that findings would lead to working hypotheses that might lead to new case studies (Guba
& Lincoln, 1994). Yin (2012) mentioned a substantial example of analytic generalisation from a
single case study: the best-selling research work of a political scientist about the Cuban missile
crisis. The author generalised his findings by using theoretical propositions concerning the likely
responses of national governments when involved in superpower confrontation crises. Thus, case
study tends to generalise in other situations (Yin, 2012). Therefore, the generalisation would be on
the theory itself, and on the events and activities that happened regularly in the case under
investigation, in order to draw principles to shape my understanding of the case and its uniqueness

(Stake, 1997).

4.10 Triangulation

Data collection procedures can have weaknesses and no single method can capture all the features
of the phenomena under study; however, triangulation has come to be the search for additional
interpretations, more than confirming the single meaning of phenomena (Stake, 1997). To reduce
the risk of drawing conclusions from one single method, | utilised methodological triangulation
(between-method strategies) (Denzin, 1994), as | collected data in several ways in order to make
the findings as robust as possible. In addition to the three methods used in Stage One to triangulate
the data, | reviewed the literature about the targeted school in the USA to familiarise myself with
the school routine. It is acknowledged that participants in any situation can build ready answers that
they have developed over time for speaking with researchers (Yin, 2012). However, since | was
aware that this could happen, the data was collected from different sources, e.g. semi-structured
interviews, observations, documents, and photographs. Theoretical triangulation was also utilised

in order to interpret the data by using Renzulli and Reis’s model (1997) and Clark and Zimmerman
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(2002) recommendations in order to gain more of an understanding of special school components

(Denzin, 1994).

4.11 Ethical issues

This study followed the ethical guidelines of the British Educational Research Association (BERA,
2011). In addition, it gained ethical approval from the Ethics and Research Governance Online
(ERGO) at the University of Southampton. | was aware of the need to avoid harm to participants in
all instances. An information sheet was distributed in order to inform the participants about the
research aims and purposes and the intended uses of the data. Possible risks and the right to
withdraw from participation were clarified (Bryman, 2012). This study maintained the
confidentiality and anonymity that was declared in the consent form, where participants were
informed about data security procedures (Cohen et al., 2007). The consent forms were collected at
the staff meeting after prompts from the school director to the staff. She encouraged the staff to
support my research and participate in my study as part of the school’s mission. The study gained
access permission from the special school in the USA (see appendix 4). In addition, and for Stage
Two, the researcher sought an approval letter from the Saudi Ministry of Education (Department of
Research) to access the Saudi authorities in order to conduct the interviews in the relevant
organisations (see appendices 4, 5, 6, and 12). | was travelling internationally, and kept in regular
contact with my supervisors during my stay in the USA and Saudi Arabia. | provided the
University of Southampton with necessary contact numbers and email addresses prior to departure

as part of the required risk assessment process.

4,12 Summary

To conclude, this research investigates the components of a special school for gifted students in the
US, in order to examine their transferability to gifted education within Saudi Arabia. The main
theoretical perspectives behind this study are the recommendations by Clark and Zimmerman
(2002) and Renzulli and Reis’s (1997) SEM theory (see table 4.11). This research utilised a case
study design in the first stage, which was conducted in the US. Data was collected through semi-

structured interviews, observations, the analysis of documents, and photographs. This research then
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involved semi-structured interviews with Saudi gifted education experts in order to gather their

views on the extent to which components might potentially transfer to the education system in

Saudi Arabia.
Table 4.11 Summary of the methodology

USA
Context ] ]

Saudi Arabia
Methodology Qualitative
Method Case study

To understand the components of the US special school for gifted students
Study purpose

that could potentially be transferred to the Saudi context.

Trustworthiness

Triangulation
Prolonged engagement
Peer debriefing

Participants’ quotes

Instruments

Semi-structured interviews
Observation

Analysing documents
Photographs
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5. Chapter Five: Data Analysis and Findings

5.1 Introduction

The main purpose of this study is to explore the components of one successful American school for
gifted students to examine the extent of possible transferability of these components to the Saudi
educational system. The research questions were: (1) What are the key educational components of
a highly acclaimed American school specialising in accelerated programmes for gifted students?
(2) From the perspectives of educational experts in Saudi, to what extent could these components
be transferred and applied within the Saudi educational system? To answer the first question,
multiple methods have been used, namely, semi-structured interviews, document analysis, and
observation (see chapter 4 section 4.4 ). To address the second question, semi-structured interviews
with Saudi experts were conducted (see section 4.3.3). In this chapter, the findings from the data

collection activities are presented.

5.2 Stage One findings: What are the key educational components of a
highly acclaimed American school specialising in accelerated
programmes for gifted students?

In the following sections, | describe the main themes that emerged from the analysis of the data
gathered from semi-structured interviews, observations and documents from the US school. The
main themes were the educational setting, leadership and personnel, the identification process, the
school programmes, counselling services, and the curriculum. The next section gives an overview

of the school and useful information for the reader.

5.2.1 Overview of the US school case study

The findings of Stage One (my field notes and school documents) revealed that the US school
selected for this study is regarded as a model of excellence and one of eleven such schools in the
US (document 3, see table 4.10). As detailed in the school website, it provides special programmes
for students who have been academically accelerated from seventh, eighth, or tenth grades in
secondary high school until they completely move to college. The school consists of two main
programmes: i) an Early Entrance Programme (EEP) which is preceded by a preparatory year

called the Transition School (TS) for students in seventh or eighth grades; ii) the Academy
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programme which is a special programme for students in tenth grade. The school provides an
appropriate environment and programmes for those students. For example, in the Transition School
an academic guidance programme is provided for one year in which students become ready to
transfer to university life as EEP applicants. This school further provides a programme of special
academic training in various subjects. Moreover, the school provides various enrichment
programmes, such as a Saturday Programme and a Summer Programme. The school also focuses
on the emotional and social development of students by providing a special guidance programme
with the attendance of a special consultant to guide and help talented students. This special school
is located in the centre of the university campus, in close proximity to the public libraries, the
university buildings, and other facilities. There are specially trained staff working at this school

who hold doctoral degrees in different specialisations.

The curricula vary according to the programme. For example, Transition School students
study mathematics, statistics, English language, biology, chemistry, and physics. Other
programmes consist of preparation guidance that facilitates engagement in university life, including
academic writing and social etiquette. The teaching strategy emphasises the development of high-
level thinking skills such as analysis, implementation, and evaluation, and it also focuses on
discussion and research. One of the major outputs of the programme is a short research paper
which evaluates the students’ performance. In the following sections, | present the main
components that were derived inductively from the data gathered from the semi-structured

interviews, observations, and analysis of documents that addressed RQL1.

5.3 Educational setting of the US school

The descriptions in this section help to formulate an understanding of the educational setting of the
US school, including the physical characteristics of the school (i.e. location, layout, and capacity),
as well as the structural characteristics (i.e. the school purpose, mission, and vision). It therefore

describes the internal operations that enable the school to run sustainably.
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5.3.1 Physical characteristics of the US school

5.3.1.1 School location
The school is located in the middle of the university campus. This location enables the school to be
under the services umbrella of the university and have all the facilities that the school needs, such
as academic resources like the university library, technical supplements like the Wi-Fi network of
the university, or other amenities located on the university campus. The benefits of the school
location were mentioned in documents 1 and 2, but participants P1, P2, P4, P5, and P7 also raised
them. For example, P1 (Participant 1) the school director, pointed out the impact of locating the
school at the university: ‘The school is under undergraduate academic affairs ... But if | need

support I’ve a supportive team. The Education Department is very supportive’ [P1, interview].

P4, the counsellor intern, added to this:
We have a lot of events where prospective students will come and be able to sitin on a
college course, so we’ve been able to reach out to certain professors to let them allow these
students to join their class. So | think just being a part of campus and being recognised in

that way just allows us to be taken more seriously by the other departments [P4, interview].

What is more, the location of the school facilitates recruitment, as new staff sometimes come from
the university. P2, the associate director, commented: ‘I think | had a reputation for teaching, and
so when they had a need for a history teacher here, they contacted the chair of the department, and |
came in and interviewed’ [P2, interview].

The participants’ views and information were generally consistent with my observations.
The school location is accessible, and the building is surrounded by libraries, science schools, the
Psychology Department, the students’ hub, and the student services centres. In addition, the bus
stop is a three-minute walk away from the school. The location of the school benefits the students
in that they do not have to go far to collect data for their course assignments. For example, the
counsellor set the students the task of collecting data about different departments in order to give
them practice in registering for their desired disciplines. Locating the school on the university
campus facilitates the accessibility of the departments, and the staff were keen to help the students,

‘getting them comfortable with accessing resources on campus that are available’ [P5, interview].
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However, during another event, specifically a consultation session, the counsellor asked the
students to interview faculty members from different departments to give them practice in
contacting and dealing with professors. One of the students stood up during the session and
presented his journey; he mentioned his interview with one of the professors, but had had difficulty
finding this faculty member’s office due to the large size of the university campus. Therefore, it
might be better if the students could accompany each other to complete their tasks.

As mentioned above, the school building is in close proximity to amenities including
bookstores, international restaurants, and grocery stores. | was, therefore, able to spend my break-
time in one of the coffee shops that was just a four-minute walk from the school, in order to write
up my notes. In addition, the entire campus has Wi-Fi access, enabling connections to work,
communications, and the use of Google Maps to explore the university campus. The university
campus was in therefore self-sufficient, containing everything its members required.

The students continue to benefit from the school buildings and services, as mentioned in
document 2, as they can get academic advice from the school counsellor until they decide on their
major. Even though the students ‘matriculate into the university, they can continue to make use of
the facilities (a lounge, kitchen and outdoor area)’ (document 2, p. 1).

The location of the school is depicted in a map (document 1) presented in appendix 7. The
map shows the central location of the school where the main buildings are accessible and the bus
stops are easy to reach, and it also shows the size of the school building in comparison to other
departments in the university. In the next section, details about the school layout and capacity are

provided.

5.3.1.2 School layout and capacity
Based on observation, the school is a wooden building in the middle of the university campus. A
small plague bearing the school name hangs to the right side of the main door. The school is an
eight-minute walk from the central library. The school layout contains a reception area, one lounge,
one classroom, a kitchen, toilets, and eleven offices (see figure 5.1). The capacity of the school is
about thirty-five students for the Academy and fourteen students for the Transition School for each

academic year.
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As observed, the reception desk is at the entrance, as well as a sofa and a small console
containing some brochures and flyers about the school. There are also framed photos depicting the
achievements of the students and the school. To the right of reception is a lounge for the Academy
and EEP students to meet, relax, and chat. The lounge has three brown leather sofas with cushions,
one desk with a chair, one round table with two chairs, rugs, bookshelves, lockers, and framed
photos of students. The size of the school is appropriate for the school capacity, and the school
classroom has a multi-purpose function, as the school director used the TS classroom for staff
meetings. P2 mentioned the possibility of sharing the space:

It actually started in this office, because this used to be the teachers’ room ... all the

teachers share this space, so when | came on board in 1990, I had a little desk over in that

corner’ [P2, interview].

To the left of reception is a classroom allocated for the Transition School. Its fourteen desks are
arranged in a U-shape. At the back of the classroom are two leather sofas, desks with computers,
bookshelves, and one large, round table in the middle. On the wall are some information boards, a
wall clock, a whiteboard, and a projector. P7, the Ethics teacher, had received the benefits of some
of the features:

I know what it’s like being an undergraduate, | know I can talk about the partying and

playing video games and certain movies [...] some movies work, but if they’re rated

‘R’ movies then they can’t [P7, interview]. (See section 5.8.2 for further explanations
about using some of these features in teaching).

The finance team has the first office to the right-hand side of reception. This opens into the
teachers’ staff room that contains desks and cabinets. The rest of the building comprises
administrative offices and the director’s office, behind reception. Having a lounge in the school is
seen as an essential facility for the students as well; P4 explained this:

But those students also tend to like, especially in their first year, to hang out a lot in the lounge
area, you saw the lounge area, you know how that works, because they’re not quite ready yet to

make that leap to having all of these eighteen-year-old friends [P4, interview].
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Figure 5.1 School layout

5.3.2 Structural characteristics of the US school
5.3.2.1 Purpose of the US school
The main purpose of the school was communicated through many resources (i.e. school website
and school handbook). However, there was a common understanding of the school purpose as
preparation for university. The participants P1, P2, P4, and P5 mentioned the purpose of the school
within their conversation. For example, P4 stated: ‘I mean the whole school, the year of school is to
get them prepared for college, because it is quite a leap from just skipping high school entirely’.
[P4, interview]. Additionally, P5 who has a PhD in English and who holds a dual position in the
school as a director of the academy and as a teacher indicated advising services as one of the
purposes of the school, said this:
Those students need a lot of support for that; we needed to provide advising for them.
Somebody needed to be thinking about the social and the emotional aspect of what their
transition was going to be, and that they needed this whole year of classes ... so our role at
that point is primarily about academic advising, and social, emotional programme [P5,

interview].

P5 reported purposes beyond university preparation:
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Also, then just the etiquette stuff, all that stuff that | was talking about earlier, and how to
be a good citizen in university, how to be mature in your interactions with professors and

peers, how to know what you are being expected to do [ P5, interview]

On other hand, P2 asserted their priority for the school: ‘and that was the priority, we were
preparing these students for university work so we had to have a background in what it is to be a
university student’ [P2, interview].

Reliably, and as summarised in the school documents collected (e.g. documents 2, 3, 4, 12,
14, and 15), the school has a number of purposes which meet a range of needs. In the documents,
the school claims to support the students in meeting their mental, social, and emotional needs; to
prepare the students to transition smoothly from high school to college; and to support research.
For instance, in document number 14 (see table 4.10) it states that the school is ‘a site for research
and discovery of best practice of supporting highly capable young students’ (document 14. p. 4).
However, the school also highlights the importance of the students’ role in smoothing their
transition to college, as mentioned in document 2: ‘Students must be responsible for their own
learning, be active learners, and collaborative peers’ (p. 2). Therefore, students need to be very
careful about what kind of learning environment they seek, since the school preparation
programmes require a level of commitment and independence that is uncommon for students so
young.

5.3.2.2 School mission and vision
The mission of the school as set out in the school documents is threefold: teaching, research, and
service. The school aims to develop programmes that serve highly capable young pre-college and
college students. Those participants who mentioned the creation of school vision and mission were
P1, P5, and P2 due to their administrative positions. P5 elaborated on the process of preparing the
mission:

So before school started we all went and spent a night together in a cabin, spent a lot of

time making discussion about the mission statement, rewriting the mission statement, kind

of addressing what things we think need to be addressed [P5, interview].

Besides, P1 explained the aspirations behind the school mission:
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The university mission of the centre is to be a resource not only for students, but also for
teachers and educators, and academics, and should be a centre for research too, because

we’re a university unit, so we’re doing research all the time [P1, interview].

She also expressed her role in the mission:
So when | came here, the school already had its early entrance programmes, and what |
brought to it was some more integration of the school into the mission of the university,

which was teaching research and service [P1, interview].

P5 emphasised the role of the school director in preparing the school statements: ‘I think she has
been actually very good about trying to both have a vision forward for the centre and to maintain it’
[P5, interview]. P2 added on P5: ‘We have a retreat in the fall where we as a staff get together and
talk about our goals, and think about where we want to be in our vision’ [P2, interview]. P5
indicated the relation between the daily tasks and the school mission and vision:
I think the principal has been actually very good about trying to both have a vision forward
for the centre and to maintain it, and to be visual about staying on it, but also checking in at
regular moments and making sure that everybody in the centre ... [is] involved in settling

priorities, and determining what they think is a good mission for us [P5, interview].

The application of the school’s mission was demonstrated by their agreeing to be the case study for
my research, as the school supports research in the field of gifted education, as revealed in the
private conversation between myself and the director. Document 14 states that their aim is to
‘maintain the ... position as an internationally renowned centre of gifted education’ [document 14,
p. 4], and the school gave me a booklet about the school, which included information about the
school programmes, admission criteria and school services, and the latest published research on the
school. To support my role as a researcher, the school also offered me a desk in a quiet office (the
administrative assistant’s office), a MacBook laptop, printer, and Wi-Fi. Therefore, their mission to
support research on giftedness was certainly being applied.

However, | observed that upon arriving each morning, the team headed straight to their

offices where they switched on their computers, or went to their classes, without directions from
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the leader, as it seemed that they already had a vision to follow. It seemed that they had lists of
tasks that needed to be achieved by the end of the day. The team worked hard to complete their
tasks, and prioritised work. | did not notice any informal conversations or chatting during work
hours, other than during break-time when they met in the kitchen. The work was the staple of their
day. | also noticed that the director of the school was the only one who came intermittently; she
came at approximately 9.00 am from her office in the university to follow up with the team, present
the vision of the school, and encourage staff to follow it. | understand that the director had other
tasks to attend to at the university, such as lecturing in another building on the campus. She
informed me that, in fact, she has two offices within the university: one in the School of Education
and one within the (case-study) school and that explained her efforts in connecting the school
mission with the university mission. However, the team kept the school running smoothly

throughout the day.

5.3.2.3 Creation of the school goals
The staff who work in the school are required to meet occasionally to set the school goals. P1, P2,
P5, and P7 mentioned their goals; for example, P1 indicated this:
But at that retreat at the very beginning we set goals for ourselves, and some of them are short
term goals and some of them are long term goals. So one of the long-term goals has been how
do we reach out and increase diversity? So the goals are mutually developed by year, and some
are ongoing, and some are smaller, shorter term, like having a newsletter for the school [P1,

interview].

About monitoring goals achievement, she added: I have an advisory board that | have not called
together yet this year, but again more informal input on whether or not we‘re reaching our own
goals’ [P1, interview].
P5 asserted that there is another type of goal:
All of the students that are in transition school meet once a week with a faculty member ... to
talk about study skills, organisation ...we came together as a faculty, and we’re like okay, let’s
do it this way, | think there’ll be some benefits. So there are some goals that are kind of

happening over there [P5, interview].
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The school works to achieve quality in their goals accomplishment regardless of having the
key performance indicators. P2 explained the methodology of their work:
And we’re not imprisoned by it; it’s more of an inspirational goal ... It’s more of a direction,
moving in certain directions ... But | wouldn’t say we come up with like specific numbers, or
targets, or things like that, is more of a vision and a direction that we want to go [P2,

interview].

On the other hand, the teachers’ goals concentrate on the teaching quality, and the destination that
they want to reach with their students; a quote by P7 illustrates this:
The goal is to get them to critically, like develop critical thinking and argumentative skills
about ethical issue s... One of the hopes is that they see how pervasive morality is, like
you‘re going to deal with moral issues and personal life with relationships with people at

work, outside of work [P7, interview].

Consistently, the school goals are also mentioned in their publications. For example, in the TS
programme handbook, the school revealed that their curriculum has been developed with several
related goals; the foremost is: ‘we are preparing our students to be successful undergraduate
students at the University’ [document 2].

Therefore, the school goals are aligned with the school purpose, mission, and vision, as all
are constructed from one perspective, which is successful preparation of the students. The school
goals are to focus on the internal process and are designed by the school staff themselves, as they
know the school and the university more than anyone else. Therefore, developing the school’s
vision, mission, and goals does not rely on collaboration with others.

5.3.2.4 Funding and resources of the US school
The school relies on several types of resources in order to sustain itself. Financially, the school has
funding from the state and this is separate from the university financial allocation, with the salaries
paid by the superintendent’s office. The administration staff P1, P2, P4, and P5 shared their
information on funding. For instance, the school director stressed the importance of several

financial aspects to begin such a school:
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[S]o there needs to be a supportive structure to begin any of these programmes, there needs

to be a funding source ... Because these students would be in public school, because

they’re tenth and eleventh: we get funding from the superintendent’s office, and therefore
when they go to college their parents are paying their tuition [P1, interview].
P4 agreed and added, ‘so since we‘re taking the student out of the high school and putting them in
our programme we get that funding’ [P4, interview]. P1 commented on how the school covers the
expenses:
In order to be equitable, you have to have enough tuition so you can give free tuition to
those who can’t afford to come, and you can tip that out of balance. We do not want to be
seen as only in the late summer where only wealthy children can come, so we have to make

sure that | budget for students who can‘t afford to be here [P1, interview].

P2 agreed and commented that ‘it’s mostly self-sustaining and funding, and every programme is a
bit different. The summer programme is entirely self-sustaining and is funded by student tuition’
[P2, interview]. However, a statement from the Transition School handbook contradicts the
previous participant’s assertion: ‘we are committed to diversity and can offer financial assistance to
all who are in need’ [document 2, p. 4]. The statement does not elaborate on who those are that
need financial support. Furthermore, at the same time P1 said that they receive funding from the
superintendent for students in tenth and eleventh grades, which means that the service is free until
the students go to the college; then the students or their parents are responsible for paying their
fees. In document 2, the school reveals that they can offer a scholarship fund to students who have
financial difficulties; however, this is irrelevant in the Saudi context, because public university is
free and, in fact, undergraduate students receive a monthly salary paid by the Saudi government.

Another type of resource is information resources, the advocate charity (those who support
gifted education and practices) considered by P1, P3, and P5 as main resource to development and
get useful information. P3 reported thus:

| started to get involved with some of the conferences that happen around the country, so

like there’s the National Association for Gifted Children, that was a conference | started

attended at my last job which I found to be really helpful [P3, interview].
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P1 endorsed P3:
So this is the consortium. It’s called the National Consortium of Early College Entrance
Programmes ... These are people coming together ... I think because we‘re trying to
address our students better. | shared the research that we did ... We also have best practices
in terms of when you have minors on campus now, what do you need to do, how do you

protect them [P1, interview].

P5 agreed: ‘we have a consortium, where we meet with ... annually we meet with other early
entrance programmes around the country ...” [P5, interview]. In addition, there are useful websites
categorised as resources to help gain knowledge:
The National Association for Gifted Children has resources there. There are also other
websites, one is called SING, it’s social, emotional, yeah ... so I will sometimes reference
those, especially if 1‘'m looking for information around a certain topic area, or if I’'m

working with a student who’s struggling with a particular issue [P3, interview].

People are seen as resources, where having a principal for the school who works at a faculty in the
university is seen by P2, P4, and P5 as main resource to get access to some authorities. For
example, P2 mentioned: ‘And of course [the school director] is in the College of Education, that’s
part of her appointment, and so that’s a resource to us’ [P2, interview]. P4 had a contrasting view in
some ways, but he added some elaboration:
I think mostly just our longevity, just that we’ve reached out to them over the years. As
[the school director] and some other people were talking about in that meeting, there are
committees on campus that happen; just staff and faculty all over campus will have
meetings to discuss some kind of campus, some factor of campus, and then ... so they’ll

get to know us that way [P4, interview].

Relevant departments in the university are seen as a resource to the school; P2 said: ‘Although we
are underneath our unit of undergraduate academic affairs and so that’s a resource to us’ [P2,
interview]. P4 added, ‘I think we have a really good relationship with a lot of faculties and with the

advising office, the registration office’ [P4, interview].
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Resources of information are not limited to having a principal from the university, or
getting support from other departments. The personal educational experiences of individuals could
be a resource to some participants.

P7 shared this:

One of the things | think that’s helped me is my partner, who is roughly my age, was part

of a gifted programme when they were younger, so they’ve been able to give me some

insights and some stuff there [P7, interview].

5.3.2.5 Internal operations: decision making and periodic meetings
All the participants mentioned the decision-making operation from different points of view
depending on their roles and position. For example, P1 indicated that the decisions in the school are
not centralised. She explained that further:

For instance, there is an offer on the table to work ... in their centre [...], to put together a

thing with them, and that was brought to the table in order to allow everybody to say do we

think that this is a good idea, is something that we’re all going to have to work on this [P1,

interview].

The director mentioned the significance of the meeting in work, tracking, and evaluation: ‘We have
annual staff retreats and monthly staff meetings that we were a part of that for’ [P1, interview].

P5 reported how the school relied on research in order to make decisions:

We learned through an alumni study that we did, so we did some research, and [the

director] headed that up because I’m not a social scientist ... so we‘re doing research all

the time, and we learned through our research ... [P5, interview].

The decision-making process is undertaken through regular meetings. For example, the
weekly meeting is seen by some participants as an important event where they can discuss issues
related to admission, programme progress, and students’ challenges. P2 explained this:

I think part of the critical element here is our very, very involved weekly faculty meetings,

where we share out and talk about our struggles in each class, and struggles with particular

students, and we compare notes and we share and we come up with strategies of approach,
and | think that has been one of the most beneficial things in strengthening the transition

school [P2, interview].
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P7 agreed:

[W]e have the faculty meetings ... so I’ll go to them with concerns or praise, and then as a

group we can decide if we should tailor certain things to an individual more so, or just

leave it if they’re doing fine at the group level, so yeah! [P7, interview].
P4 reported on the significance of having meetings so that staff could ‘work together’:

I think the thing that really helps this place run is that our staff is really able to work

together well. We have a lot of meetings where we just, you know, are very free to just

suggest any kind of opportunity or event that could work [P4, interview].
However, the staff meet annually for a certain purpose, as P5 explained:

Stuff that came out of the staff retreat from last summer, so before school started we all

went and spent a night together in a cabin, spent a lot of time making discussion about the

mission statement ... [P5, interview].
P2 saw the meeting as a tool to gain experience:

So it’s been by experience year after year, and because | was ... it was such a gradual

immersion in that | started part time as a history instructor, participated in faculty meetings

for many years and admissions team meetings and everything before | became principal

[P2, interview].

P5 reported that the school uses meetings with students as an effective strategy for keeping abreast
of students’ concerns:

All of the students that are in transition school meet once a week with a faculty member,

not to talk about English or math, but to talk about study skills, organisation, how is life,

how are things at home, you know, all that kind of stuff [P5, interview].

Analysis of the meeting agendas (document 11) (restricted agendas that discuss items not
in the presence of students) shows consistency with what the participants mentioned. The restricted
agendas for 14 December 2015 and 25 January 2016 showed that the staff meet monthly to discuss
the school’s goals and concerns. In addition, the following quote from the documents illustrates
how the meeting is conducted: ‘We began the December meeting by brainstorming both the
accomplishments in the fall term and any concerns we still had, whether for ourselves or for the

school’ (Doc. 11).
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The subject matter discussed in both agendas was as follows: accomplishments, concerns,
programme updates, student and family support, research, coordination between the school and
university through attending the university admissions committee meeting, and participating in the
NAGC conference.

In addition to observation upon arrival, | received an invitation from the school director to
attend the monthly staff meetings, held in the Transition School classroom at the end of the
working day, after the students had left for the day. What | saw was consistent with the above. The
invitation on my first day at the school enabled me to become acquainted with the staff members
and tell them about my study. Reflecting the director’s commitment to the school mission, she
emphasised the need to improve gifted education in other countries. In the meeting, the school
director and staff discussed the school’s participation in a project with one of the leading centres in
the USA for gifted students. The director expressed great interest in establishing a partnership with
the relevant authorities to support their students. At the end of the meeting, the staff gathered for
lunch, during which their chat was informal and included jokes and laughter. It follows that the
style of leadership at the meeting was casual, with the school director behaving in a friendly
manner towards the staff and immersing herself in the spirit of the meeting by chatting, joking, and
using a sincere tone of voice. Their external appearance (dress code) was similarly informal. In
general, the atmosphere was simple and unaffected.

In addition, the decision-making during the meeting was the result of teamwork. The
director presented the partnership issue to the staff and they discussed it as a group. The discussion
was about the feasibility of the partnership and the added value to the school. The director assigned
one of the staff members to follow up on this issue and the decision was postponed to the next
meeting, pending further information.

5.3.2.6 Supporting organisations and partnership
Five of the participants indicated that the school seeks to have local partnerships with other
interested institutions that support gifted students in order to share their issues and research, and
exchange their experiences. However, the partnerships take the form of formal, informal, and
distance partnership through conference calls with institutions, or physical partnerships through
visits and attending conferences. For example, P1 reported, ‘There is no formal coordination about

this consortium ... And this is the teleconference that’ll be on February forum’ [P1, interview].
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Referring to informal partnerships, she said: ‘And then there is the Texas programme, the lowa
programme, so there’s no funding for it, we pay ourselves to go visit with each other’ [P1,
interview].
Partnership can take several forms such as, partnership within one district school
association or/and universities, as mentioned by P6:
So I’m split between... so it’s a public high school. It is probably one of the leading public
high schools I guess [...] that was a programme, it started last year, and the idea of that
programme was to take what we do in transition school here ... whatever way possible for
a class of thirty-five, or forty, at a public school for high school seniors who have been in a
gifted cohort [P6, interview].
P1 approved that: ‘so now I’m working and trying to create a plan with school districts so that they
can contract with us and we can give their students our online history in English curriculum’ [P1,
interview].
On the other hand, partnership with relevant departments in the university were apparent;
P3 stated this:
For example the honours department on campus, we have a very close relationship with. So
I work with them closely, because we want our students to get involved with them if

they’re interested [P3, interview].

Alternatively, there is partnership across states as P5 explained: ‘For instance, there is an offer on
the table to work with [...] in their centre for [...], to put together a thing with them .... We like
those kind of partnerships’ [P5, interview]. He also demonstrated some collaboration with partners:
‘Annually we meet with other early entrance programmes around the country just to compare
notes, just to talk, maybe there’s a focus for that meeting, but we just get to know other people’
[P5, interview].

I noticed through my observation that some teachers work part-time, working the rest of the
time at one of the public schools for gifted students. | understand that the US case-study school
coordinates its gifted and talented programme with public schools that offer the International
Baccalaureate (IB) programme. The teachers have specific courses to deliver, such as history. The

team in the case-study school arrange to visit various public schools for outreach purposes. The
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public schools enable the teachers to meet the students and inform them about the services offered
by the case-study school. In the margin of my visit, the director of the school arranged for me to
visit a gifted public school in one of the nearby neighbourhoods. Through arrangement, | noticed
that both directors have good connections with each other. | believe that this coordination between
the school and other public schools is a partnership with local institutions that supports the school’s
sustainability (see section 5.4.2).

Compatible with the above, the meeting agenda (document 11) mentioned that the school
will undertake special projects with other relevant organisations and attend a ‘best practice’
workshop with one of their partners, in order to build a database of ‘best practice’. The document
shows that the school assigns members to represent different committees within the university,
such as diversity and inclusion, mentoring, teaching, curriculum, and performance evaluation.

These endeavours can be considered to constitute an internal partnership with the university.

5.4 Leadership and personnel

The leadership inspiration for gifted education is reflected in the school vision and mission. Having
a director who is a specialist in gifted education and who is a member of the university faculty is
seen by some participants as an effective pillar to the school. P5 expressed this view about the
school director:
She is great at reminding us that the university mission of the school is to be a resource not
only for students, but also for teachers and educators, and academics, and should be a
centre for research too [P5, interview].
P5 added this:
[The director] has been doing a good job, [...] we all come back and we all get into our
jobs right, [...] I think she’s the one that either has to maintain focus on those things, or let
them fall by the wayside. She’s relatively good actually | think in like keeping those things
inmind ... [P5, interview].
P3 explained the director’s professional development strategy:
[O]ne of the things that I love is that [...] is very focused on continuing research here, so

it’s important for her to be doing research and understanding our students, [...], so to me

131



that fits in really well ...So to me I sort of consider that to be professional development in

some way, that it helps me to do my job better [P3, interview].

P1, the school director, described her way of managing the people in the school:
My main goal is to support the people that are in my community, so that includes the
students as well as my associate director, as well as my assistant director. | don’t want
anybody to feel overwhelmed or that they’re not valued, | want them to feel like they’re
being listened to, that they’re valued [P1, interview].

The director expressed her concern about addressing the daily issues:
When | do have a staff member that is having trouble and issues, we’re such a small group
that that infringes on everything, so a lot of my work as anybody knows is working with
personnel, balancing whatever that they need, and trying to offer them room for growth,
that’s the other thing. We’re a small unit, | want to make sure they’re not bored, | want to
make sure that they feel like they have ideas and we can go with their ideas too. [P1,

interview].

The director is responsible for the high-level tasks such as setting plans, goals, and research. P1
explained her tasks: ‘And I’m only 67% an administrator, the other 33% is a faculty member of the
college ...” [P1, interview]. P2 the associate director stressed the director role: ‘Part of our mission
is research, and it’s really important that we have someone on our team that conducts solid
research, which is what [...] does.” [P2, interview].

The initial correspondence between the school director and myself had reflected the
director’s interest of supporting research in the field of gifted education. She contacted me directly
without a mediator, enquired about the study, and sent me the relevant documents. In addition, |
observed that the director designates the staff meeting, contacts the external bodies for partnership
purposes, and follows up with the staff about the workflow. With a firm belief in the school’s
mission, the director is at the forefront of supporting the research, indicated by her attendance at

conferences in gifted education and her publications on gifted education in high-impact journals.
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5.4.1 Personnel roles
5.4.1.1 Associate Director’s role
The Associate Director has a PhD in History, and is experienced in conducting enrichment
programmes. However, some participants mentioned the tasks that the Associate Director is in
charge of, for example, P5: ‘Doctor ... basically handles all of our programmes that relate to
students who are not yet enrolled in college’ [P5, interview].
P2 has a wider role also:
I hire all the faculty for the transition school, I also hire all the faculty for the summer
programmes. So | do all the faculty hiring and all the TA hiring. | evaluate faculty by just
sitting in on classes, observations, meeting with faculty. I run weekly faculty meetings
where we talk about the students. I’m the main point of contact to all parents [...] I do
outreach as part of admissions to bring kids in, and | do informational sessions and things

like that to communicate to the broader community what we do here [P2, interview].

Consistently, | observed the Associate Director meeting with the TS’s teachers in her office, which
contained a small table with four chairs for brief office meetings. It seemed that she followed up
with the TS teachers about their work. She played a major role in the school, as I noticed the
teachers referred to her whenever they needed support. For example, when | asked a teacher for
further information about the school, they referred me to her, as she was the longest serving and
most experienced member at the school. | also observed that she met with the parents of one of the
TS students in her office. Therefore, she played different roles within the school. In a private
conversation with her, she told me that she was responsible for evaluating the TS teachers, as
indicated in her quote above.

5.4.1.2 Intern counsellor’s role
The school hired a new graduate student in a counsellor intern position; the reason behind this is
that the students feel more comfortable when dealing with one who went through the same
experience. P4 justified his position:

Yeah, | graduated December of 2014 ... I still know a lot of the students who knew me

when | was an upper classman when they were in their early years here ... | think a lot of
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the times it means the staff are just a little more distant from the students because they’re
adults, and we can be perceived as a little scary or something ... [P4, interview].

He added this:
I think a big part of what I do is just sort of outreach efforts [...] I also manage the email
account for the academy, so I’m the first point of contact here ... and also try to check in
with our alumni and make sure they’re progressing in a way that works for them [P4,
interview].

P5 commented on the counsellor intern role that related to his academic major:
We’re doing a ... part of our bridge programme now, which is our first year students are all
in a class where we’re working on things like resumés, and writing statements and things
like that, and he’s going to take a big role with that because he’s good at it, and he can be a

resource to the students with that [P5, interview].

Based on observation, the counsellor intern is a graduate fresher who is enrolled in the case-study
school. His cosy office is in the corner of the academy lounge where the students meet and hang
out. I noticed that the students were friendly towards him and vice versa. They sat together in the
lounge discussing registration issues with him. His young age and his experience in the school

make him more acceptable to the students for sharing stories, challenges, and events.

5.4.1.3 EEP and the Academy Director’s role
P5 works as an English teacher for TS and EEP, and Academy Director, and said this about his role
in the EEP and Academy: ‘For the EEP/Academy side of my job, | work with [P3] and [P4], and
[P1], but the team is really those people, and we’re really designing a lot of the programming’ [P5,
interview]. He explained more about his dual role and hierarchy:

I’m full time here, but it’s two jobs, one of them as a teacher, the other as an administrator.

So as a teacher, [P2]... is actually my boss, and | am a part of the transition school faculty

[P5, interview].

P2 elaborated on the differences between her role and P5’s role:
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I work with all students before they go to the university. Once they’re admitted into the
university as college early entrants, the director of the early entrance and academy

programme takes over ... [P2, interview].

As | observed, the Academy Director, who has multiple tasks within the school, is the catalyst for
his colleagues. His position is so complicated, as he is the director of EEP, yet he referred to P2 as
an English teacher of TS; that could reflect the flexibility of the school organisational structure. In
every conversation with staff about the school, the staff mentioned his name, whether in the context
of his experience of the school processes or his knowledge. His character was confident and full of
energy, and even his voice was confidently loud. When | sat in my office, | heard him when he was
giving English lessons to TS students. His energy seemed to make the students more active than
other teachers. | heard the students talk to him loudly and confidently. I also heard them laughing
with him and he seemed relaxed with them. During the observation of one of his morning sessions,
I noticed that the students in his class were more engaged, and his teaching style seemed to be de-
centralised. He interacted warmly with the students, encouraging questions and in-depth
discussions. He also ensured that no one dominated and that no one was left out. He frequently
asked whether there was anything they wanted to add, so he always encouraged the students to

participate in the discussion.

5.4.1.4 Counsellor’s role
P1, P2, P4, and P5 asserted that the role of the counsellor P3 is an essential role in the school. The
counsellor P3 at the school has a Master’s degree in Clinical Psychology. She has experience of
working with adolescents and used to work at a residential school attended by gifted students. The
counsellor plays a major role and as part of the admissions team, she is involved in reading the
admission applications. P3 explained her role thus: ‘so I’m part of the decision-making team for
which students we admit into our programme’ [P3, interview]. She added:

There’s also some different committees that are part of the larger campus that I’'m

associated with. So for example, we have a committee that are called The Diversity and

Inclusion Team, ... but the majority of what | do is the advising [P3, interview].

In addition, she elaborated as follows:
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The majority of my work prior to being here was mental health support, so students who
were struggling with depression, anxiety, family difficulties, relationship problems, issues
in terms of growing up and trying to figure out identity, all of those kinds of things’ [P3,

interview].

Furthermore, the counsellor supported the teachers in dealing with gifted students and their needs
inside the class. P3 mentioned that having a background in teaching can help the counsellor to be
more effective for the teacher as well:
I do attend the faculty meeting that they have every week, and so sometimes | can offer
suggestions there for ... Not necessarily for the curriculum, but how to work with students,
yeah. So | feel like not having an education background, that’s the weakness, | feel like |

can’t necessarily suggest how they should structure it [P3, interview].

P5 agreed: ‘... so she’s helping us to think about alumni stuff, and to think about outreach’ [P5,
interview]. P1 emphasised the counsellor’s criteria:
When she came through | was looking for somebody that had an interest in gifted
education, somebody with a little more mental health counselling background ... and I
wanted somebody that was engaged in the field, not just an academic counsellor at the

university [P1, interview].

The quote by P3, the counsellor, underlined the tasks that she is responsible for in the school,

which are in alignment with what is revealed in documents 12 and 13, and with her experience:
The major focus of my work is more academic support, so helping students understand the
requirements at the university ... so a lot of it is more sort of organisational administrative

related to academic needs at the university [P3, interview].

From observation, the counsellor’s office was located in the middle of the academy lounge, with a
big window overlooking the academy lounge. The location allowed the students to be closer to the
counsellor if they need her advice. The students have multiple channels to contact the counsellor: ‘I

also get a lot of emails from students, so students will ask questions via email, they’ll set up an
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appointment with me, they’ll ask me how to go about addressing an issue’ [P3, interview]. (See the

counselling section 5.7 for further explanation).

5.4.1.5 Teachers’ roles
P5, P6, and P7 all shared their experience in teaching gifted students, as they have a teaching role
in the school. Teachers are accountable for designing their syllabus, evaluating their course, and
managing the classroom (see section 5.8 ). A quote by P6 illustrates how to improve
professionality:
I designed actually a teaching evaluation system which wasn’t actually about evaluation, it
was more about reflection. So | would go into the teacher’s classroom, and | was
attempting to map what they did, both in terms of their time, how they were moving, how
they would proceed, just to basically act as a mirror as best as | could, to reflect with that
instructor [P6, interview].
P7 described his way of teaching:
S0 I put together a syllabus. I only teach during the winter and spring [...] I think [ have a
teaching style that fits well with the discrepancy between being really intelligent but like
kind of immature’ [ P7, interview].
However, P5 added this:
| try to take a pretty large view of what’s going on in the class and to never underestimate
the kind of ways in which students can understand not just about what the facts and the
ideas that they’re supposed to be mastering [...] I think the thing that’s unique about the
class that I teach ... is a real emphasis on what it means to be a scholar, so in a university
setting [P5, interview].
The counsellor P3 elaborated on her role with teachers: ‘but I’m not doing so much of the planning
of classes with teachers’ [P3, interview]. It seems that teachers P5, P6, and P7 are accountable for
dual roles, whether inside the school or outside the school with some contracted institutions. For
example, P7 is a part-time teacher and he has worked with a partnership school. In addition, P5

explained this:
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Right, so I have two roles, two jobs, and one of them is to be the transition school English
instructor ... My other job is administrative, where I am the director of the [...] academy

programmes ... [P5, interview].

P1, P2, and P4 have dual roles of teaching and administration; P2 expressed her role as follows:
‘So the summer programme here which is also for gifted highly capable students had me for
principal in the summer ...” [P2, interview]. She justified this as follows: ‘I worked at other places
alongside this because | was just part time for the first, probably the first eight years | was here, and
then gradually made my way into a full-time position” [P2, interview].
P1 explained the reason for having two different roles:
[P5] was an English teacher and somebody left in a hurry for that [...] director and [...]
Academy and he was only 50%, but he’s such a great staff member, we said maybe you
could do this for the other 50% to keep him employed, and he’s done a fabulous job. When
we like and grab our staff and they’re only 50% teachers we try to think of something else

... we get to keep him for a 100%. [P1, interview].

Based on observation, certain qualities were noticed in the teachers, such as a sense of humour, for
example, the English teacher | mentioned above whose students laughed in his lesson. His dynamic
character helped to engage the students more in his class (see section 5.4.1.3 ). Another recurring
quality was listening skills. For example, the mathematics teacher sat with one student in the
teachers’ office, which is near to my office, to discuss his progress in maths. | heard the student
share his fears of getting a low grade in maths. The maths teacher listened attentively and gave him
space to express what he felt, including his fears and weaknesses. The discussion between them
took around half hour during which the teacher seemed genuinely concerned about the student’s
progress. In addition, the counsellor listened carefully to the students’ contributions in her session,
she looked them in the eye, tilted her head, and did not interrupt them.

In comparison, the history teacher’s class was business-like and the atmosphere was one of
concentration. I noticed that the teaching style in that lesson was teacher-led in that the teacher read
from a book and then asked the students questions. | feel that the teaching style was unilateral in

that the teacher asked questions which the students answered. The discussion was limited as the
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engagement of the students was limited too. However, he gave the students a break in the middle of

the lesson for some refreshments.

5.4.2 Recruitment approach for the US school staff and qualifications
All participants with different points of view shared their experience in joining the school. The
main criteria for recruitment were background, experience, academic specialty, possessing specific
skills, creativity, and flexibility. P7 got the job via an email that had been sent to his department:
‘They sent out an email to our department saying they needed someone to teach the ethics course,
so yeah, | applied and got the job’ [P7, interview]. However, P5 had a different experience: ‘Before
that | was one of the summer instructors, which is how I first even got to be aware of this
programme’ [P5, interview]. P6 explained his journey to getting the job in the school:
So | come into academia and education with an idea it was always for entertainment in a
way ... it was my enjoyment, but I do think the expertise is important ... And for me,

coming not as an expert teacher but as a person from disciplinary ... [P6, interview].

He gave some recommendations and criteria for teacher selection: ‘look for people who are willing
to develop and adapt, and who have the expertise to do this, but also as administrative side, to have
patience with people to try to build up longevity’ [P6, interview].
P1 summarised the criteria for recruitment: ‘I finally hired ... who now has those
communication skills’ [P1, interview]. P2 claimed to have two more skills:
But when we interview them we ask them questions that help us to know whether this is
somebody who’d be flexible and creative enough to be in a classroom like this, it’s kind of
a special classroom.” [P2, interview].
She finalised the criteria for selecting teachers:
But the criteria are again, teaching ability, clearly that we have evidence that they’ve been
effective in the classroom, that they understand what college level work is, so
preferably somebody who’s had experience teaching college [P2, interview].
P7 simplified this: ‘One of the things that makes [P5], just as an example, is he’s very

understanding and very encouraging’ [P7, interview].
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The participant respondents had varying experience or a qualification in gifted education.
P5 limited the importance of the gifted experience:

[the director] has that, and a lot of the people that’s she’s brought into research have that

... [the counsellor] does work with adolescents, she’s got a school psych background ...

She used to work in a residential school that was working with gifted students’ [P5,

interview].

In addition, he said this about how he improves himself in gifted education: ‘I don’t have a lot of
gifted education background, and the stuff that | do know is the stuff that | picked up here, and I’ve
made an attempt to learn some of it and read some of the literature’ [P5, interview].
P2 agreed:
None of us had any real training in gifted ed., we’d all come to this from teaching at the
university ... we were preparing these students for university work so we had to have a

background in what it is to be a university student. [P2, interview].

P6 indicated what are the important skills: ‘like the PhD to me is, whether or not you have the
characteristic of someone who has deep knowledge of the subject, deep expertise in the subject, I
think that is important’ [P6, interview].
The counsellor had a similar case to P6:
[W]as the first time | working with just that population, so it was a residential high school
outside of ... they had a high school setting, they would bring in PhD level professors, so
similar to what we do at the transition school to teach more vigorous coursework [P3,

interview].

However, P2 mentioned that the establisher of the school who was a principal at that time has
gifted education experience, ‘The director at that time was a specialist in gifted education, as is
current now...” [P2, interview]. P3 got her job as she has experience in giftedness, as P1 stated.
Conversely, P1 emphasised the lack of a need to have gifted education qualification among the
staff, “[1]n this centre there doesn’t need to be an expert in gifted, as long as there is somebody in

there, and we can each appreciate everybody else’s expertise’. [P1, interview].
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5.5 ldentification process

This theme covers the students’ characteristics that were derived from the data gathered from the
US school, whether mental, behavioural, social, or emotional features. It also provides the school

process for admission and the school plan in dealing with outreach issues.

5.5.1 Students’ characteristics
All of the participants mentioned the distinguishing characteristics of the school’s students,
whether these be demographical, behavioural, mental, and/or academic characteristics. Students
who attend the targeted school are from all over the district. The university that hosts this school
has rules about minors in dorms, and the school does not offer a residential programme, therefore
the students tend to commute daily. The school offers some services for those families who need to
relocate as P2 mentioned:
In fact, in the last couple of years we’ve had a lot of interest from international families,
from China and Japan ... so most of the kids come from [...] and surrounding school

districts [P2, interview].

The participants described the mental, academic and behavioural characters of their students, they

mentioned different terms which appear to have advanced capabilities. For example, P4 said this:
We get a very specific kind of student that’s just really motivated, kind of like just
hyper-engaged in learning. You know they’re just like very focused and have just very
high skills in terms of academics [P4, interview].

The Ethics teacher P7 endorsed P4:
Actually they are at or more often enough above some students at the university, like
they’re able to recognise an argument, they can remember, they can recall, they are very
good at planning out objections’ [P7, interview].

P6 added another characteristic:
We are constantly dealing with students that are accelerated in their intellectual, their
academic, their organisational kind of capacities ... These students are capable of having

incredible discussions [P6, interview].

141



P4 added that: ‘They always have like some witticism to throw your way’ [P4, interview].
P2 described her experience in dealing with learners who were naturally curious:

I could not imagine what it was to teach a fourteen-year-old. But | came in, and like with

many people you find out where your gift is, and | found that this group of students was far

more fun to teach and far more engaging than my university students ... And I found that
the students were exceptionally curious, intellectually curious, very motivated [P2,
interview].

Participants’ views on the maturity level of the students varied. P5, P6, and P7 said that the
students were as mature as college freshmen. P5 explained this:

But that doesn’t mean that they’re similarly accelerated in terms of their personal maturity,

their relationships with their peers, their emotional stability and all those other things ...

those students are still fourteen- and sixteen-year-olds, even though they are performing at
an academic level of like twenty-year-olds [P5, interview].
In contrast, P7 stated: ‘What can | say, actually ... their maturity is still at a kid’s level’ [P7,
interview].

In addition to this, student characteristics mentioned by the participants were similar to
those qualities mentioned in documents 2, 11, 13, and 14, for example, self-motivation, intellectual
curiosity, executive function and maturity (document 2, p. 2). Moreover, in the meeting agenda
(document 11), the Transition School students in particular ‘seem very open with each other and
have good interactions in check-ins’ (document 11).

In the English class that | attended, the students were analysing the mechanics of poetry in
different eras. The students paid careful attention to each others’ ideas and thoughts. I also noticed
that the students built their ideas individually. For example, | heard the students use the terms ‘in
my opinion” when they interpreted the meaning of the language used in the poem, indicating that
they separated their interpretations from those of the author. In addition, the students in the English
lesson that | attended were committed to doing the tasks; they engaged without any signs of

boredom in each task assigned to them.
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5.5.2 Social and emotional needs
Accelerated students need advanced care and deep understanding. P2, P3, P5, P6, and P7 all raised
the issue about gifted needs, whether socially, emotionally, or academically. For example, P7
indicated the differences between the students and other undergraduates: ‘they get much more
emotional than your average undergraduate student gets’ [P7, interview].
P5 explained the role of the specialist who oversees the students to meet their needs:
Somebody needed to be thinking about the social and the emotional aspect of what their
transition was going to be, and that they needed this whole year of classes [P5, interview].
P5 and P3 brought up an academic need:
I think that’s typical for any student when they come to college is that there’s an
adjustment period, but I think for our students, the fact they’re younger ... that heightens
some of the difficulty that they have in terms of making that transition [P3, interview].
P5 agreed: ‘They feel out of place, | mean as an identity, just in themselves, they know
they’re younger ... so they’re not in the same place developmentally as a lot of students’
[P5, interview].
P6 justified this:
The problem with gifted is that they also will over accelerate themselves, they’ll bite off
way too much, and they don’t have it in the same way, so they’re not uniform because
they’re accelerating themselves, because they’re particularly bright [P6, interview].
P2 cited a solution to support the emotional and social needs:
They also build a strong cohort, because the other part of it is, kids around the United
States could go into a university early, but we feel that a student needs their peer group,
their appropriately aged peer group to be happy in that circumstance, rather than be an

isolated fifteen-year-old surrounded by nineteen-year-olds [P2, interview].

5.5.3 Admission process

The school relies on hierarchical criteria for admitting students: a high ACT (American College
Testing) 85% and high, high GPA; an online application; grade reports from the previous and
current academic year; writing an essay; and two teacher recommendations (one from

Math/Science, the other from Language/Arts/Social Studies). However, some participants
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described the admission procedure as a strict, long, and distinctive process. P3 summarised it thus:
‘So they look at test scores, they look at GPA, the grades students get, they look at teacher
recommendations, they look at extra-curricular activities, all the rest of that” [P3, interview].

The admission team accepts students in seventh or eighth grade for the Transition School,
and in tenth grade for the Academy. However, if students are not ready in eighth grade, they can
apply for the school in tenth grade as another entrance option to the school. Writing an essay is an
essential admission criterion. It helps the admission team know more about the students’ interests,
skills, and expectations, and it gives a preliminary estimate about their writing skills. P4 clarified
this:

They just look very carefully at their writing skills just to see how good they are at

communicating, but also just how sophisticated their language is, and how effectively they

can get across just who they are and why we should consider them for this [P4,

interview].

The school focuses on the maturity level of the students and their readiness to engage in
college life. This condition is illustrated in the following quote by P5:

We were turning a lot of students, a lot of really great students away from the transition

school, because while they were like academically advanced, they were not mature enough

yet ... that’s a very rare group [P5, interview].

In addition, P6 asserted a major requirement for students:

One student came in with ... actually she had some disabilities that we were fine with, but

she actually took a position where she felt like she could not accommodate to paper

deadlines for example. That was like a moral accommodation that she could not make;
okay, you just can’t be here [P6, interview].

The team arranged interviews with each individual applicant to assure the student’s desire
to engage with such challenges. P4 explained this: ‘We interview every applicant, every serious
applicant for that. Sit down with their parents and just really make sure that it’s the right decision
for them’ [P4, interview].

P2 described the admission process:

That family that you saw today in the classroom, they’re being interviewed this afternoon.

So we need to see very high ACT scores, 85th percentile high, which is really high for a
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fourteen-year-old compared with eighteen-year-olds, right! So, because otherwise, you

know we have to be sure that that child is really well prepared even for transition school,

and so it’s kind of essential. So the first stage is to get all those materials in and then we

make an initial decision whether to interview or not, and then we interview and then we

make a final decision, so they have to have all of that in place [P2, interview].

P6 indicated the consequences of enrolling students at their parents’ desire:

But | would say this as a teacher, is that the students that | see who have the most trouble

are the ones who are here for their parents ... if you don’t know why you’re doing what

you’re doing then you won’t be successful [P6, interview].

However, the students can withdraw from the programmes but as some participants said, it
is a rare case. P4 explained the reason behind withdrawal:

It usually actually relates more to maturity, that they’re just not really ready to ... they’re a

little too rambunctious, or not really ready to engage with adults in a serious setting [P4,

interview].

P2 reported another reason for withdrawal:

Sometimes we decide they leave ... Occasionally there might be another reason, a

misbehaviour of some kind, egregious misbehaviour, that’s extremely rare [P2, interview].

However, if the students’ ACT score does not meet of the eighty-fifth percentile for the
school offer, the students are asked to take a course in the Summer Stretch (see section 5.6.3) in
order to ‘develop those skills and knowledge that will make the students more successful in TS’
(document 2, p. 5). In addition, if the students feel that something is unfairly judged or feel
dissatisfied with the school admission result, they have the legal right to appeal and the school can
review their request, As the admissions handbook stipulates: ‘he/she has two weeks to submit an
appeal ... and should consist of a letter written by the student and signed by both student and
parents [...] The Admissions Committee will then consult with the Dean of Undergraduate

Academic Affairs to review the appeal’ (document 2, p. 6).
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5.5.4 Outreach to potential students
Outreach is an issue that emerged from the responses of P1, P2, P3, P4, and P5, where the school
administration is concerned about how to present the school services to the community. P4
mentioned a technique for outreach:
‘I think a big part of what | do is just sort of outreach efforts. We go out to high schools,
just to kind of spread the word about our programme ... we invite people to come on the
campus and we give a little presentation to them’ [P4, interview].
However, he mentioned an important point:
If you’re just looking at the University website, or researching it, I think very likely you
wouldn’t ever hear about us, and I’m not sure, we might need a better PR team to handle
that [P4, interview].
P5 also gave priority to the outreach issue:
We’re always working on outreach as | said that’s a big priority this quarter ... we have
our means; we have our ways of doing outreach. We did a big mailer through the state of
public schools ... we were relying on our Saturday programmes [P5, interview].
He then clarified:
We went out to certain high schools that had EPP programmes, or that had IB programmes
where we got a lot of students from, and those also ended up being some of the more
privileged schools in the area’ [P5, interview].
He gave reasons for this:
I mean our programmes are pretty rarefied ... It’s not like I can go to the local area high
schools and go to their assemblies and talk to the entire student body about how great the
uni academy is, 90% of the students aren’t even and shouldn’t be interested [P5,
interview].
He mentioned the purpose of the outreach:
Student might be academically ready, but they don’t have the support, they don’t have the
resources, they don’t have the family that’s pushing them towards this, they don’t have all
of those things, so how do we break down those barriers? [P5, interview].
P1 asserted the need for the Saturday programme for outreach purposes:

We’ve done a lot more to make ourselves to be visible, to be of more service to the
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community, starting our Saturday programmes that are not just for gifted students but as an

outreach programme’ [P1, interview].
She indicated a distinguished technique for expanding their beneficiaries: ‘We doubled the size of
our summer programmes, we have over 600 students now, and all of that is to demonstrate that we
are a resource for gifted ed in the state ...” [P1, interview].

Online services have allowed the school to be visible to the community, as P1 explained:
‘The online programme that we’re creating. The idea for that is that we want to reach out to
communities who can’t come to the school’ [P1, interview].

P2 went further and explained the purpose of outreach:

Well, one is outreach into diverse communities, that we ... | think we are very well known

in certain communities, but not so well known in others, and my personal challenge is how

to reach those communities and let them know that they’re welcome here [P2, interview].

Outreach is one of the school’s concerns, as mentioned in document 11. In addition, there
is a relationship between the school mission and outreach activities, as revealed in document 2:
‘The [school] mission is threefold: education, research, and service [...] Outreach through service

is ongoing, as we work to bring our programming to new populations and regions ...” (p. 3).

5.6 Focus of the US school programmes

In this section, | present the main programmes that the school delivers for accelerated students,
each of which includes a prerequisite preparation course that is also presented in this section. The
main responses in this section come from participants P1, P2, P4, and P5, due to their
administration role in the school.

The two main programmes that help accelerated students to enrol early in the university are
the Early Entrance Programme (EEP), a programme designed for students who are under fifteen
years and in seventh or eighth grade, and the second programme designed for students who are in
tenth grade in the Academy. The EEP is preceded by an orientation and preparation stage school
called the Transition School (TS), and the Academy has a concurrent programme for preparation
purposes named the Bridge.

P2 elaborated on this:
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They are really two different programmes for two different ages, because some kids are
ready in eighth grade for that kind of leap, but there are also some kids who need to try out
high school and go to high school, and then come in after tenth grade [P2, interview].

In addition, the school offers a Summer programme and Saturday Programme for other

groups of students, which will be discussed later in this section.

5.6.1 Early Entrance Programme and Transition School
The Early Entrance Programme is a type of acceleration designed for students after middle school,
and has two steps: one year of Transition School (TS), an intensive college preparatory programme
taught at the school, and subsequent full-time enrolment at the university, typically beginning with
one or more courses during the Transition School year. Once students graduate from the TS, they
become EEP students; at that level, the students are freshmen or senior students at the university.
The EEP is a support system that provides special academic consultations, such as consultation in
research interests and future careers. P4 explained this: ‘I mean that’s sort of an extreme version of
acceleration that these students just feel like they can skip high school entirely.” [P5, interview]. P5
commented: ‘We provide some coursework, and there are definitely some orientations and things
like that, but they don’t get the whole year that the transition school students do.’ [P5, interview].
The students rely on the EEP to help them know more about their possible academic
interest pathways. The extent of their needs is explained by P5:
The ones that become [EEP student] tend to need us a little bit more in that first year. Even
after ... they actually do better academically ... so their averages, GPA-wise, are actually a
little higher than the academy students [P5, interview].
The students in this programme take college classes and the school does not teach them.
The school’s role in that case is to provide the EEP students with academic advice, social and
emotional programmes, and orientation courses for the college. P5 explained the purpose of this
programme: ‘I’m not teaching writing, or English or math, or any of those things, it’s more of an
advising role; we’re talking about course planning and applying for scholarships’ [P5,
interview].

The EEP is preceded by the Transition School, which is explained in the following section.
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The Transition School (TS) is thirty-five years old. As mentioned in the school publication
(document 2), TS is a unique programme that takes gifted students out of seventh or eighth grade.
It is a one-year programme that prepares the students who are intending to enter the Early Entrance
Programme at the University. Students totally leave the K-12 system and enrol in the TS; therefore,
the TS programme is not a dual enrolment programme. Students should complete TS before being
admitted to the college as undergraduates via the EEP. Students take courses in Biology, History,
English, Physics, Ethics, and Pre-calculus that are in-depth and accelerated (document 16). The
participants explained the reason behind establishing the TS programme: they believed in the
success of one intensive year for preparing the students for college life, how to read research and
write assignments, and how to act as undergraduate students with the faculty members. The
students can take a university course in the spring term; in addition, they attend a weekly tutorial in
which they work on study skills and talk one-on-one with a faculty member. However, the
preparation programme is essential for those students who were just selected from the middle
school as agreed by the participants. P5 explained more about the purpose of the TS:

A middle school student just does not know any better about what they are expected to be,

and do, and to be doing on their own and so that is what the transition year is really about

... What the expectations for college students are, and their interactions with professors and

TAs and their peers are different, so we’re trying to gear them up for that [P5, interview].

Entering the TS, where they are trained in writing and reading skills, helps the students to be more
successful in the university. P2 commented on the importance of entering the TS:
So the transition school really is the cornerstone for the student being successful at the
university, because they get all of those skills in place before we let them go on [P2,
interview].
In addition, the students in TS are not yet college students but they will be, so they are in charge of
doing intensive work that matches college-level work:
They’re taking classes here that we have specially set up for them ... it’s a year of
preparation for them to get them ready ... it almost seems a little more difficult than
college classes, because they’re often writing a lot more and have more classes going on

than regular college students do [P4, interview].
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P5 justified this:
Part of the reason why the transition school programme is so difficult, is not because we
want to stress these students out ... They’ve never really struggled. They have never taken
a test and gotten a bad grade and then gone [...] they’ve never had to deal with that kind of
adversity [P5, interview].

The TS is keen to acquaint the students with the necessary social and communication skills:
I don’t want for instance a student that’s coming through our programme that might be
brilliant in math to miss out on an opportunity for like a cool research position or
something like that, because he doesn’t know how to knock on the door before he enters
the professor’s office, and doesn’t know how to use correct etiquette in emails [P5,

interview].

The TS started in 1990 with nine students in the class, but the recent student numbers range from
fourteen to eighteen. The qualifications of the students and the capacity of the programme limit and
determine the size of the student cohort. P2 explained how they reached this number of students in
one TS class:
Our work is very labour-intensive, in that we give each student a lot of individualised
attention. So we have found ... when we started this year with eighteen, that worked really
well because we have weekly tutorials with those students, they have a lot of meetings with

faculty ... and you can’t really do that with a much larger class [P2, interview].

She added and elaborated on the students’ feelings about having a small number of students in the
class:
...you don’t want a class of five or six, they get pretty tired of each other at the end of the
year, and that’s their social circle, so you want it big enough that they have a vibrancy and
a rapport and a connection, but not too big so that the teachers can’t see to everybody’s
needs ... we’ve had less sometimes, just because we only take those students who we think

are really, really qualified [P2, interview].
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5.6.2 The Academy and Bridge programme
The Academy is an advisory and preparatory programme that takes a cohort of twenty-five highly
motivated students from high school in tenth grade; they then take regular college courses and start
college life as freshmen or senior students at the university (document 15). This programme
‘provides a unique gateway into one of the nation’s premier research universities’ (document15).
The Academy programme is only fifteen years old, and provides students with a suitable
atmosphere, a like-minded community, academic advising, social and emotional programmes, and
qualified staff who help them to successfully enrol in the university (document 15). P5, the EEP
director, explained the idea behind creating the Academy:
I think the idea was that ... we learned over the course of that thirty-five years that those
students need a lot of support for that, [...] But we became aware of the fact that there was
a whole other group that we weren’t serving at all, which is this group that made their way

half way through high school [P5, interview]

P4 justified the reason behind the Academy: ‘It’s intended for students who just don’t think those
last two years at high school are really going to be much, or be very fruitful for them’ [P4,
interview]. P5 explained the relationship and services between themselves and the Academy
students: ‘They come to us for advice, they come to us for a particular kind of administrative kind
of things, but they’re out there doing their thing, and many of them are very successful’ [P5,
interview].

However, the academy offers several advisory programmes and activities for the students
who struggle academically or socially in college life. The school offers two advisory programmes.
First, the summer Bridge programme where the students are introduced to campus resources, learn
about undergraduate requirements, and register for their first classes. Second, the summer group,
which eases the transition to university life and provides the students with the skills that they need.
P2 talked about the nature of the bridge programme:

So we bring them in directly to the university as full undergraduates at that time, so it’s a

separate programme for older students, and we provide a bridge programme of a certain

amount of coursework, but not like the transition school year [P2, interview].
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Students meet members of their cohort, older Academy students, and the Academy staff. Students
can attend workshops on college success skills led by Academy staff and students. P2 clarified the
reason for the advisory programmes: ‘Not every bright child is ready for college’ [P2, interview].
P5 explained this further:
I mean that is actually the danger ... we don’t want to encourage them to like segregate
themselves, but at the same time we do want to acknowledge, like you’re not necessarily
always at the same place, and that’s okay, and you have a place where you can come and

be yourself, talk to us about these things, right? [P5, interview].

The school handbooks refer to the preparation activities as follows:
There are boys’ and girls’ dorms, a cafeteria, a recreation room, and many trails. At the
camp, students are allowed a good amount of unstructured time to allow them to get to
know each other and to explore the camp. In addition, we hold an evening “fireside chat’
[...]. The second day is a hike to the top of the falls. All students are expected to make the

hike ... (document 2, P. 8, 9).

As revealed in document 15, the Academy offers advisory programmes to link their students to
college students who are older. The Academy hires alumni in mentoring and peer programmes
where older Academy students can come into the school, talk to the younger Academy students,
and explain to them how to be engaged with others and how peer programmes help the students to
be a part of the regular college community. The advisory programme explains to the students about
obstacles that might confront them in college social life. P5 explained this further:

Well, hey, you have the opportunity to go out and go to like a social group, or a social club

with regular college students [...] She should have a place where she can say, | feel weird

about the fact that I’m sixteen, and that’s where peer mentoring | think, and some of the

counselling services [...] is really important [P5, interview].

5.6.3 Saturday and Summer programmes
The Saturday programme started some six years ago with one enrichment math class. The

programme did not involve homework or testing; the students came just for fun, exploring and
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challenging themselves in math practices. Nowadays the programmes have math, philosophy,
creative writing, and science classes, and students have freedom to choose the topics that they
would like to explore.

The Saturday programme is intended to provide the students with dynamic, challenging
learning experiences. The programmes develop the students’ exploratory and collaboration skills,
and does not rely on tests and grades to credit the students.

The school uses several channels to be visible to the community, and the Saturday
programme is one of these channels, where the school accepts students who are not necessarily
qualified for gifted programmes. The Associate Director discussed admission to this programme:
‘[1]t’s a programme that’s unique in that we don’t require test scores or any kind of criteria for
admission, it’s open to everyone at the right age, and it’s our outreach’.

She added:

We figured that if we bring kids in who may not qualify for other programmes, and they

get to become involved in really fun learning experiences, they might want to try out our

other programmes [P2, interview].

However, if the students do well in the Saturday programme the school invites them to
enrol in the Summer Programme discussed later in this chapter. P2 added this:

And it’s just meant to be fun, and once Kids are in this programme, they automatically

qualify for our summer challenge programme, even though they don’t have test scores. So

it is a conduit through which kids can get involved in our other programmes [P2,
interview].
The principal of the school P1 emphasised the marketing idea for solving outreach problems:

We have done a lot more to make ourselves visible, to be more service to the community,

starting our Saturday programmes that are not just for gifted students but as an outreach

programme [P1, interview].

The Saturday programme operates throughout the academic year, with about eighty students. It is
designed for students from kindergarten to eighth grade, and as mentioned in the school
publication, it welcomes everyone who wants to join: ‘Right, it’s just kids in the community, 4th

grade through 8th grade ... 4th and 5th grade together, 6th through 8th together’ [P2, interview].
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The Saturday programme has been taught by postgraduate students who are practitioners in
their field and who master in special fields, with a passion for teaching. The teachers are
responsible for designing the content of the course, as P2 revealed: ‘Our philosophy teacher ... he
completed his BA here, and teaches at a small private school here in the city, but also he teaches
for us on Saturday’ [P2, interview].

On the other hand, summer programmes are divided into two different programmes:
‘Summer Challenge’ that takes students in fifth and sixth grades, and ‘Summer Stretch’ for seventh
to tenth grades. The summer programmes are held in the university campus. The programmes serve
more than six hundred middle and high school students annually. The duration of the summer
programme is three weeks for the Summer Challenge and five weeks for Summer Stretch, three
days a week. The activities teach problem-solving and interactive skills. The students have the
opportunity to explore interesting subject areas including math, science, literature, philosophy, and
writing classes. The policy in the summer programmes is different from the Saturday programmes
in that the students have to be tested or be identified as highly capable unless they have been
enrolled in the Saturday programme. The summer programmes are more rigorous and academically
challenging. The students have tasks and homework to do, tests, and progress reports. P2 explained
the classes in the summer programmes:

There’s no theme, they cover a wide array of classes. So like summer challenge would be

classes like physics of rollercoasters, creative writing, and math topics, to the moon and

beyond, classes like that. And summer stretch is even more academic, we have American

literature, we have debate, we have chemistry, and things like that [P2, interview].

The school runs Saturday and Summer Programmes, only charging nominal fees in order to support
the school. However, the Summer Programme is considered by the participants to be the gateway
to knowing the school, and a way of helping the teachers to be employed within the school, as P4
stated:
[...] that it keeps getting applicants and keeps being known, is that just people know
people who have been through our programme, or they have done one of our summer

programmes [P4, interview].
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P5 mentioned his experience with the summer programme: ‘I loved teaching the summer

programme ... I will tell you too; this is what I was leading up to here’ [P5, interview].

In the analysis of documents 3 and 4 (see table 4.10), the Saturday and Summer

programmes have some common features as well as differences. The school is open for students for

nearly the entire school calendar year. The Saturday programme is run each Saturday until the

summer which is when the summer programmes start. Table 5.1 shows the time and duration of

each programme, and the level of curriculum difficulty: it is intensive and rigorous in the Summer

Stretch and less rigorous in the Summer Challenge due to differences in the school-grade level. The

courses between the three programmes differ. All programmes are held on the university campus,

with the Summer programmes conducted by specialists in the field, and the Saturday Programmes

taught by the teachers and practitioners.

Table 5.1 Summer School and Saturday programmes

09.00 am-2.20 pm

09.00am- 2.20 pm

Programme
Summer Stretch Summer Challenge Saturday Programme
name
2 hours every Saturday —
) June-July/ 5 weeks / 11-29 July/ 3 weeks/ )
Duration each quarter but not in the

summer

Spring quarter: in

Registration | In March In February Fe-bruary
Winter quarter: January
Fall quarter: September
Grades 7010 5" and 6% K-8
Location University campus University campus University campus
Rigorous, intensive Accelerated challenging
learning experience, in- | curriculum No homework
depth and fast paced Conduct a research No grades
Features curriculum project Fun, collaborative and
Some courses can be Fun activities and supportive learning
credits for high school engaging learning environment
course. experiences
Personnel Specialists in the field Specialists in the field School teachers and

practitioners
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Programme

Summer Stretch

Summer Challenge

Saturday Programme

Students can

making

American literature

Creative writing

Introduction to robot

name
Robot and Rocket
) Students are allocated to
Logic and art of proof ]
) ) the following classes
Documentary film- Physics ]
Courses depending on the grade

level:

choose from: Math

Chemistry Math ) .

Creative writing
Algebra The moon and beyond )

Science
Geometry and pre- )

Philosophy

calculus

5.7 Counselling services delivered in the US school

The counselling services for the students and their parents at the school are very important as
revealed by the administrative participants. The students at this age should have a place where they
can go and a trusted person whom they can turn to about concerns. The school encourages students
to be part of the college community, and have the experience of what is means to be freshmen,
making positive connections with others. However, the school counselling team pays attention to
the issues related to being underage and social events in the campus. P5 emphasised this: ‘I think,
and some of the counselling services that [...] provide and other people provide is really important’
[P5, interview].

In analysing the counselling plan and counselling session schedule, documents 12 and 13
(see table 4.10), the goals of the counselling service in the school were revealed: to build a secure
and supportive base for all students in the school, to enable them to access campus resources, and
to build relationships with peers, staff, and faculty. The students are allocated to the counsellor for
an individual consultation and they can arrange to have a group session as well. However, students
with a GPA below 3.3 out of 4.0 are sent an email requesting an individual meeting with the
counsellor. The consultation schedule shows that some rules are set in the counselling session, such
as ‘no physical contact’ and ‘no shouting’.

As revealed in the counselling plan (document 12), the school counselling service has a
four-year-plan designed to enable the students to get the most out of their university journey. In the
first year, the counsellor reviews each student’s progress. The students may discuss with the
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counsellor their selected courses and the counsellor may identify the appropriate resources for the
students, such as departmental contact information. The counsellor suggests optional courses for
the students to attend, such as two-credit seminars on their research interests or campus services.

In the second year, through individual and/or group meetings, the counsellor continues
reviewing the students’ progress, assisting with selection of their academic major. The counsellor
also ensures that the students have fulfilled the university’s requirements. In the third year, through
individual meetings, the counsellor offers the students with a declared major general advice and
assistance, while the students without a declared major are guided towards fulfilling the university
requirements, through setting a plan for declaring a major and assisting the students with any
struggles or challenges. In the fourth year, the students are welcome to stay in contact with the
counsellor whether through emails or individual appointments.

P3, the counsellor, explained her tasks that reflect the role of the counselling service that
the school provides for students:

We also do supportive programming for students and parents ... for the transition school |

do a weekly check in with them, so for half an hour we sit in a circle, and it’s a time for

students to talk about how they’re doing, how they’re feeling, if they have questions, if

they have concerns, the things that are on their mind, we can bring that up as a group [P3,

interview].

The counsellor gave an example about the cases that she faced among the students:
I’ve heard students say in my high school, | was one of those nerdy students, | was one of
the top performing students. | come here and I’m sort of average ... So that’s where the
counselling piece can come in, is trying to hear them, to validate that experience, to let
them know that that’s very common amongst the students here. But then to try to figure out

what would be helpful to them [P3, interview].

The counselling services in the school are not limited to social and emotional issues. The services
also extended to balance the academic workload for the students:
Another piece | think about especially with advising, is that | think sometimes students

take on too much, so they want to take four classes, or five classes ... they also want to be
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the head of the debate team, and be on the soccer team, and take violin lessons ... So we
try to think about our talk with them about picking a few things that they can really go deep

into [P3, interview].

The counselling services in the school work in cooperation with the other departments in the
university. For example, the counsellor collaborates with the undergraduate academics
recommending departments in the university that have similar services for those students who are
over eighteen years. The counsellor benefits from having these similar departments near to her in
the same campus, where she can send to them some critical cases who may need therapy or
intensive counselling:
So I do collaborate as | need to with some other departments ... So sometimes they’ll offer
resources. For example, a brown bag lunch where all advisors can come to learn about how
to get students involved with internships ...We also can refer them to the counselling
centre on campus, so if they need more intensive counselling or therapy [P3, interview].
Additionally, the counsellor revealed some useful techniques that help her to understand the needs
of the students. They gather the topics that they would like to talk about in the group session by
filling in an open form. Attending a group session is optional, where the students can discuss topics
such as safety, how to treat others, and academic issues. However, behavioural issues are addressed
in an individual session (one on one). Involving parents is one of the helpful techniques for those
students who struggle with college life. A weekly seminar is one of the techniques that is used by
the counsellor to discuss academic issues, such as being involved in academic activities,
internships, and dealing with professors:
Typically what | ask them is for the following week if there’s a topic that they are
interested in. So they’ve come up with things like how to get involved on campus more,
what should we be doing over the summer, do we need a job or an internship? How to
work with a difficult professor ... How to get a research position was another thing that
they brought up, so that one is a little more structured, but again I’m trying to allow them

to be the ones to structure what they want to bring up [P3, interview].
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For example, the counsellor presented the differences between the BSc, diploma and MA. The
counsellor had asked the students to research various university departments which they then
presented to each other. In a session later, one of the students presented information about robots
and web design, which he had collected from the Computer Science Department (CSD). He shared
with his peers his experience of discussing this topic with the Computer Science faculty members.
Using discussion and conversation, the counsellor encouraged the students to review and critique
each other’s work in order to prepare them for a competitive academic environment. For example,
the counsellor asked the presenter to share with his peers any challenges and obstacles that he faced
when he interviewed the professor in the CSD.

The presenter explained to his peers how he had scheduled a meeting with the professor and
how he needed to reschedule the meeting when the professor changed the time of the meeting. The
counsellor related to the students the difficulties they might face when they deal with faculty
members. She made them aware of the time changing issue, the etiquette of sending emails to
professors, and registration issues such as amending an application form or changing one’s study
major. The general atmosphere in the class was quiet, with everybody concentrating on the
presenter. It seemed that the students were concerned about how to apply to the university, as most
questions at the end focused on that issue. However, that aligned with the earlier comments about

the mission and purpose of the school (see sections 5.3.2.1 and 5.3.2.2).

5.8 US school curriculum

This section heavily relied on participants P2, P5, P6, and P7, as they were experienced teachers in
teaching the gifted students in the school. As revealed in document 2, the school provides the
following courses for the Transition School students: English language, history, biology, pre-
calculus, ethics, and physical education (PE). Consistent with the school document, P2 described
and confirmed the curriculum of the TS:
They also have to be adaptive curriculum designs, because we don’t hand them a
curriculum ... We offer biology, history, English, ethics, and pre-calculus, all of those
courses, so it really adds up to five to six hours of homework a night, a lot of homework, a

lot of work for these students [P2, interview].
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The EEP and the Academy students take different courses that rely on college preparation, such as
academic advising sessions, university degree requirements and registration tutorials, and essential
communication skills and professional etiquette, as seen in the school schedule (document 16). The
students are taught in the winter, and in the spring they have fieldwork to apply what they have
learned. For example, the Ethics teachers P7 explained this period of teaching and fieldwork:
In the winter it’s mostly just reading philosophy articles about ethics and stuff like that, and
then in spring they do service learning, which is they’ll actually go out into the community
and volunteer with certain organisations, and we try and tie that in with the ethics material

for the spring quarter [P7, interview].

P2 endorsed P7’s comments and added that students take university classes in Spring, explaining
the purpose of taking the advanced classes:
The curriculum changes in the spring quarter when the science class ends, and instead we
have the students take a university class of their choosing to see whether or not they’re
ready for the university, and we ask them to do a service learning component, service

learning being work, going out into the community [P2, interview].

The teachers are responsible for designing the syllabus of their course, and they rely on their
experience. P7 has some thoughts on designing the curriculum: ‘Don’t overwhelm them ... And |
think the second one is just good teaching makes the expectations very clear’ [P7, interview]. P8,
the History teacher, explained his technique in designing the curriculum:

Actually go and find someone else’s curriculum who does have that expertise, and then

you become the learner, and then you become modelling. And you know someone who has

embedded this is respect for that expertise, or respect for that disciplinary specificity [...] |
have my own disciplinary expertise so I kind of know what to look for [P6, interview].

The teachers design the syllabus for the courses and the students purchase the books for the
courses: ‘Yeah, so | put together a syllabus ...They buy the books, but I tell them which book to
get’ [P7, interview]. P2 validated this: ‘So we have all these teachers that come in just to share, and
they design the courses themselves’ [P2, interview]. P2 also mentioned the syllabus designing and

who was responsible for doing that:
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So I think that’s one valuable thing with faculty retention, is they have a lot of autonomy in
terms of the details of their syllabus, and they can change it up and improve upon it
constantly, and that makes life interesting for them and interested for the students [P2,
interview].

P2, an expert in History, told the story of how she loaned P6 her syllabi and how he developed it:
When [...] came in to teach the history class; I had taught it for many years, | gave him my
syllabi as an example, but he developed his own courses, which bears some resemblance to
mine, but not, not mine’ [P2, interview].

She added some ways of curriculum evaluation:

So we encourage that kind of constant self-assessment of the curriculum ... And we do
student surveys at the end of the year as well to get a sense from the students what worked
and what didn’t,” [P2, interview].

In terms of evaluation of the syllabus, P2 identified factors that she looked at as assessor of the

curriculum:

For example, we had a physics instructor ... I’'m not a physicist, but I can tell if | look at a
syllabus ... first of all are the assignments connected to what he’s trying to get across, are
they well designed and timed appropriately. In conversations can they ... explain
something to me clearly ... Have they taught introductory courses in the subject? [P2,
interview].

There was correspondence between what the participants said about the curriculum and what is

explained in the school handbook. The handbook also details the outputs of the educational process

and what their courses are shaped around as the key ingredients of college scholarship:
Completion of Pre-calculus with good understanding of mathematical principles,
experience in a ‘lab science’, with preparation of lab reports, understanding of the
scientific method, experience in the methodology of social science/humanities, acquisition
of strong research skills, development of strong writing skills, experience with reading
challenging texts and with textual analysis and experience with working in a collegial,

collaborative scholarly environment (document 2, p. 10).
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5.8.1 Course syllabuses

Analysis of documents 2, 5, 6, 7, 8, 9, and 10 reveal the content of each course of the Transition
School. The resources and references of each course and the assessment used were analysed (see
table 5.2). In addition to the main skills to be acquired after completing the course, certain
strategies have been used in order to deliver the content of each course.

As shown in the vertical view of the first column in table 5.2, the dominant skills which the
school focuses on for students are analysis and critical thinking, based on the fact that these skills
recur in most of the course syllabuses. Engagement and communication in the class are also seen as
important skills as some of the courses give credit for engagement, such as Maths, Ethics, History,
and English. The skills meet the second and third level criteria of Bloom’s Taxonomy which are
‘evaluation’ and ‘analysis’ (Forehand, 2005). Analysis of the syllabuses does not show the use of
the higher level of the Bloom’s taxonomy, namely, creativity, unless the skill of ‘construction’ is
counted, as part of the Ethics course syllabus (Forehand, 2005). However, some creative skills can
be seen in the assessment criteria of courses such as in writing mini assignments (in Biology,
Maths, Ethics, English, and History) but it does not appear in U101, the counselling course. In the
lab experiments for Biology, writing and problem-solving could be considered as application skills,
represented on the fourth level of Bloom’s Taxonomy (ibid.). Discussion is the main strategy used
in the school courses, whether to deliver the course content or as a criterion to assess the course.
Engaging in class discussions is also stressed in all the syllabuses ‘as it is required as one of the
largest components of the overall grade’ (document 7, p. 2). In addition, writing assignments is the

main assessment criterion, as well as quizzing.

Table 5.2 Analysis of course syllabuses

Course | Intended skills Teaching Strategy Assessment
Evaluation Investigation Writing assignments
Biology Analysis Lab expe-riments Open-book quizzes
Engagement Presentation Exams
Communication Reviewing literature Research project
Analysis Student-directed classes | Writing assignments
Maths Peer reviewing Instructor-directed Quizzes
Criticism classes Analysis of problem sets
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Course | Intended skills Teaching Strategy Assessment
Problem-solving Presentation
Critical writing Exams (mid-term and final)
Engagement in the discussion
board
Exam (multiple choice
Critical thinking question)
) Construction ) ) Writing assignment
Ethics ] Discussion .
Argumentation Quizzes
Questioning Weekly writing
Discussion and contribution
- o Writing assignments
Critical thinking ) o ]
) o ] Conversation and Participating in discussion
English | Critical reading ) ) )
) discussion Presentation
Analysis )
Final exam
) Writing assignments
Analysis . L
o Reading Participation in discussion
] Peer reviewing ] ]
History o o Researching Micro essay
Critical thinking ) )
o Discussion Exams
Communication
Research paper
Filling in university ) ) ] ]
U101 o Discussion Sending emails
applications and o ) )
(Counse o Guest speaker Practical field task (interview
. registration ) . ]
Iling ) ] Alumni connection with professor)
Professional etiquette ]
course) o PowerPoint
Communication

5.8.2 Teaching strategies applied in the US school

The responses in this section vary between the teaching strategies and the concept behind teaching.

Teachers P5, P6, and P7 led the conversation about teaching. Some of the teachers spoke of the

application of a student-centred system of teaching where the students lead the sessions of the

course. As revealed through different data resources, the teachers rely on discussion as a teaching

strategy in order to get the students to use critical thinking skills, and to develop argumentation

skills. The teacher of Ethics, P7, explained this:

So very rarely do I lecture or anything, | try to run it more as a discussion-based kind of

thing. So I will ask them like what is the argument presented in the paper here, and then |
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push them to explain things to me ... so I try and put a lot of responsibility and expectation

on them [P7, interview].

P5 preferred a different type of teaching: ‘I work with the students, very one on one in a lot of
cases ... | think it’s totally relevant and related to what they’re talking about, and that’s what my
paper is’ [P5, interview]. He emphasised the importance of the practical aspect in delivering the
curriculum:
They have to learn how to stage analysis ... but the added emphasis is on what it means to
do the work in a really practical sense, like as a scholar this is what scholars do ... And you
know the goal is to show them that one of the things you need to do when you enter into an

English class is ask yourself, what’s the methodology that’s going on here [P5, interview].

He mentioned the purpose of their teaching strategies: ‘It’s a process of crafting their interests to
the disciplinary field that they’re involved in’ [P5, interview].
P6 described the teaching style in the school:
| would say, | mean there is a very hard learning curve, this type of teaching, this type of
centre is very different than almost any other place that you’re going to teach’ [P6,
interview].
P7 mentioned specific strategies to raise critical thinking for the students, argumentative skills and
more engagement in the class. He reported:
We just read some really famous articles and philosophy about each one of those topic s...
The goal is to get them to critically, like develop critical thinking and argumentative skills
about ethical issues ... in class it’s you provide a justification for your belief, and so this

gives us space to do that so they can critically engage [P7, interview].

The English teacher, P5, used articles when he taught novels, and also emphasised a strategy of
teaching:
So writing is not just express your idea about this book, it’s about joining academic
conversations ... So when I teach the novel Frankenstein ... | can give a student an essay

written by a professor from Cambridge or ... from Harvard about Frankenstein, and they
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can actually enter into conversation with it. ... and they’ve made this really elaborative

argument [P5, interview].

P5 justified that: “There’s a methodology, there are rules for how you read, rules that have changed
over history because of discussions and conversations that have been happening in this field’ [P5,
interview]. He added:
I think the thing that’s unique about the class that | teach ... is a real emphasis on what it
means to be a scholar, so in a university setting ... I’m teaching them about how writing is
really a tool of communication ... well methodologies are important [P5, interview].
P6 agreed with P5 about having a conversation in class:
My lectures tend to be very interactive, it’s not just me up there reading something, it really
is me attempting to model a historical production, a historical conversation [P6, interview].
In addition, he agreed with P5 on the level of teaching in the class that is similar to the university
lecture style. However, he distinguished between the school class and the university lecture:
[1t] is more or less an introduction to a lecture style class that you might see. It’s very close
to the exact same class if the university asked me to teach ... But what we’re doing here is
to teach them how to make good decisions as scholars, to make that same five-page paper a

good piece of scholarship [P6, interview].

The teaching strategies are different in each semester. In autumn, the teachers prepare the students
to be more engaged with academic conversation, whereas in winter and spring the school is seeking
to develop greater independence over time. P6 explained this:
At the beginning of winter, we shift over to a seminar model within the class ... By the end
of fall they actually are usually capable of it, and | just haven’t given them the opportunity,
so that’s what to me winter and spring are about, is giving them that opportunity, giving
them that agency [P6, interview].

In dealing with undergraduate gifted students, P7 indicated how he gradually introduces the task in

his class:

I try to take things very slow at first, and so | start the pace as a whole, and then if there are

students who are struggling, or students who are excelling, then I know... [P7, interview].
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The class at the school has special properties; however, the teaching process in these classes is
fraught with challenges. P7 discussed some of these challenges:
One of the things that makes it a lot of fun, but then also difficult to manage is how eager
the students are. This is the only time I’ve taught where students ... I’ll ask a question and
there’s ... like shaking their hands and like really eager to answer, and so sometimes | have
to make choices about who to call on, and it turns out that I’ve neglected some other

students [P7, interview].

The teachers attempt to maintain the quality of discussion in the class. Therefore, they change the
topics of the discussion deliberately in order to engage all the students in the class in the discussion.
P7 said:
It is hard to keep a discussion on a single topic .... I try and let people who haven’t, or who
don’t speak much, if they’re one of the people with their hands up I’ll go to them first, and
then kind of make the rounds [P7, interview].
Nonetheless, the teaching strategies concentrate on developing several skills, such as discussion,
classification, integration, argumentation, active involvement, and correlation (see table 5.2).
P7 described the input and output of the teaching process and coping skills in the students’ future
life:
One of the hopes is that they see how pervasive morality is ... I think part of the goal is to
just get them to realise how big of a part of their lives moral issues are, and then get them
to critically engage with it [P7, interview].
P6 and P7 considered the moral side in teaching their students. They emphasised the ethical issues
in preparing scholars to compete their peers academically:
[W]hat | can do by giving them this agency ... showing them the skills, by showing them
the ethical considerations of why do scholars choose to act in this way? ... I mean I don’t
teach them the easy path to do that. If this was like teaching tricks to be able to beat a
freshman level course, we wouldn’t need a year [P6, interview].
P7 tries to teach his students preference and comparison ethical skills, ‘so what kinds of reason are
good moral reasons, what kinds are not, what kind of arguments work, what kinds don’t’ [P7,

interview].
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Lastly, P6 indicated the way he evaluates the teaching process:

I designed actually a teaching evaluation system which wasn’t actually about evaluation, it
was more about reflection. So | would go into a teachers classroom, and | was attempting
to map what they did, both in terms of their time, how they were moving, how they would
proceed, just to basically act as a mirror as best as I could, to reflect with that instructor

[P6, interview].

Through my observation, I noticed that the teachers employed several different strategies and
techniques for delivering their lessons. For example, the English teacher used content analysis to
analyse a poem, and presented pictures about Greek history related to the topic. He used his
textbook, which the students were supposed to buy, and PowerPoint slides to explain the content to
the students.

In addition, the English teacher used critical thinking to critique the poem and analyse the
meaning of the language of the poem in a specific era. However, the main strategies used were
presentation, engagement, and discussion (see section 5.8.1 ) in order to enhance the students’
communication skills. However, he did not force anyone to talk or participate.

In comparison, the History teacher based the students’ discussion of ideas and concepts on
the contents of a book Damned Women: Sinners and Witches in Puritan New England, which the
students bought themselves. Although the History class was more traditional in its reliance on a set
work, the teacher asked penetrating questions about the concepts and meanings in the text. For
example, ‘What is the nature of nature?’, ‘What does life look like before birth?’, and ‘How does
God want this world to be?” He both challenged and surprised his students with such unexpected,

critical, and open-ended questions.
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Figure 5.2 TS class sketch

On the other hand, the Ethics teacher, | noticed, was keen to develop the critical thinking skills of
the students in his class. The lesson was about animal rights, with the teacher using an article to
express the philosophy behind animal rights. The teacher asked the students to identify the
argument presented in the paper. Through raising the tone of his voice, he encouraged the students
to explain the argument based on their own understanding, feelings, and thoughts. The teacher
explained to them that they were going to discuss their morals. For instance, if they believe that
eating meat is wrong, how would they deal with the situation when sitting down to a meal with a
friend or colleague who eats meat? The teacher encouraged the students to challenge their moral
beliefs and justify their decisions so as to critically engage the class.

In addition, my sketch of the transition school class (enhanced by PowerPoint slide)
showed that the class has a smartboard that both the English teacher and counsellor used. The
students’ tables were arranged in a U-shape. Along the walls were two bookshelves that contained

maths books, science journals, and history books. Figure 5.2 shows additional details.

5.8.3 Assessment strategies applied in the US school
The school employs a holistic assessment of the students to assure that the students are ready for
college. The participants cover several aspects of assessment that are consistent with what the

syllabus analysis revealed. For example, P7 used credits as a specific technique to assess the
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students: ‘like it doesn’t matter if I disagree with the argument, but if it makes sense and they’ve

thoroughly explained things, then they get credit ...” [P7, interview]. He added: ‘So we have

quizzes once a week, and one- to two-page responses for writings that they have to do per week ...

I’ll provide comments and feedback on them’ [P7, interview].
P7 explained this further:
On the syllabus it’s called citizenship, and that’s just like are you discussing, are you
participating, are you being like an active citizen in the class, so ... if you talked pretty
regularly, even just saying one thing a day, asking a question a day, then you get full credit
for that [P7, interview].

P5 was keen to assess the students’ progression:
It’s not just about grading the course of the paper that comes in at the very end; it’s about
evaluating the process. It’s like the student has to come up with a research question. [L]ike
they have a methodology that’s going to allow them to answer the question that they’re
asking [P5, interview].

He also indicated the process of the holistic assessment:
Is this student ready for college? ... the real evaluation is always at the end of the quarter
where the faculties sit in the room and do a variety of both quantitative and qualitative, just
a conversation really, talk about who is ready for college based on our own criteria, and it’s
often different [P5, interview].

He elaborated on the ‘to succeed’ criteria:
The student that is able to encounter struggle ... to turn those struggles into a plan, to not
collapse under that pressure. In our experience that’s been the difference actually, the
students that were successful’ [P5, interview].

He also gave details of the of assessment process:
We do progress reports all throughout the course of the year ... it’s hard to describe itin a
really kind of systematic way because it’s very holistic in all cases ... we’re thinking both
of their academic ability, so test scores ... teacher evaluations. And ... it’s our experience
with the students, their grades, their abilities, but it’s also of course ... their maturity, their
leadership abilities, their self-advocacy capacity, their grit, that’s a kind of ... [P5,

interview].
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For to the university is not only the reason given by P6 in his assessment process; he also indicated

the value of investment in the students’ time and energy:

Usually they can cover up in a lot of ways for their deficiencies ... I challenge them ... by

doing a challenge it keeps ahead of them, keeps them invested [P6, interview].

Analysis of the school handbook (document 2) indicates that students can matriculate and enter the
university after the following conditions have been met: successfully completing the spring quarter;
obtaining the approval of faculty and the principal and director of the school; and demonstrating

motivation. See section 5.5.1 for further explanation of students’ characteristics.

5.9 Challenges and difficulties confronted by the US school

There was no specific question on challenges; however, the data revealed some challenges
confronting the school which have to be considered to understand the school context and the
potential of its components’ transferability to Saudi Arabia. All the participants shared their
opinions about the challenges and obstacles that confront them depending on their position. For
example, P4 thought that getting known by others is one of the challenges that the school face:
We are like a department on campus, but in many ways we’re a little separate ...Yeah, in
many ways we’re on the fringes of campus, and not a lot of people on campus know who
we are [P4, interview].
P5 had different thoughts:
It’s a difficult thing, because by the time they’re seniors, they don’t really think of
themselves as needing us ... so if we say, hey we’re having a big info session for all of our
graduate seniors, not a lot of them will show up, so we’re trying to figure out how to do
this ... so that’s a big priority this year ... and it’s something I’ve been trying to emphasise
[P5, interview].
The application of state policy was considered by P1 to be one of the challenges confronting the
school: ‘In this country, once they go to college we have what’s called FERPA: Federal Education
Rights Protection’ [P1, interview]. The FERPA law is mentioned in the school handbook as

follows: ‘parents, under FERPA legislation, are not allowed to access students’ grades without the
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permission of the student’ (document 2, p. 2). P1 expressed the difficulties of applying the law with
the new parents:
Well these students, most of their parents have been very, very involved in that, and so for
us to tell the parents, sorry you can’t meet with the counsellor and the student at the same
when they’re talking about their schedule or their major, it is very new for those parents,
and we respect that right to privacy [P1, interview].
In addition, the school meeting agenda of 14 December 2015 included some concerns of the school
such as funding and outreach expansion (see sections 5.3.2.4 5.5.4).
Difficulties inside the classroom also appeared, according to P7:
So I think it’s easy for the students to get really stressed out and start neglecting work, and
just struggling, and I think if you have a teacher who is very understanding and is willing
to accommodate ... I think letting them know that being supportive can help them move at
a pace that’s good for them and do the great work that they’re capable of [P7, interview].
P4 raised a social difficulty:
The main challenge for both programmes is really the social aspect of it. It can be a little scary
being young on campus when you’re dealing with people who are in their twenties. | guess it’s
kind of hard to relate to people sometimes [P4, interview].
P3 stated a similar aspect of the social and emotional difficulties:
When we bring them here, all of a sudden they’re in a very different environment where
they don’t know how to be perfect; they don’t know how to be the top student any more,
and so that can bring up a lot for them, it can bring up a lot of emotional difficulties, they
can get really anxious, they can get really depressed, they can feel really lost [P3,
interview].
She added an explanation for the social and emotional difficulties:
So what I’ve found is that first experience of challenge is really difficult for students,
because they’re used to being able to get perfect grades, or not work that hard; know how
to access information, whatever else it is [P3, interview].
The differences between the systems in the high school and the college challenge the students, as
P4 indicated: ‘Also the independence of it, that you no longer just have the set class schedule that

you’re going to, and then you go to classes and then you go home’ [P4, interview]. The expectation
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of the students on themselves and from the teachers towards the students emerged in P6’s
conversation; he indicated an important issue about expectations from both sides:
Just to give you another anecdote from last year. There was one student who was kind of
reacting to the pressure ... and there was some pushback, and like, “You know what, I’m
fourteen, you can’t expect me to act like I’m twenty-two, or whatever, and it’s like, ‘I don’t
want you to be twenty-two, | want you to be fourteen, just not in my class’. No one is
expecting you to grow up faster, but what we’re expecting you to do is to add this to your

skills set ... and if you can’t do that then ... it just means you can’t do this [P6, interview].

To sum up the previous section, the data revealed the physical and structural characteristics that
shape the understanding of the educational setting at this US school. The leadership and personnel
were discussed with a focus on the personnel roles and the recruitment approaches that the US
school relied on, in order to have a better understanding of the leadership of the school.
Identification processes of students and admission were also indicated. Programming, counselling
services, and curriculum matters were covered, closing with the challenges and difficulties that
confronted the US school. In the following section, | will explain how | draw a conclusion from the

Stage One data to transfer to Stage Two that was conducted in Saudi Arabia.

5.10 Transforming to Stage Two

In this section, | discuss how | derived a set of principles from the findings of Stage One. These
principles led to a number of questions for the Saudi experts in gifted education, in order to explore
the potential of the transferability of the educational components of the US case study school to the

Saudi context.

5.10.1 Principles derived from the analysis of Stage One data

In Stage One, the raw data from the fieldwork carried out at the US case study school was divided
into codes, categories, and then themes, in order to identify potential educational components of the
school. The themes that emerged from the data collected during Stage One served to answer the
first research question. Through these themes, | derived a set of principles that helped me to

construct an overview of what had emerged from the US school case study and what a special
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school looks like, to take forward into Stage Two of this thesis. In my study, when referring to
principles, I mean ‘A fundamental truth or proposition that serves as the foundation for a system of
belief or behaviour or for a chain of reasoning’ (OED, 2017). | chose this explanation of the term
principles, because the themes derived from the analysis in Stage One explained the educational
components of the US case study school. These principles will form the basis of the questions | ask
the Saudi experts in Stage Two. | have grouped the principles depending on the themes that
emerged from the analysis of Stage One. Educational setting includes principles that relate to the
physical and structural characteristics of the school, which is therefore comprised the physical and
internal operations that enable the school to run sustainably. Leadership and personnel includes
the structure, roles and tasks, recruitment, and personnel qualities; in other words, the tools that
facilitate the daily running of the school. Identification process details the process of student
selection, i.e. identifying and nominating students to enrol in the school. School programmes
includes all the operations and activities formulated for achieving the school’s vision and purpose
(i.e. Transition School, Early Entrance Programmes, and The Academy). Counselling includes the
activities and strategies of consultation, essentially the tools that assist students to stay on track.
Finally, Curriculum includes the courses, teaching strategies, and assessment, demonstrating the
input and output process of learning. I did not include Challenges as an educational component, as
it is a current situation; however, it is worth inserting it as a future indicator that can influence the
transferability process. Each principle has been supported by findings from the analysis of the three
main sources of data in Stage One: interviews, observation, and documents. The following section

discusses these principles in more detail.

5.10.2 Principles related to educational setting
1. Locating the school within the university campus allows the school to benefit from and
capitalise on the university facilities, including technology, amenities, and learning
resources such as laboratories.
2. Locating the school within the university campus facilitates recruitment of teaching staff

since most of the staff of the US special school are also faculty members.
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The number of accelerated students who attended university-based programmes is often a
small cohort (Colangelo et al., 2004); it is therefore sensible to align the proposed school
size in Saudi Arabia and school capacity with student numbers.

The school prepares gifted students for university life and supports gifted education
research, since the school is part of the university, so the school seeks to build
collaborative research partnerships.

The school goals are the product of teamwork, while the school’s mission and vision are
derived from the university’s mission.

The school is sustained by reliable sources of funding from the State (i.e., superintendent).
Decision-making processes are carried out through consultation between the team or
committee members and/or after extensive research. The decision-making process should
be enacted through periodic committee meetings. Allowance should be made to solicit the
views of parents and/or students for those decisions that directly affect the students.
Partnership with the relevant authorities (i.e. public school, gifted advocacy associations)
can benefit the school in terms of gaining information, recruitment, experience, and

practice localisation.

5.10.3 Principles related to leadership and personnel

9.

10.

11.

12.

13.

Non-centralised work within the school has the potential benefits of creativity and a
streamlined workflow.

The organisational structure should be horizontal in order to minimise bureaucracy.

The teaching and/or administrative personnel should be recruited from the university
faculty as their proximity to the school premises, if they were on campus, would expedite
problem-solving.

The personnel should possess humber of qualities including appropriate academic
qualifications, relevant teaching experience, a positive reputation, effective communication
skills, and dynamism.

The staff might have dual roles, for example, being head teacher at the same time as being

a faculty member of the university.
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5.10.4 Principles related to the identification process

14.

15.

16.

17.

18.

19.

The selected students should possess a number of characteristics such as motivation, task
commitment, and maturity.

Student selection goes through several stages including assessing the scores of the national
abilities and performance instruments, academic transcripts, letters of recommendation,
and interviews.

Student selection should make reference to demographic characteristics.

The school prepares a risk plan to address student withdrawals and outreach issues (i.e. the
US school use the summer programmes for outreaching purposes).

The school has an outreach programme in order to attract gifted students.

Students who enrol in the school are motivated by their own desire to skip the ordinary

school system and engage in a new challenge.

5.10.5 Principles related to the school programmes

20.

21.

22.

23.

The main role of the school is to prepare the students for college life through a special
education programme.

Programmes include preparatory material for university life to facilitate students’ transfer
to the university.

The programmes must be appropriate for the students’ abilities.

The school runs several programmes such as Summer and Saturday programmes for

different student categories and for outreach purposes.

5.10.6 Principles related to counselling services

24,

25.

26.

Social and emotional needs have to be considered in the school programmes through
counselling services.

The counsellor is located ‘in the middle’ between the students, parents, staff, and other
departments (e.g. the Psychology department in the university).

The counsellor plays a major role in the school, monitoring students’ progress and welfare,
taking responsibility for advising students about their academic and future careers, and

providing social and emotional support strategies.
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27. The counsellor meets with the students regularly through group and/or individual meetings,
and keep in regular contact via email.
28. The counsellor has to be experienced and qualified to a minimum of Master’s degree in a

relevant major.

5.10.7 Principles related to curriculum

29. The curriculum includes courses that facilitate the smooth transfer of students from the
school to the university environment (e.g. preparation courses that include registration to
the universities and/ or dealing with faculty members).

30. The school syllabus prepares the students for the demands of university courses, including
principal courses such as English, math, calculus, and science.

31. Teaching strategy concentrates on the higher skills of critical thinking that the students will
need at university, including analysis, research, effective communication, argument, and
creative writing.

32. Teaching concentrates on strategies such as field practice, investigation, reading, and
discussion.

33. Assessment is conducted through exams, written assignments, and tests (quizzes).

5.11 Findings of Stage Two

In this section, | present the findings from the semi-structured interviews conducted with the ten
Saudi experts to examine the potential transferability of the US school components to the Saudi
context. The analysis techniques were explained in chapter 4. The following sections present the
themes that emerged deductively from the findings in the same sequence as the categories of
principles and themes in Stage One. The themes in Stage Two are presented with regard to their
significance form the Saudi experts’ points of views. A discussion of the findings will be given in

the following chapter.

5.11.1 Educational setting component
This section includes the Saudi experts’ opinions on the educational setting of the US school and

the potential transferability of this component. Due the large amount of data in this component, the
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section will be divided into Physical Characteristics (including the school location, capacity, and
layout), and Structural Characteristics (including funding and resources, internal operations, and

supporting organisations and partnerships).

5.11.2 Physical characteristics
School location

All the experts agreed to locate the proposed school within the university campus as to make use of

the university facilities, environment, financial allocations, and manpower. Ex2 and Ex3 both gave

the same reason for having such provisions within the university, namely, as an extension of the
university to serve accelerated students. Ex2 mentioned the necessity of discussing this issue with
the universities:
... despite the integration between the Ministry of Education and the Ministry of Higher
Education, the Saudi universities are still intellectually independent, right, so it would be
better if we discussed the location issue with the universities after several meetings,
research, and diagnoses, to determine the appropriate location for this school [Ex2,
interview].
Ex3, Ex6, Ex7, Ex9, and Ex10 suggested having this gifted school service as a separate
pathway within the relevant sectors within the university. Ex9 stated it thus:
I believe that this school could be a path or unit within our gifted programmes as we have a
new programme for gifted students in our Deanship for Academic Support in the university
[...] The unit can be followed up and tracked more easily than if it were a separate school
[EX9, interview].

Ex6 argued that it would be beneficial in separating the school administratively from the university:
... the proposed school has to be located in one of our national universities and affiliated
with the Rector [Chancellor], as this affiliation will make the school stronger financially
and administratively. And | think King Saud University could be the most suitable
environment for the proposed school due to its diversity of disciplines and strong financial
base [Ex6, interview].

The director of the gifted programme at one of the prestigious Saudi Universities, Ex7, explained

this:
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We can offer a place for this programme to be opened as a unit within our gifted

programmes. We have different branches of our gifted programme: one for girls and one

for boys [EX7, interview].

However, Ex4, the Dean of giftedness in one of the Saudi universities, suggested the
following proviso:

It is a great idea; however, | think it would be better to start with one school as a pilot

project, for example, in PNU [Princess Norah bint Abdulrahman University] or KSU [King

Saud University], and then we can disseminate the idea among other universities after we

have examined the project’s outputs [Ex4, interview].

School layout
The layout of the school at this stage of launching this project in Saudi Arabia was not important,
according to some of the ten experts interviewed. The written policy, programme design, and
proposal procedure were seen as more important than the layout. While Ex1, Ex2, Ex3, Ex5, EX®,
and Ex9 responded to the question on the school layout, Ex2 deferred this issue to the universities,
while Ex1 went further in specifying what is at stake: ‘The issue is not having a separate building
within the university; the issue is having a separate path for those students’ [Ex1, interview]. Ex3
endorsed the view of Ex1, asserting that ‘you don’t need a separate building for running a school,
you can borrow some offices from the deanship of the Preparatory Year Programme as they exist in
all Saudi universities’ [Ex3, interview].

Ex5 and Ex6 expressed similar opinions about where the universities could offer to locate a
school. However, Ex6 indicated a number of issues that he felt to be more urgent at this stage than
the layout of the school:

The Saudi universities can facilitate a placement for this project; however, the policy and

curriculum content are much more important in the initial stage than is the layout. We need

one classroom that we can use on Mondays and Tuesdays for Group A let’s say, then

Wednesdays and Thursdays for Group B and so on. However, the facilities should be

different from the normal school [Ex6, interview].

The facilities of the special school in USA have different facilities from ‘ordinary’ schools; see

section 5.3 for more explanation.

178



Ex9 expressed a different priority:
The layout of the school is not important at this stage; it is more important to write a
national proposal directed to the Rector [Chancellor] of the university. For this project, it is

important to follow these procedures [EX9, interview].

School capacity
The experts agreed that the best way would be to start with a small number of accelerated students;
however, the reasons behind this varied from one expert to another. Ex1 and Ex2 stated that the
MOE statistics revealed that there are not more than 120 accelerated students in Saudi Arabia.
Similarly, the supervisor of acceleration, Ex8, spoke: ‘We have our statistics; basically you will not
have a large number as we have around 120 accelerated students all over the kingdom’ [EX8,
interview].

Explaining to his colleague, Ex6 added:

The acceleration started two years ago. The total number of accelerated students in Riyadh

city is about nineteen students who are still studying in general education. However, the

governorates [provinces] surrounding Riyadh city have a few students [Ex6, interview].
Ex6 stated a preference for starting modestly: ‘It would be better to start with a few students to
examine the practice without media propaganda’ [Ex6, interview]. Ex4 and Ex5 expressed similar
opinions about starting small:

For starting such projects, it is better to start small with only a small number of students.

Once the practice has succeeded, the framework in its entirety can then be extended to

other universities’ [Ex5, interview].

Ex3 had a different opinion about school size:

Universities have to accept whatever the number of accelerated students they receive from

the Ministry, as the Ministry of Education — who recently integrated with the Ministry of

Higher Education — is the principal body which approves acceleration in Saudi Arabia. So,

yes, they have to accept’ [Ex3, interview].
Ex10 endorsed the view expressed here by Ex3: ‘The capacity will depend on the students’ desire,
let’s leave it to them’ [Ex10, interview].

However, Ex7 stated a more conditional view:
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We can offer as many places as we like to accelerated students, once the Ministry of
Education has approved the policy of accepting young students to the university [EX7,

interview].

5.11.3 Structural characteristics

Funding
All the experts responded to the question on funding solutions and sources. Ex1, Ex2, and Ex8
agreed that the funds would come from the MOE due to the transition to Vision 2030. However,
Ex1 explained it thus:

The funding will be a challenge; however, the new orientation of the MOE is to invest in

the financial allocation. Each accelerated student will have saved the cost of their

educational place, right, and that will give the chance to another student to fill the empty
place [Ex1, interview].
Similarly, Ex2 stated this:

The policy makers in Saudi Arabia are supportive of gifted education, and the MOE will

not hesitate to fund this project especially now that we have Vision 2030, and one of

the goals of the Vision is to invest in human minds. However, the universities are

independent in their allocations [Ex2. interview].

However, those who work in the universities have a different opinion on expenditure. For
example, Ex3 indicated that ‘the major focus of the financial allocation will be on the curriculum
and translation process; we already have the personnel in the university’ [Ex3, interview]. Ex7,
Ex8, and Ex9 identified the body that is responsible for the school funding, namely, the hosting
university. Ex7 stated this: ‘The university can fund the projects. Our gifted programme can fund
the proposed project if the university will benefit from it [EX7, interview].

However, Ex4 and Ex5 contended that the funding of the school should be an integrated
operation between the relevant bodies:

...All the relevant organisations might fund and support this project [...] Supporting the

school will be a collaborative and integrative operation between the relevant organisations.

However, the MOE might cover the salaries of the employees as it will now become one
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ministry for general and higher education, while the universities will offer the property,
facilities and personnel [Ex4, interview].

Ex6 went further and provided a solution:
The policy of the school has to be flexible enough to allow major Saudi companies or
businesspeople or the private sector to provide subsidies and other financial assistance and

donations. However, the main funds might come from the government [EX6, interview].

Internal operations: decision making and periodic meetings
Once the school is established, the decision-making procedure for the school operations would
probably be centralised, as experts revealed. The experts suggested that the MOE would be the
main body responsible for regulations and policies for the proposed school. Ex1, Ex2, Ex3, EX6,
Ex7, and Ex8 all agreed that the MOE would be the appropriate regulator. For instance, Ex3 from
the university setting explained this in more detail: ‘“The Ministry of Education is the responsible
body which can create regulations for the proposed school structures and accountabilities’ [Ex3,
interview].

However, Ex2, had a condition: ‘Once this project has approval to apply in the Saudi
context, then we will set the policy, strategies, and indicators for it” [Ex2, interview].

Ex6 pointed out that an accountabillity committee would be needed to deal with decisions
concerning the school; however, none of the interviewees indicated who might be on this
committee. Ex6 clarified this:

The system here in Saudi Arabia is different; the policy has to be built before launching the

school, especially the vision and mission. The Ministry of Education will deal with this

project as ‘a project outside the general education line’. Projects such as these will need a

higher committee in science and supervisory committees [Ex6, interview].

Ex8, from the Ministry setting, referred to the strength of the authority of the MOE:
‘Commonly, the decisions come from the MOE whether in acceleration, matriculation, or
accreditation’ [Ex8, interview]. In addition, Ex9, who works in a university, mentioned the

procedure for making a decision:
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Usually, the decisions have been taken after rounds of meetings with the Dean. The Dean
is the decision-maker in each deanship. So, in the case of this school or unit, it will follow
similar rules of decision-making in deanships. [Ex9, interview]

However, Ex5 made a comment on the deficiencies on the decision-making operation:
The decision-maker needs maturity and audacity to make decisions. In addition, the
decision making process is slow, so | think we need to have more speed in decision

making [EX5, interview].

Supporting organisations and partnerships

There was agreement among the experts that the main educational bodies can be effective partners
in launching and supporting the proposed school. The main bodies are the Ministry of Education,
King Saud University, and Mawhiba. For instance, Ex5, who works as a consultant in one of the
main bodies for gifted provision, highlighted the following:
... We considered the sustainability of services for gifted students in general education as
well as in higher education. King Saud University has launched a gifted centre with three
paths [...] Some universities have a Deanship of Gifted Education or a Centre for Gifted
Students such as Imam University, King Faisal University, and Taibah University as well
[EX5, interview].
Ex7 mentioned the internal departments that could support the proposed school:
Within [...] the Deanship of Scientific Research, Deanship of Skills Development,
Deanship of Student Affairs, and Deanship of Admission and Registration — all of these
parties are involved in applying our programmes and activities [EX7, interview].
Ex1 identified an educational body which can help in research: ‘MOE is a supporter of this
proposed school, plus the leading universities such as Jeddah University. The Chancellor of Jeddah
University is open-minded about adopting these ideas’ [Ex1, interview].
In contrast, Ex2, mentioned an internal sector which could be a partner in staff training:
We have an international programme for training the ministry leaders, teachers, and
supervisors. We send them overseas to get experience in education and we employ them to

train others [Ex2, interview].
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The team of Vision 2030 was mentioned by Ex1, Ex3, and Ex5 as supporting innovation in
education:

... The logistics and structural support will be from the Ministry, which approved

acceleration in schools. The 2030 project can also support the school, as one of the Vision

2030 goals is to support giftedness and innovation in Saudi Arabia and enable gifted

students, and a large budget has been earmarked for this [Ex3, interview].

EX5 referred to the ability of some organisations to facilitate implementation of the
proposed school:

... The Ministry of Education and the Ministry of Planning and Economics [MOPE] can be

the main essential bodies to support and implement this project, whereas the MOPE is

responsible for the Vision 2030 of Saudi Arabia. Mawhiba could be a partner in this project
as well [Ex5, interview].
In addition, Ex6 and Ex4 had similar opinions about the partners. For instance, Ex4 mentioned the
potential role of leading national companies in supporting the proposed school:

I believe that the Arabian American Oil Company (ARAMCO) and the Saudi Arabia Basic

Industries Corporation (SABIC) could be involved in supporting this school as they are

concerned about innovation in Saudi Arabia [Ex4, interview].

She mentioned another partner who might facilitate in the qualification of the teaching staff:
‘However, in [...] University, we will offer a diploma for gifted and talented education so it can
help in the preparation the teaching staff’[Ex4, interview].

However, Ex6 referred to another kind of partnership: ‘... plus the influential force in the
community such as sheikhs. The gifted deanships in the universities can help in guiding you to
launch these projects’ [Ex6, interview]. Ex8, Ex9, and Ex10 expressed similar views to those of the
other experts, although Ex10 underscored that: ‘the relevant organisations have to collaborate to

succeed in this project’ [Ex10, interview].

5.11.4 Leadership and personnel component
The data does not show a preference for certain content and structure of leadership, but does
suggest some examples of leadership. There is a general agreement among the experts about the

personnel resources, where having personnel from the universities was the main suggestion. In
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addition, the relevant deanship and/or department that advocates giftedness was mentioned as being
able to provide specialists in gifted education. Furthermore, the MOE experts had a flexible policy
towards borrowing professional staff, whether in counselling or giftedness, especially after the
integration between the Ministry of Education and the Ministry of Higher Education. Ex2
explained this: ‘After the integration between the two ministries it will be much easier to move our
staff to offer some support to other agencies which are affiliated to universities’ [Ex2, interview].
Ex6 endorsed this assertion:
The MOE allows for part-time jobs for their employees, so we can get help from them in
hiring part-time workers. However, this depends on the type of employee, as administrative
staff are much easier to borrow as part-timers from the MOE than teaching staff [Ex6,
interview].
Ex4 expressed a similar belief in the flexibility of the system:
Our policy allows the staff to work with other institutions. So yes, | think moving the
teaching staff between relevant departments will facilitate recruitment in the proposed
school. It will also add value whether to the staff or to the university itself. [Ex4, interview]
The use of the Preparatory Year staff to teach in the proposed school was one of the
suggestions put forward by Ex3, Ex6, Ex8, and Ex9. However, Ex3 added this:
I think in the near future the Preparatory Year Programme (PYP) will be privatised and
launched by private companies which will and already do recruit Master’s and Bachelor’s
degree staff, because they teach the basics to the normal ability students, so they do not
need to have PhD staff. However, we have to have criteria for hiring staff with high levels
of skills in teaching [Ex3, interview].
Ex4 believed in having imported criteria:
We should import the criteria in selecting the teaching staff from the American school. For
example, we received criteria for teaching staff from CTY in Johns Hopkins when we
worked with them in our Domestic Summer Programmes ... However, as administrative
and teaching staff we can go with the same structure that the American school has.
However, we will need to employ a security guard and public relations specialist [Ex4,
interview].

Ex6 added other required positions:
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In general, we have to have administrative and teaching staff, plus staff for students’ affairs
who are responsible for portfolios and records, plus coordinators who coordinate between
the school and the faculty members. The contract is supposed to be flexible where you can
dismiss those who are under-achieving in teaching [Ex6, interview].
He pointed out another important issue:
From my experience in the Summer Programme, it is important to have a specialist in
gifted education in these schools to help other staff in knowing the characteristics of gifted
children and how to deal with them ... However, we have a shortage of gifted education
specialists [EX6, interview].
Ex10 endorsed Ex6’s view: ‘The university has to recruit a team to track the gifted students’
academic performance and behaviour’ [Ex10, interview].
However, Ex3 indicated this:
Each university has a department or deanship that supports gifted students, so they can
supervise the school as they have specialists in gifted education, in alignment with the

Preparatory Year staff [Ex3, interview].

5.11.5 Identification process component

The participants from the Ministry background revealed the pre-existing acceleration policies in the
MOE; for example, students in the general education system have the right to be accelerated twice
in the educational ladder in Saudi Arabia. The MOE require a set of criteria to be met to allow the
students to go through an acceleration procedure, such as achieving ninety-eight per cent in their
academic record, passing national ability instruments, and passing the interview carried out by the
acceleration committee in the school, plus passing tests for the next academic year with no less
than a score of fifty in each module. For example, if a student wants to accelerate from year seven
to year nine, they must pass the year eight curriculum content test that is set within their school.
The decision on acceleration for each group is taken by the Minister of Education. The acceleration
policies in the MOE were explained by Ex1, Ex2, and Ex8, who work in the Central Committee of
Acceleration. The participants from the Central Committee of Acceleration background support the
existing structure; however, they do not necessarily suggest importing these policies into the

proposed school, as Ex2 explained:
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Our accelerated students are already filtered; they went through stages of filtering. It is
impossible for any students to enrol in the university without going through two stages of
the Qiyas [the Saudi national test] tests of academic performance and abilities that were
administered in the eleventh and twelfth grades. Plus, we have our instruments that we
apply to third, sixth, and ninth grades [Ex2, interview].
Ex1 agreed and added this:
We changed the acceleration policy this year; we tighten the pool to include just the top
two percentile, who pass Mawhiba mental ability test and pass the academic requirements
[Ex1, interview].
In addition, Ex8 endorsed her colleagues: ‘The accelerated students have a one-month trial before
deciding to continue in acceleration’ [Ex8, interview].
Ex1 revealed that the MOE reviewed the admission and registration policies of the
university and found that there is no condition on age.
In spite of that, Ex9, believed that admission policies would be a challenge:
I think the biggest challenge that will face such a project is the admissions policy,
as we need to review our policy to align with the proposed school admissions policy [EX9,
interview]
Her colleague, Ex10, suggested this: ‘I am not sure if we can change our policy in the university;
however, | believe that we should do it to meet global standards in education’ [Ex10, interview].
However, Ex4, stressed the need to follow the Saudi admission policy for gifted
programmes and suggested this:
I think we need to conduct a specific instrument, such as Gardner (M) instrument, to
assess the students” abilities before involving them in the proposed school. In addition, we
should follow the Saudi admissions criteria for gifted programmes, such as applying the
Qiyas test!, Mawhiba test?, passing interview, teachers’ recommendation letters, and two
years of academic performance transcripts [Ex4, interview].

In contrast, this was Ex3’s suggestion:

! Qiyas Test is a group admission test for college admission in Saudi Arabia that diagnoses the general
mental ability of students in eleventh and twelfth grade.

2 Mawhiba Test is to diagnose latent academic and mental abilities and skills in language, Science and
Mathematics, and some aspect of creativity. The test is presented in collaboration between Qiyas Centre,
Mawhiba, and MOE and it is available for students in third, sixth, and ninth grades.
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It is better to insert a pre-test in the disciplines, such as a pre-test in calculus. We have to

adopt the US school policies in terms of changing ours to accept elementary school

students to enrol in the university, so why has the MOE decided to have acceleration in our

schools without facilitating a flexible policy? [Ex3, interview].

However, Ex7 confessed that ‘there is no clear procedure for accepting these young
students; it all depends on the policy of the Ministry of Education’ [Ex7, interview].

On the other hand, Ex6 asserted that ‘the admissions criteria have to be linked with the
university criteria’ [EX6, interview].

In addition, Ex5, the consultant in Mawhiba, mentioned a number of essential points that
could shape the admissions criteria for the proposed school:

The acceleration decision for a student should not be done by a school where the school

tests are not standardised. In addition, the Mawhiba test measures only mental ability while

the proposed school must insert an academic aptitude test [EX5, interview].

Outreach to potential students

One of the key elements to establishing a special school in Saudi Arabia referred to by experts was
reaching out to potential students. A few of the experts expressed recruitment strategies for
reaching out to potential students. Ex3 and Ex4 suggested using summer programmes as a gateway
for outreach purposes, but using different organisations:
We should have awareness activities for the needs of this category. Each university has a
special department or deanship that supports gifted students, so their summer programmes
could help in outreach [Ex3, interview].
In addition, Ex4 reported: ‘We could use the Mawhiba domestic summer programmes for outreach
purposes’ [Ex4, interview].
Ex8 endorsed Ex4:
The starting gateway will be the Mawhiba Scale [Qiyas Scale]; you can reach the students
list from that. However, we have our programmes to raise awareness about acceleration
that is directed to parents, students, and schools. The supervisor of the acceleration system
in each gifted department visits the schools to conduct these awareness programmes [EX8,

interview].
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Furthermore, Princess Norah University (PNU) has its summer camps that can be useful as
well, as Ex10 indicated:

The summer camp at PNU allows them to meet students with different above-average

abilities. It can be used as outreach to the students, to talk about the services at the

university and the programme’s features [Ex10, interview].

In contrast, Ex6 had a different view about outreach activities:

The differentiated curriculum will attract the students more than anything else. If the

students find a challenging course and a varied learning environment that is not found in

the ordinary school, the students absolutely will come to the school by themselves. Plus,

the flexibility in the timings of the proposed school means that it would be better to run it

not more than three times a week [EX6, interview].

5.11.6 Focus of the school programmes component

The views about the possible school programme were varied, the variation coming from
interviewees’ positions and backgrounds plus their understanding of the term programme. On the
basis of the evidence from the interviews with the Saudi experts, the Saudi interpretation of the
term ‘programme’ is different from the US definition. It is understood to be the content of the
curriculum, while in the US context the programme was a series of educational plans and activities
to be followed to achieve a purposeful end.

For instance, Ex1, Ex2, and Ex8 proposed activating the STEM (Science, Technology,
Engineering, and Math) programme that had recently been launched within the MOE schools, as
Ex2 indicated: “The STEM programme raises the number of participants in the STEM schools’
[EX2, interview].

Ex8 added another requirement for designing the gifted programme for the proposed
school:

I suggest inserting the STEM curriculum into the school programme, as STEM enriches the

students in Math and Science; plus, the courses in counselling and skills development

[Ex8, interview].

However, Ex1 pointed out the central role of the universities in setting the programme:
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We offer a programme concept to the universities, we inform the universities about our
latest statistics, and then we leave the final decision to the universities to react to our
statistics [Ex1, interview].
Those working in the universities wanted to integrate the proposed programme with the
universities’ preparatory or foundation year; for instance, Ex3 commented thus:
As you know, we have the Preparatory Year Programme in each university and for each
discipline. For example, the Arabic language and Sharia sections have their Preparatory
Programmes which last one semester, medicine has a one-year Preparatory Programme. So
it will be a preparatory-based programme [Ex3, interview].
Regarding content and preferred language of instruction, Ex3 added that ‘it is important to insert
enrichment courses’ [Ex3, interview]. Further, Ex4 stressed that ‘we need to adjust their
programme and their courses to align with the Saudi context. In addition, our Preparatory Year
Programme is delivered in English’ [Ex4, interview].
Ex9 mentioned the preferred philosophy of the programme:
We need to involve the faculty in the Preparatory Year Programmes to build the
programmes of these schools or these units, as the American school rests on a preparatory
philosophy [EX9, interview].
From the interviews, Ex7, who has a university background, proposed that the school
should adopt an existing structure for gifted programmes:
We have gifted programmes that already exist with four levels for those who are already
enrolled in the university. First, the preparatory level which identifies the highly capable
students. Second, the general preparatory level which is overseen by the deanship of skills
development, where courses in language, computers, academic, and personal development
are offered. Third, internships where the students can meet experts and professors to gain
knowledge in their major. The last level is the advanced preparatory where the students can
carry out research with a faculty member and publish it [Ex7, interview].
Ex10 added further features that the programme should aim for:
The programme must be a rigorous one that meets the accelerated students’ needs,
something that allows for acquiring high level skills. I remember in my class when | was

studying in the USA that some students were able to attend courses in the university while
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they were still in high school and they got credits once they registered at the university. We

should have something similar to this [Ex10, interview].

5.11.7 Counselling services component

All the experts agreed on the importance of having counselling services in the proposed school. In

addition, some experts went further by stipulating the qualifications of the counsellor and their

accountability [responsibilities]. The MOE offers counselling services for the accelerated students

who are still studying in the general education system. Ex8 explained this:
The Central Committee of Acceleration includes members from the Gifted Directorate, the
Counselling Department, and Supervision Department. The counselling members are
responsible for monitoring the issues of accelerated students, whether before or after
acceleration [Ex8, interview].

Furthermore, Ex3 commented on the importance of counselling:
This category of students has high ability in academic performance, mental, and
intellectual abilities, therefore, they have an issue in social adjustment even in their
families. So if we do not concentrate on counselling we might lose them by way of
withdrawals, low achievement, and so on [EX3, interview].

Ex4 had a similar point of view through her experience in working with gifted students:
Working with gifted students is not an easy job to do; they have high self-esteem; they
don’t want you to direct them in how to do the stuff. It is hard to convince them. Also,
dealing with students in year eight is different from dealing with those in year ten as there
is something called the determination of age. So | think the school will need two
counsellors and a number of coordinators to help and support the counselling services as it
will be the main service [Ex4, interview].

Ex10 expressed the importance of counselling to maintain student engagement:
Yes, we need a strong counselling programme, as many of the undesirable behaviours that
come with gifted students are from boredom with the ordinary curriculum [Ex10,
interview].

However, in her earlier conversation, Ex3 revealed this:
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Despite the efforts that have been made in counselling, we still have a major problem with
counselling in Saudi Arabia. So, it is better to adjust the US school’s counselling
programmes and translate them to Arabic [Ex3, interview].

However, interviews indicated that the MOE has made efforts in counselling service
improvement: “We work with the universities to collaborate our efforts with them whether in
teacher training or counselling service, and there is coordination on this level’ [EX1, interview].
Ex2 endorsed this: ‘We have our professional counsellor whom we can nominate to do counselling
or training in counselling’ [Ex2, interview].

The qualification and accountability of the counsellor was mentioned by Ex5, Ex6, and
Ex9:

If the school is located in the university, that means that you have a Department of

Psychology or Department of Education or Social Science where you can get a

professional counsellor. The counsellor must have at least a Master’s degree, whether in

gifted students counselling or counselling and guidance in general [EX5, interview].

The counsellor is essential in the school as they will be the link between students and
faculty members. The counsellor has to train faculty members, also the parents, about the
gifted child’s characteristics [...] the private schools have a part-time professional in gifted

education [Ex6, interview].

We have a deputy dean who specialises in emotional and social counselling and she is a
professor, so she can help in designing the counselling services for this proposed unit [Ex9,
interview].

Despite the significance of the counselling service in the gifted programme, as revealed in
the experts’ quotes whether in counsellor qualifications, resources and accountabilities, the KSU
gifted programme claimed that they had an existing gifted programme within the university.
However, the KSU gifted programme has not included the counselling service, plus their
programme is not directed at the accelerated students (see the School Programme section).

However, Ex7 determined the appropriate period of time for counselling: ‘Three to four
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weeks of counselling will be enough to prepare accelerated students for college life’ [EX7,

interview].

5.11.8 Curriculum component
In this section, in the Saudi context, ‘curriculum’ means, the methods and activities of teaching that
includes modules or subjects, teaching strategies, and assessment. However, opinions about the
curriculum for the proposed school varied, as some of the experts proposed applying the
Preparatory Year curriculum that already exists in the Saudi universities, whereas others suggested
translating the US school curriculum and adjusting it to the Saudi context. However, both an
accelerated and enriched content were mentioned repeatedly. Ex3, Ex5, and Ex9 asserted that the
curriculum has to be a preparation for college life and which included other advantages:
Acceleration programmes are economic and cost less, and they offer enriched curricula in a
short time. The proposed school must have a preparation curriculum for accelerated
students in universities, plus applying an acceleration procedure in the university courses
[EX5, interview].
Ex3 made reference to potential directions:
I know that some parts of the curriculum in the Preparatory Year programme may match
the goals of the proposed school. However, we have options: whether to translate the US
curriculum and adjust it within the Saudi context, or whether to design our own curriculum
in line with the US school syllabuses [Ex3, interview]
Through her own practice, Ex4 agreed that either strategy would be possible with the translation
idea:
We can apply the American school curriculum or we can translate it into Arabic ... In
some courses, the Saudi students are obligated to learn some courses in English language.
For example, the Mawhiba Enrichment Programmes which were imported from CTY are
delivered in English [Ex4, interview]
In addition, Ex4 mentioned the standard that they follow: ‘Our university is subjected to the
International Academic Accreditation which is from Stanford University’ [Ex4, interview].

Ex1 stressed the issue of having the basic modules:
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The curriculum will not be different from the US school, as maths, calculus, science are
already taught in the Preparatory Year in the Saudi universities, and it is compulsory for
enrolment into university [Ex1, interview].
Ex7 mentioned the curriculum that they taught in the gifted programme in their university:
Our programmes [...] contain several courses that focus on academic and personal
development, such as English and Arabic language, decision-making skills, communication
skills and leadership skills [Ex7, interview].
Ex6 agreed about the basics of the curriculum:
The targeted category is one concrete category; however, they are different in their needs
and attitudes. So the curriculum has to cover the basics such as academic writing,
communication skills, thinking skills, and research skills [Ex6, interview].
Ex 10 endorsed Ex6’s view: ‘The enrichment curriculum will be advantageous to the school. The
gifted students always want fast, intensive, and enriched courses that challenge their abilities’
[EXx10, interview].
The following quotes illustrate the perceived importance of building on the existing
curriculum in the relevant organisations that might support the proposed school:
We need to involve our Preparatory Year programmes to build the curriculum of these
schools or these units ... However, I think we need to add some courses that we have
already designed in our deanship for gifted students, such as creative thinking skills [Ex9,

interview].

We have thirty-two schools who have applied the STEM strategy. Within these schools we
have a special classroom for gifted students. I suggest that agreeing the curriculum will
take place after meetings with the relevant committees who will look carefully at the

content. [Ex2, interview].

Teaching strategies

The following skills were mentioned in the all experts’ conversations on the teaching strategies:

academic writing, discussion, creative thinking skills, problem-solving, investigation, and research
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skills. However, there are some other skills mentioned by the experts. For instance, Ex 9 added
professional development component: ‘Attending international conferences will be important to
this targeted category’ [Ex9, interview], whereas Ex8 reported thus:

In addition to the STEM curriculum it might be better to insert courses that teach how to

deal with professors, internship, managing projects, and problem-solving [Ex8, interview].

Ex10 favoured inserting student internships within the teaching strategies:

From my experience, internship and fieldwork are important to gifted students. The gifted

students like to have training and they have done well, actually, when we sent them to

other partners [Ex10, interview].

Ex7 revealed the teaching strategies in their gifted programme: ‘We rely on internships
[apprenticeship] to ensure that students gain knowledge’ [EX7, interview].

Ex 6 added an important strategy: ‘The teaching staff have to use advanced strategies when
thinking out their courses, for example, practical solutions for contemporary problems’ [Ex6,
interview].

Ex1 stressed one issue: ‘It would be better if these skills were delivered based on their
needs and capacities’ [ExL, interview], and Ex3 mentioned this as well: ‘The differences will be in
the number of skills that the accelerated students have to be taught, as they need to be enriched in

these skills’ [Ex3, interview].

Assessment

Only seven out of the ten experts responded to the assessment question. However, the comments of
the experts were principally about pre-assessment or pre-entry assessment for screening purposes.
The findings show the importance of having a specific pre-assessment test that diagnoses the level
of the accelerated students who will be involved in the proposed school. Ex3 raised the issue of
having assessment: ‘It is essential to have initial assessment’ [Ex3, interview], and Ex4 further
endorsed this: ‘I believe that having pre-assessment and post-assessment will be more effective in
examining the school’s outputs’ [Ex4, interview].

Ex5 emphasised pre-assessment:
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The acceleration system here relies on academic performance as a means. | think we need
to have an aptitude assessment to see if the student is able to join [the] acceleration
programme [EX5, interview].

Ex8 endorsed Ex5’s view:

In spite of applying different instruments to diagnose the students’ adjustment in

acceleration, plus the teacher follow-ups and observations, the students have to pass an

initial test for aptitude to enrol in the preparation programme for university [Ex8,
interview].

Ex10 added a practical solution to hasten the acceleration procedure in the universities,
even without a specific aptitude test: ‘I think pre-quizzes on the university modules can illustrate
the student level’ [Ex10, interview]. In addition to that, Ex2 specified details: ‘Consideration of
social, emotional, and personal assessment of the school programmes will give power to the
assessment’ [Ex2, interview], while EX7 revealed the assessment aspects of the gifted programme
at KSU, saying that ‘we focus on fluency in English language, good computer skills, good
communication skills, and publishing at least two articles in (International Scientific Indexing) ISI

journal’ [EX7, interview].

5.11.9 Potential challenges faced by the proposed school

In addition to the admission policies, the findings reveal some challenges that might face the
proposed school. Some of the challenges that arose in Stage One were not present in Stage Two,
and vice versa. For example, students’ withdrawals were a challenge in Stage One (although these
were rare cases), whereas in Stage Two they were not, as revealed by Ex2: ‘We have just one
student who withdrew from acceleration since we started this practice and the reason was family
pressure to sign out of the acceleration’ [Ex2, interview].

The following quotes by the experts express the main challenges, which are bureaucracy in
adopting new policy, media, qualified staff, financial allocation, and awareness of family pressure:
‘The bureaucracy will be the major challenge in changing policy’ [Ex1, interview].

Ex2, from a government sector background, said this: ‘We have a major step towards
education reform but, unfortunately, we do not have mature media’ [Ex2, interview]. The immature

media may be the cause of the media blackout practised by the MOE.
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Ex3, working in localising international programmes, mentioned another challenge:

The application of this project. We always bring bright ideas, whether from the US, such as

McGraw-Hill, or UK, or Australia, but without transferring their regulations and policies.

However, we must adjust these regulations and policies to be in line with our system [EX3,

interview].

Ex4, who mentioned that the Imam University intend to operate a diploma programme for
gifted education, indicated this: ‘[...] still face some obstacles in hiring qualified staff who will
work closely with gifted students’ [Ex4, interview].

Ex6 agreed; however, he thought the financial situation could be a challenge: ‘The major
challenges that might face the proposed school are: policies and regulations, financial allocation,
qualified personnel, and the scientific content’ [EX6, interview].

Ex5, working in a semi-governance organisation that operates itself, commented thus:

The financial allocation will not be an obstacle. However, bureaucracy could be one of

the challenges facing the proposed school. Nevertheless, the idea is promising [EX5,

interview].

From a practitioner’s point of view, Ex8, the supervisor of acceleration, pointed this out:

Acceleration as a process is overwrought and has a lot of pressure from the parents or

from the students themselves ... The obstacles, as you know, are the routine and courage in

making a decision [Ex8, interview].
Ex 10 agreed:

Sometimes we face problems with the parents. They do not want to involve their kids in

gifted programmes in the university, so | think providing the schools with an enriched

curriculum could help in that [Ex10, interview].

Thus, the challenges that might face the Saudi proposed school are different from those
that confronted the US school due to the differences in cultural context and the longevity of the US
school. Despite the variation in challenges between two contexts, however, once the Saudi
proposed school is established, it might confront similar challenges to the US school, such as the
students’ social engagement, the neglecting of alumni, and students’ withdrawals (see section 6.10

for more details).

196



5.12 Summary

This chapter presented the main components underpinning the US case school which are:
Educational Setting (which includes the Physical and Structural Characteristics), Leadership and
Personnel, the Identification Process, Focus of the School Programmes, Counselling Services, and
Curriculum. A set of principles were derived from the Stage One data analysis, and the principles
were converted into questions that were presented in Stage Two in Saudi Arabia. Ten Saudi experts
in gifted education were interviewed to discuss the potential transferability of the US school
components, and the extent of its suitability if adopted in the Saudi context. The next chapter will

discuss the findings from both stages.
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6. Chapter Six: Discussion

6.1 Introduction

This study was conducted in order to explore the components of one US special school, and the
potential transferability of these components to the Saudi context from the opinion of a group of
Saudi experts within gifted education. This study was divided into two stages: Stage One was a
case study conducted in the targeted school in the USA, and Stage Two was conducted in Saudi
Arabia. The study utilised three approaches to data collection: in the USA, document analysis,
semi-structured interviews with the US school staff, and observations; and in Saudi Arabia, semi-
structured interviews with Saudi experts in the field of gifted education.

The findings from Stage One led to the formulation of a set of principles that were derived
from the main themes and then clustered depending on the themes (see figure 4.2). The themes
constituted the main components of the US school. The findings of Stage Two centred on the
potential transferability of these components to another context providing gifted provision. The
similarities and differences that emerged among the themes in Stages One and Two, the cultural

and practical reasons for them, and their implications will be discussed in this chapter.

6.2 Components emerging from the case study

The components of the special school that emerged from the Stage One data analysis from the US
special school were: educational setting of the school, leadership and personnel, identification
process, focus of the school programmes, counselling services, and curriculum. There are
similarities between the components emerging from this study and the components identified by
Clark and Zimmerman (2002), who used the US programme (SMPY) as a prototype for initiating a
newly conceived programme and set of recommendations for a residential special school in Israel.
Clark and Zimmerman considered four components: students’ identification and characteristics,
teacher selection and strategies, curriculum content, and educational setting and administrative
arrangements.

The case study method used in this thesis revealed new essential components that were not
mentioned either by Clark and Zimmerman or by Renzulli and Reis; for example, in Clark and

Zimmerman 2002 (section 3.6.1.2 ), the school programme component was embedded within the
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curriculum content, whereas the findings of this reseach revealed that this component is an

independent one. In addition, the educational setting component was limited in Clark and

Zimmerman, whereas this research expanded this component to include physical and structural

characteristics. The curriculum content component in Clark and Zimmerman (2002) was also

limited, whereas this research extended this component to include teaching strategy and

assessment. The following section and table 6.1 describe the components that emerged deductively

from Stage One.

Table 6.1 Comparisons between the components in the literature and the components that emerged inductively

arrangements

administrative

Teacher
selection and

strategies

Organisational components:
procedures for staff teaming
and interaction, material,
database, community

involvement.

Educational setting

Leadership and

personnel

in Stage One
Components used
Components ]
as lenses in Components
by Clark and | Selected Components by ) ) ]
] ) ) preparing the explored inductively
Zimmerman | Renzulli and Reis (1997) ] ) ) ]
interview question | in Stage One
(2002) )
in Stage One
Educational Structural
setting and characteristics: school

mission and vision/
goals/ funding and
resources/ decision
making operation and
supporting
organisation and

partnership.

Student
identification

and

characteristics

Service delivery components;
Total Talent Portfolio (TTP),
Curriculum modification
techniques, Enrichment

learning and teaching.

Identification

process

Outreaching to

potential students

Curriculum

content

School Structures; Enrichment
cluster, Regular curriculum,

Continuum of special service.

School programme

Curriculum

Counselling services

In addition, comparison between the dimensions of the SEM model by Renzulli and Reis (1997)

(section 3.5 in chapter three) and the components in this study shows that there are convergent
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points between them, and the table 6.2 illustrates this. The organisational components are resources
used to support programme development, such as procedures for staff teaming and interaction
(Renzulli & Reis, 1997; 2012), which converge with the leadership and personnel component in my
study. The focus of the leadership and personnel component which emerged from the Stage One
analysis was on the leadership content, structural roles, and organisational relationships between
staff. In addition, the Total Talent Portfolio Component in the second dimension of Renzulli and
Reis’s model (1997) focused on systematically gathering and recording information about students’
abilities, interests, learning styles, preferences, and achievements; these were consistent with the
identification process component that emerged from this study (see section 5.5). In a similar vein,
concerning the Saudi proposed school, Expert 6 asserted the necessity of having a system to record
the students’ information:

The most important thing that you need in the students’ affairs is the recording files where

there are materials to record all the courses that the students took and all the achievement,

because students’ affairs will be the most direct contact with the students [Ex6, interview].
Furthermore, in the SEM “curriculum modification technique’ dimension, which a school can use
to assign the mastery level of gifted students in specific curricular material, can be used to adjust
the curriculum to meet the students’ needs. This component/dimension emerged in both Stages One
and Two in this thesis. In Stage One, the US school relied on a pre-assessment test during the
summer before the students enrolled in the school in order to adjust the curriculum to meet the
students’ needs. Similarly, in Stage Two the experts suggested having a pre-assessment technique
to identify the mastery level of the students. In addition, the ‘enrichment learning and teaching’
component by SEM appeared in the US case school in the form of the Summer Programme and
Saturday Programme. This endorses the view that the SEM model may help Saudis in
understanding the US school components and the potential transferability of the components,
where the SEM assigned a number of components/dimensions in order to improve a school to meet
the needs of gifted students. Concurrently, as revealed by Ex3 and Ex10 in section 5.11.6 ,
enrichment courses and activities were a requirement for the Saudi proposed school, which
indicates the importance of having enrichment strategy within the gifted curriculum.

Lastly, the components which emerged in both stages were consistent with some of the

areas that Callahan, Moon and Oh (2017) used to evaluate the practices and procedures for
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describing and understanding the current status of gifted education in USA. These areas were:
administration (staffing), identification of gifted students, curriculum and instruction, programme
delivery models, financing, programme evaluation, teacher qualification requirements, and
professional development, which can confirm the main components for gifted intervention.
Therefore, the gifted advocate institutions and practitioners have to consider these components in
developing and operating gifted intervention in a similar context to this study.

Clark and Zimmerman (2002) asserted the need to have a battery of instruments that
includes structured and non-structured nomination, achievement test scores, academic records,
grades in specific courses, informal instruments, portfolios, interviews, and observation. These
components of the identification battery were applied in the US case school and the Saudi experts
called for some these components to be included with the admission criteria for the Saudi school.
Ex6 recommended this:

We should follow the Saudi admissions criteria for gifted programmes, such as applying

the Qiyas test, Mawhiba test, passing the interview, teachers’ recommendation letters, and

two years of academic performance transcripts [Ex4, interview].

However, none of the data from either of my two stages supports using observation as a
method to identify gifted students for enrolling in acceleration procedures, unlike some research
which has endorsed using observation for identifying underachieving gifted students (e.g. Cavilla,
2017).

Clark and Zimmerman (2002) recommended that gifted students should demonstrate their
commitment to participate in intensive programmes. This recommendation appeared in the US case
school, where having maturity is a condition of enrolment. The US admission team, influenced by
the Hollingworth’s definition (1972) (see section 3.2.1), determine it by interviewing the
applicants. However, in the Saudi context, maturity and commitment were not viewed as necessary,
and this may be attributed to the newness of the project, as it has not yet been applied in Saudi
Arabia and the participants have not yet faced issues with the gifted students’ transition to college

(see Sayler et al., 2015).
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Table 6.2 Comparision between SEM components and the emerging components in this study

) ) Corresponding
Dimensions/components ) S )
ey components in Summary of similarities and differences
Y this thesis
Organisational Similarities in the operations of each
components: procedures Leadership and component and difference in providing
for staff teaming and personnel details for staff roll plus counsellor role and
interaction Services.
Requirement of the TTP application has
Service delivery o appeared in the US case school and as a
Identification ) ) )
components: Total Talent requirement in the Saudi proposed school.
rocess
Portfolio (TTP) P The difference in my study was including
the admission process in detail.
This component was applied in the US
Curriculum school and is required for the Saudi
Curriculum modification Focus of the proposed school. A description of the
techniques School course syllabus was provided in my study.
Programmes In addition, the teaching strategies used in
the US school.
) US school applied this component in
Teaching
) Summer Programme and Saturday
] ) strategies ) ] ]
Enrichment learning and Programme. Inserting enrichment into the
) Focus of the i ] )
teaching hool curriculum was emphasised by the Saudi
schoo
experts. A detailed description of the
Programmes ] ) )
teaching strategy was provided in my study.

6.3 Principles derived from the data analysis of the case study

As set out in chapter three (section 3.5 ; 3.6.1.2 ), the SEM by Renzulli and Reis (1997; 2012) and
the recommendations of Clark and Zimmerman (2002) were used in my study to constitute the
principles that emerged from the analysis of the data in Stage One. They helped to narrow the focus
of the principles in Stage One in order to obtain an understanding of the US school case (see table
4.8).

The findings show that similarities between the principles emerged from Stage One

analysis and the conclusions by SMPY (Brody et al., 2015). For example, SMPY assumed that the
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highly able students may need to have access to more differentiated content and/or programmes,

and to an above-grade level curriculum; and that educational programmes should be personalised

for the advanced academic students, to suit their individual needs. These conclusions are in line

with the principles related to the school programme and the principles related to curriculum in my

study. SMPY also assumes that if the high ability students are not challenged enough, they might

be at risk of failing to achieve their potential, which is correspondingly mentioned by Saudi Expert

10:

It is important to know how to deal with them, how to benefit from their wealth of ability,

instead of making them bored and upset, which may lead them to emigrate from the

country to follow their passions and needs [Ex10, interview].

Table 6.3 presents more intersections between the SMPY conclusions and the principles

and findings of this study.

Table 6.3 Intersections between SMPY conclusions and the findings and principles of this thesis

SMPY conclusions (Brody et al., 2015 ; p.
163-164)

Similarities and differences with the findings
in this thesis

Above-grade-level assessments are crucial for
estimating high-performing students’ true
level of ability or achievement. It is never the
only factor that should be considered, but the
information can help differentiate students for
whom challenging grade-level work is
appropriate from those who might be ready

for content typically offered to older students.

This thesis showed that the students have to go
through a set of instruments to address their
aptitudes to enrol on an intensive intervention.
Stage Two findings showed that it is crucial for
the Saudi proposed school to consider the
aptitudes and ability tests in advance of

enrolling the students.

Students need to be taught at their optimal
level and pace of learning. Advanced learners
may need to proceed at a faster pace than
other students of their age and/or have access

to more advanced content.

This study asserted that the teaching strategy for
accelerated students has to concentrate on the
higher skills of critical thinking that the students
will need at university, including analysis,
research, effective communication, argument,
and creative writing. Locating the school within
the university campus might allow the students
to benefit from and the university facilities,
including technology, amenities, and learning

resources such as laboratories.
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SMPY conclusions (Brody et al., 2015 ; p.
163-164)

Similarities and differences with the findings

in this thesis

Students with advanced academic abilities are
at risk of failing to achieve their potential if
they are not adequately challenged. In
particular, a lack of interest in learning, poor
study skills, and negative social and emotional
traits can result when students are consistently

unchallenged in school.

This study showed the significances of the
counselling services as students’ social and
emotional needs have to be considered in the
school programmes. The counsellor plays a
major role in the school, monitoring students’
progress and welfare, taking responsibility for
advising students about their academic and
future careers, and providing social and
emotional support strategies. In addition, the
school which intends to adopt an intensive
intervention has to prepare a risk plan to address
student withdrawals and outreach issues.

The more talented/advanced the students, the
greater the need for a differentiated
programme. Of course, this depends a great
deal on the level of challenge in the regular
programme, but students at the upper end of
the continuum in ability and/or achievement
may need access to an above-grade level

curriculum.

This study negotiated the significance of
enrolling the gifted students in university-based
programmes that can fit with their academic
needs. The main role of the university-based
programme is to prepare the students for college
life through a differentiated curriculum.

Students with advanced academic abilities
vary greatly in their specific abilities, content
knowledge, interests, motivation, goals,
personalities, and learning styles; and these
differences result in differing educational
needs. This is the primary reason for
educators needing to personalise educational

programmes for individual students

This study revealed similar characteristics of
gifted learning preferences and abilities. The
university-based programme has to be
appropriate for the students’ abilities and needs.
In addition, this study highlighted the
importance of giving individualised attention to
students, with an aim to adopt an individualised
learning approach for the school, which is
intended to simulate the US case acceleration

programme.
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SMPY conclusions (Brody et al., 2015 ; p.
163-164)

Similarities and differences with the findings

in this thesis

School programmes can be enhanced for
advanced students with curricular flexibility
and articulation at the next level. This can
include letting them take classes with older
students, providing options for independent
and/or online work, and giving credit for

content mastered outside of school.

Students with advanced academic abilities can
increase their learning opportunities by
participating in supplemental educational
programmes and extracurricular activities.
These programmes also allow students to
interact with peers who share their interests

and abilities.

This study highlights the teaching strategies
used in the US case school, such as field
practice, investigation, reading, and discussion.
In addition, this study has negotiated home
schooling in form of virtual schooling,
mentioned the early entrance programmes as an
option for the gifted learners, and stressed the
importance of internships for gifted students in
order to acquire advanced skills.

Mathematically talented students, while
moving ahead appropriately in mathematics,
should also gain a broad background in the
liberal arts. Students need to prepare to be
educated adults and not just prepare for a

future career.

This study has shown the importance of
maturity for gifted students who intend to apply
for an intensive intervention. For example, the
US case school prepares the students to be
effective citizens, providing them with future
career counselling services. This was supported

by the Saudi experts as well.

Students with advanced academic abilities
need access to role models and mentors who
can provide insight into real-world
applications of learning. It can help them
establish academic goals for the future and

solidify career goals.

This study supported the idea of locating the
school within the university campus, so the
students can benefit from the location’s
facilities and academic ethos. This study also
emphasised the quality of the teaching staff who
have daily dealings with the gifted students, and
the role of the counsellor in monitoring
students’ progress and welfare, taking
responsibility for advising students about their
academic and future careers, and providing

social and emotional support strategies.
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6.4 Component 1: educational setting

6.4.1 School location

As one component of a gifted school, Clark and Zimmerman (2002) recommended a differentiated
educational setting that allows the gifted students to have suitably equipped classes, up-to-date labs
for special study, professional level books, slides, and scientific journals and periodicals. Tan et al.
(2016) similarly pointed out the impact of the environment on the gifted students’ creativity, as the
environment is a shared system of cognition, behaviour, and values, in which individuals interact.
In the Saudi context, Al-Zoubi and Bani Abdel Rahman (2016) recommended that the Saudi gifted
programmes’ location should include science laboratories, a library, a computer lab with Internet
access, a stadium, and a theatre. Consistently, the findings from all resources of the US case school
demonstrated the significance of locating the school within the university campus, whether in
having access to the academic resources and technology, facilitating staff recruitment from the
university itself, or affiliating to the Dean of Academic Affairs thus giving the school financial
stability. P1, the US school director, reported that ‘the dean has his goals for me. Goals of making
sure that we are financially stable’ [P1, interview]. This result is consistent with Magzamen et al.
(2017) and Tan et al. (2016) as Tan found that the learning environment and context is an important
variable in contributing to the nurturing of creativity within the subject-domain.

Through observation of the academic consultation session in section 5.7 , a casual
approach to doing tasks was taken, due to the accessibility of the relevant departments. This
matched what Rayneri et al. (2006) found, that the gifted students tended toward learning styles
that included a preference for responsibility (as students in Stage One responsible for their decision
about acceleration), tactile and kinaesthetic learning, mobility (as students in Stage One have their
choice to do their tasks in the library and/or visiting a faculty member), eating and/or drinking
while learning (where the kitchen was centred in the US case school, see figure 5.1), and learning
during the afternoon and/or evening.

The participants from the US case school discussed the location issue in terms of the
relationship between the school and the relevant department within the university. For example,
they mentioned the benefits of locating the school within the university in terms of its relationship
with the Students Affairs Department and university staff recruitment opportunities. On the other
hand, in the Saudi context, they discussed the location issue in terms of constituents, procedures,
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and experiments. This variation may be attributed to the longevity and stability of the US school, as
the US case school was established in the 1970s, whereas the school idea is still under negotiation
in Saudi Arabia, as revealed by Ex1 (personal conversation with Ex1). However, a concern arose
over school location as the Saudi context still lacks suitable locations for gifted programmes (e.g.
see Al-Zoubi, 2011; Ashwal, 2013). Al-Ajez and Murtaja (2012) recommended that a suitable
educational environment beginning with a good choice of place, proper facilities and equipment,
and rich learning resources should constitute the infrastructure of a gifted programme. Al-Zoubi
and Bani Abdel Rahman (2016) asserted the following facilities for achieving the purpose of gifted
intervention: furniture, laboratories, stadiums, and teaching aids. Aljughaiman and Maajeeny
(2010) pointed out that the facilities and equipment in the gifted centres in Saudi Arabia are not
consistent with the quality standards of gifted programmes, that emphasise enhancing learning
environments, facilities, and equipment to encourage creativity and innovation.

In contrast, the Saudi experts clearly indicated that the Saudi universities had suitable
space for adopting schools such as these. However, in the case of potentially transferring this
component, the results of Stage Two showed the possibility of having a school within a university

campus in the form of a separate unit within a relevant department that advocates giftedness.

6.4.2 School layout and capacity

The findings concerning the US school layout showed similarities with those of Rayneri et al.
(2006) who focused on gifted students’ learning environment preferences. The gifted students
preferred informal seating arrangements, which appeared in the Transition School’s classroom
layout and the Academy lounge in the US case school. The US case school had one classroom for
the Transition School, which would also be sufficient in the planning stage of the Saudi proposed
school, as suggested above to start with a small size (section 6.4 ). However, once the Saudi
proposed school capacity is known, the accommodation might need to be expanded depending on
the growing number of students. However, in the Saudi context, setting the policies, designing the
school programmes, and the proposal procedure for the school were seen by the Saudi experts as
more important than the school layout, as the experts expected that the universities would offer a
suitable place to run the proposed school. While in the US case school P5 had mentioned the

importance of having a lounge, this provision might be more related to the start-up process of
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launching the schools, such as acquiring buildings, hiring staff, and selecting curricula (Loveless &
Kelly, 2012).

In Stage One, the US case school had fourteen students in the Transition School and thirty-
five students in the Academy, with thirty-five staff who worked full time or part time. In Stage
Two, the findings revealed that the Saudi proposed school might achieve similar numbers,
especially during the initial years. According to the statistics received from the MOE, the Saudi
experts expected to start with a small number of students, with not more than twenty per class (see
appendix 11). The finding showed the importance of piloting the school in Saudi Arabia to see how
the practice went and looking at its output, before expanding the student numbers and transferring
the practice to other universities. This was consistent with Kertesz and Downing’s (2016)
conclusion that piloting the local school would justify experimenting with the new approach to
benefit the students and the school, rather than comfortably following an established traditional
model. The Saudi experts mentioned the ability to expand the school capacity once the practice was
successful (see section 5.11.2 ). Starting with a small number of students might save the school
from the risk of the ‘new school effect’ that could cause low scores in students’ achievement
(Loveless & Kelly, 2012). However, in contrast, beginning with a small class size might have a

positive effect in raising students’ test scores (Buckingham, 2003; Claire, 2011).

6.4.3 Funding and resources

Funding emerged as an essential factor for the educational setting component. | categorised the
funding under the structural characteristics of the school, giving the data that | collected in Stage
One (see section 5.3.2.4 ). The recommendations by Clark and Zimmerman (2002) and SEM by
Renzulli and Reis (1997; 2012) did not mention funding as essential in establishing or developing a
special school for gifted students. This contrasts with Callahan et al. (2017), who identified suitable
financing as a major factor, that plays a significant role in the context of the gifted programme and
also has a significant impact on the quality of the programme. However, the funds in the US case
school came from a structured resource, namely the superintendent (the state). Despite that, the
participants in Stage One indicated financial constraints when participants 1, 2, and 5 mentioned
having Summer Programme tuition fees in order to support the school financially. In addition, the

US case school identified several resources that supported the school other than money, whether
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sources of information such as relations with relevant national associations, and or having a
director active in many facets of gifted education. However, in the Saudi context the experts
assumed that the funds would come from the government through the MOE and/or the host
university of the proposed school.

Given that Saudi Arabia has traditionally funded all educational provision, it is not
surprising that the Saudis who were interviewed would point to the MOE as the source of funding.
This finding is unlike that of Bin Yousef (2014), where she found that the financial allocation for
gifted provision in Riyadh was one of the main infrastructure areas that needed further
improvement, which was also consistent with the findings of Algarni (2012), and Algefari (2010),
and aligned with Bajaber’s (2015) recommendations. This contradiction might be because of the
reform in education since the announcement of Vision 2030 and the massive budget allocated to
the education sector; or because the proposed school would be affiliated to the universities that
have a separate budget. The proposed school expenditures would be separate from the MOE.
However, in either case, the proposed school would have to have a flexible policy that would allow
national companies and/or businessmen and/or the private sector to provide subsidies and other
support. In addition, it is important to mention that the Saudi government, through Vision 2030,
intends to privatise some sectors, one of them being the educational sector, through privatisation of
the Preparatory Year Programme which has been suggested to host the Saudi proposed school. Ex3
reported on this issue: “Typically, in the future, it would be possible to privatise education.

Implementing companies are very likely to be private’ [Ex3, interview].

6.4.4 Internal operations: decision making and periodic meetings

The findings showed disparities between the two stages in how decisions were made concerning
the school’s operation. The US case school was decentralised in making decisions and there was
less bureaucracy in decision-making procedures among the personnel; the school staff played a part
in stating the school’s mission and policies. This involvement was a result of the ‘No Child Left
Behind’ (NCLB) policy that was employed to improve many aspects of education such as reducing
of bureaucratic involvement. In contrast, the Saudi participants asserted the centralisation of

decision-making for the proposed school and indicated a formal, legal system of hierarchical
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authority, and unsurprisingly most of the experts mentioned that the MOE would be the main
regulator of the proposed school.

Other research has found that, because of this centralisation, bureaucracy is one of the
main obstacles affecting gifted provision in Saudi Arabia (Algefari, 2010; Bin Yousef, 2014).
Similar studies have pointed out the negative effects of bureaucracy on educational performance
and achievement internationally (see Smith & Larimer, 2004; Marlow 2001). Some of the Saudi
experts mentioned the significance of following global standards in gifted education, but their
perceptions of the decision-making process are discordant with this. These global standards were
made in developed countries such as the USA, England, and Australia, which have decentralised
their schools (School-Based Management), making them more autonomous and having full
authority with their local councils and their relevant associations. The schools in the developed
countries have also been able to involve the relevant stakeholders to participate in decision-making
(Moradi, Beidokhti & Fathi, 2016). Therefore, following global standards in gifted education in
Saudi Arabia may not be possible unless there are changes to the monopoly and power patterns at

the school level.

6.4.5 Supporting organisations and partnership
The findings of both stages revealed that having partnerships was seen as essential in its benefits to
the school. These findings are consistent with those of Kaul et al. (2012) who claimed that
partnerships with community, parents, and programmes are critical components of summer
enrichment programmes for gifted students. In addition, Olszewski-Kubilius and Clarenbach
(2014) asserted that partnering and collaborating with universities and community-based
organisations could offer a rich selection of services and opportunities to students, resulting in a
more comprehensive and ultimately successful programme (see also Haight, 2012). Nevertheless,
neither Clark and Zimmerman (2002) nor Renzulli and Reis (1997) mentioned the importance of
partnerships. Therefore, the findings of this study may contribute to knowledge in citing
partnership as a major aspect of establishing a special intervention for gifted students in Saudi that
echoes the arrangements in the US case school.

However, the findings showed that participants’ perceptions of the partnership issue were

seen according to their context. For example, the US case school discussed partnership in the form
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of exchanging knowledge, research, contracting opportunities, and quality and localisation of the
programme; so the perspectives were about identifying sustainability for the US case school. The
findings in the Saudi context differed in that the experts negotiated the partnerships with relevant
institutions about fundamentals such as launching, funding, training, and supplying the programme.
The partnership in the US school was purposeful and targeted. The partnership in the US school
could, however, be due to the US partnership activities being aligned with the patterns set by
organisations at the NAGC summit that were negotiated with scholars, policy experts, and
practitioners in gifted education. The patterns were created to extend and support the work of
school leaders and teachers, such as partnerships with universities to offer coursework, summer
programmes, and/or mentoring, or with businesses to offer internships or job shadowing
opportunities (Olszewski-Kubilius & Clarenbach, 2014). So in the Saudi context, they may
simulate these patterns in order to have targeted, purposed partnerships.

The partners who are university faculty members might contribute to pedagogical content
knowledge, differentiating the content and pedagogy with an understanding of how particular
topics and problems are organised, represented, and adapted to support the gifted students’
achievements. Saudi Expert 7 highlighted the significance of an existing partnership with
university departments such as Deanship of Scientific Research, Deanship of Skills Development,
and Deanship of Student Affairs. This is consistent with the findings of Newman and Hubner
(2012), who found that partnership with college faculty members to mentor gifted students on
summer enrichment programmes had a positive effect on students’ performance.

The Saudi experts mentioned repeatedly that the KSU was the appropriate body to host the
proposed school. However, and given my experience in gifted education in Saudi Arabia, some
other universities also have suitable facilities and have made major efforts towards gifted
education, such as King Faisal University in the eastern region that hosts the National Research
Centre for Giftedness and Creativity (NRCGC), Imam University in Riyadh city, Jeddah University
in Jeddah city and King Khalid University in Abha city. However, the culture of acquisition to
dominate innovation in education in Saudi Arabia appeared through the apparent competition
among the interviewed university participants to host the proposed school. This competition among
the higher education institutions would, however, maximise enrolment, staffing, and revenue

(Farhan, 2017).
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6.5 Component 2: leadership and personnel

The leadership and personnel component differed between the two contexts. In the US context the
leadership style was fairly democratic, with the leader concerned with the employees’ needs. Some
features of a paternalistic leadership style were also seen in the focus on the power of teamwork
(Gelfand, Erez & Aycan, 2007). In contrast, proposed leadership in the Saudi context was not
identified, due to still being in the generating phase of the proposed school. However, neither Clark
and Zimmerman (2002) nor Renzulli and Reis (1997) specified a certain style of leadership in
initiating change in gifted education intervention. Nevertheless, perhaps in the Saudi context an
appropriate form of transformational leadership would be needed to initiate change in the
educational system, to adopt the new concept of the universities providing intervention for
accelerating gifted students (Leithwood & Sun, 2012).

The US school followed the criteria of NAGC regarding professional development for the
personnel, as there were comments by the participants in Stage One that reflected the NAGC’s
statements such as: ‘Educators systematically participate in ongoing, research-supported
professional development that addresses the foundations of gifted education,” (NAGC, 2000). The
criteria in both stages were consistent with the criteria of Klimis and VanTassel-Baska (2014) for
hiring teachers for gifted educational intervention. Furthermore, the personnel resources in the US
context were from the university staff, advanced public school staff, and the academic field,
whereas, in the Saudi context, the personnel resource was determined to be mainly by the MOE not
the Ministry of Civil Services who was responsible for hiring individuals. This determination of
personnel hiring by the MOE might be attributed to the centralisation of power and decisions by
the MOE.

The criteria for staff recruitment were worked out in the particular US context, while in the
Saudi context, imported criteria for staff selection and recruitment were suggested and that was not
needed. Hence, gifted education in Saudi Arabia has adopted the NAGC criteria (see section 3.4.2
and 3.4.3). Therefore, following the Saudi criteria in staff selection and recruitment that already
existed in the principal bodies serving gifted students would be sufficient for the initial stages of
the establishment of the proposed school.

The Saudi respondents suggested adding some positions to those of the US personnel
structure: public relations specialist, university-school coordinator, and security guard. However,
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the findings showed that the Saudi context had a shortage of educators for the gifted and that this
issue is still a major concern whether inside Saudi Arabia or outside Saudi Arabia (see Reid &
Horvathova, 2016). Bin Yousef (2014; 2015) cautioned about the lack of influence of the staff on
the quality of gifted provision in Saudi Arabia; this was consistent with the findings of Almakhalid

(2012).

6.6 Component 3: identification process

There were intersections between the two contexts of this study, in that both considered the
following strategies to diagnose giftedness and readiness to be included in an acceleration
programme: standardised national ability tests, academic aptitude, interviews, recommendation
letter from teachers, and transcripts of academic performance for the previous two years. These
criteria were consistent with the literature on gifted identification (e.g. Renzulli & Reis 1985;
Renzulli, 2005; Callahan, 1995; Callahan et al., 2017). In addition, all data resources concur in the
desirable characteristics of potential students for the special school as being capable, motivated,
mature, intellectually curious, and highly engaged with learning (see e.g. Leikin et al., 2017).

The data emphasised maturity as an important characteristic of the accelerated students and
their sense of responsibility in going through the acceleration procedure. Thus, the commitment to
the task component in the three-rings concept of giftedness (Renzulli, 1978) appeared as a
significant criterion in Stage One in the USA and as a required characteristic by the Saudi experts.
It is worth saying that the proposed school for Saudi Arabia would benefit from adopting
Hollingworth’s (1972) definition of giftedness, as maturity was seen as important in Stage One.

In the US context, the participants emphasised the need to conduct interviews with
potential students and their parents in order to be assured of their willingness to enrol in an
intensive intervention. P6 provided an example of unwillingness:

One student came in with ... actually she had some disabilities that we were fine with, but

she actually took a position where she felt like she could not accommodate to paper

deadlines for example. That was like a moral accommodation that she could not make;
okay, you just can’t be here [P6, interview].

In the Saudi context, Expert 3 mentioned applying Multiple Intelligence theory as a means

of determining the potential students’ ability, which is in alignment with the results of Koura and
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Al-hebaishi (2014). However, MI theory requires non-centralised teaching methods that include
discussion, guestioning, and doing research that are not yet guaranteed as pedagogies for the Saudi
proposed school.

The findings revealed that the identification process in Saudi Arabia was conducted
through coordination between three principal authorities: the Ministry of Education (MOE), the
National Centre for Measurement and Assessment (Qiyas), and Mawhiba. One of the Saudi
experts, Expert Two, mentioned that this integration made the identification process more
powerful. However, the integration between these authorities may also lead to the deficiencies in
identification that have been indicated in the literature (Aljughaiman, 2009; Aljughiman &
Maajeeny, 2010; Alzoubi & Bani Abdel Rahman, 2016; Bin Yousef, 2014; Qarni, 2010), in terms
of the length of the process, delay in making decisions, and complicated procedures. In addition,
the decision on acceleration enrolment is only released once a year by the Minister of Education for
a certain cohort of students, which makes the process heavily centralised and complicated.
Colangelo et al. (2010) released research-based recommendations which specify that the decision
on acceleration should be made by a team not an individual, as a common impediment to
acceleration occurs when acceleration decisions are made by a gatekeeper who may have negative
personal views about acceleration (Southern & Jones, 2004; Colangelo et al., 2010).

This identification process is unlike the decentralisation in decision-making in the US case,
where the decision to enter an intensive intervention is made between the students and the school.
This decentralisation may expedite the process and ease enrolling in the acceleration procedure.
Centralising the acceleration decision to one person might affect many related aspects. For
example, the families and students could be discouraged by having to go through a long period of
time that may or may not lead to final acceptance. It could also affect the schools, as waiting for a
list of accelerated students from an external body could influence the school’s routine, curriculum
preparation, and organisation of suitable classes to accommodate an unknown number of
accelerated students, in contrast to when the school itself decides whom to accelerate.

Deficiencies in identification might affect the Saudi proposed school, in the following
ways: the school may be linked with the student list that comes from the MOE which could miss
potential students; therefore, underachievement issues might appear, as described in the literature

(see section 3.3 ); any problem or delay with the identification system would affect the running of
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the proposed school; and the school might be linked to the policies of other authorities that do not
advocate for giftedness. It could also affect the proposed school size and its personnel structure.
Therefore, it would be better to recommend that the school apply its own policies and procedures

for identification, like the US case.

6.6.1 Outreach to potential students

The actual and proposed strategies of reaching out to potential students were quite similar in some
ways in both stages. In the US case school, the outreach strategies included visiting certain high
schools, inviting stakeholders to the school, improving their online platform, expanding the
programme’s capacity, and employing Summer and Saturday Programmes for outreach purposes.
However, the Saudi strategies were more limited, as using an online platform to raise awareness of
the school’s services was not mentioned. This concurred with the findings of Bin Yousef (2014),
who found that reaching the gifted students was one of the main challenges that might affect the
efficiency of gifted provision in Saudi Arabia.

Participants in both the stages mentioned using Summer and Saturday Programmes as a
gateway to reaching potential students. This is consistent with the findings of Chan et al. (2010),
who found that university-based programmes were not only providing a unique learning
opportunity outside the regular classroom for gifted students, but also providing a successful
outreach strategy for prospective exceptional students. What is more, Chan et al. found that
parents’ endorsement of their children’s participation in the university-based programme was
notably important for the students’ performance. Parental support was a concern for P5, the
Academy Director in the US case school:

So how do we figure out how to reach out to those populations and also eliminate the

barriers, because one of the issues there is that the student might be academically ready,

but they don’t have the support, they don’t have the resources, they don’t have the family
that’s pushing them towards this, they don’t have all of those things, so how do we break
down those barriers? [P5, interview].

Lack of parent support also emerged in Stage Two, as mentioned by Ex8 and Ex10 where the

parents discourage their gifted students to be involved in gifted interventions. However, this
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discouragement could be attributed to ideological reasons; this issue was not scientifically
explained in Saudi Arabia.

Sharma (2016), who had developed a detailed methodology to identify and mentor
potentially gifted children, also concluded that universities and other higher education institutes
should be encouraged to initiate outreach programmes for gifted children, in which university
departments could take responsibility for mentoring them. This conclusion by Sharma was
consistent with the claims by Saudi Expert 3:

We should have awareness activities for the needs of this category. Each university has a
special department or deanship that supports gifted students, so their summer programmes

can help in outreach [Ex3, interview].

6.7 Component 4: focus of the school programmes

The findings indicate that the US case school has three main programmes that aim to prepare and
transfer young students smoothly to college (TS, EEP, and the Academy, section 5.6 ). The
objectives of these programmes vary in preparation, advice, and support. The purpose of
establishing these programmes was alignment with SMPY conclusions: that children of high ability
need to be prepared to become educated adults, not simply prepared for a future career (Brody et
al., 2015). These programmes are one of the reasons why students succeed in the university, as
reported by P2: ‘So the transition school really is the cornerstone for the student being successful at
the university, because they get all of those skills in place before we let them go on’ [P2,
interview]. Such programmes provide an appropriate sphere with suitable curricula that meet the
gifted students’ needs, gather them with their intellectual peers, and offer the advice that they need.
Therefore, this finding was in agreement with those of Hertzog & Chung (2015), Sayler (2015),
Schroth (2008) and Unlu & Jane (2016). It was also in agreement with Yun Dai & Steenbergen-Hu
(2015) who indicated the significance of the need to possess autodidactic capabilities and self-
direction, to get the benefit from early college entrance programmes.

The US case school gave individualised attention to students, especially on the EEP and
Academy programmes. This matches the principle of Clark and Zimmerman (2002) that gifted
education must be individual, not in groups. It also supports the SMPY assumption of personalising

the educational programme to suit the individual gifted student’s needs. In contrast, the Saudi
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respondents focused on a cohort-oriented programme rather than individualisation, which is in
alignment with the SEM model (Renzulli & Reis, 1997). The reason behind this preference is the
limited use of personalised learning, as no specific individual plans for gifted students had been
drawn up since the gifted programme establishment in Saudi Arabia.

The Saudi experts proposed to insert the Transition School and Early Entrance Programme
(EEP) concepts within the Preparatory Year Programmes that already exist in most Saudi
universities, as there are similarities in content. In contrast, the TS and EEP in the US context are
esigned for students in grades seven, eight, and nine. Students in these grades are not eligible to
enrol in university in the Saudi context. The policy in Saudi Arabia obliges students to gain a
secondary school certificate to enrol in university. Therefore, once Saudi Arabia approves the
adoption of the EEP concept within the universities, it has to either change the university enrolment
policy, adjust the EEP concept to be appropriate for secondary-certified students regardless of age,
or adopt a new, dual-enrolment programme. Some of the Saudi private schools have adopted the 1B
(International Baccalaureate) and AP (Advanced Placement), but unfortunately these are not
employed in the correct manner for facilitating college entrance. However, once the Saudi students
finish the IB or IP and decide to study in a Saudi university, they must enrol in the Preparatory
Year Programme which may take one year before getting to the core discipline in the university.
Thus it could be argued that the Saudi system wastes two years of the accelerated students’ time
rather than skipping them quickly to an advanced level of learning. However, transferring this core
component would need a deep understanding of the context to obtain the right formula, otherwise
the EEP concept would lose its function. A further explanation of the admissions policy is given in

the Identification Process section.

6.8 Component 5: counselling services

The findings in Stage One provide a model of counselling. The US school delivers structured
counselling activities from enrolment in the special school until graduation. The findings also
elaborated on the techniques that are used to conduct the counselling sessions. The school follows
the American School Counselor Association’s (ASCA) position statement on the school
counsellor’s involvement in the following areas of support: participating in identification,

providing group and individual counselling, recommending resources, engaging in professional
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development regarding gifted services, and promoting an understanding of gifted students’ needs
including perfectionism, depression, dropping out, difficulty in peer relationships, career
development, and goal setting (ASCA, 2017).

Both stages revealed the importance of the counselling component in setting up a special
school for accelerated gifted students attending a university-based transformational programme,
and that was in agreement with the recommendations by Gronosta et al. (2016) (see section 3.6.1).
However, the counselling component is not examined in depth in Clark and Zimmerman’s (2002)
recommendations and principles, nor in Renzulli and Reis (1997). In addition, both contexts in this
thesis emphasised the importance of individual-oriented counselling, and of collaboration with
relevant advisory departments and/or Departments of Psychology as sources of support for
counselling services.

Both contexts addressed the main potential cases of drop-out from the programme that had
already faced the US school and might confront the Saudi proposed school. These cases were a
result of a lack of challenge or a rigorous curriculum, boredom, and difficulty fitting in with the
new environment, all of which were compatible with Rimm (2003). Therefore, the guidelines to
inform the development of the gifted intervention in Saudi Arabia would have to consider these
risks and prepare a plan to confront them.

In agreement with Wood’s (2010) results, Saudi Expert 2 underscored the importance of
preparation courses and training for counsellors, and the necessity for these to address issues
unique to the learning and development of gifted students.

The findings revealed that the Saudi context had an existing structure for counselling that
was already applied within the MOE’s schools for accelerated students, which is not included with
the instructional manual in a complete form, and that these structures could be used as a basis for a
counselling programme for the Saudi proposed school that could merge with the US school
counselling structure. However, the Saudi context would still demand an organised counselling
programme that relies on a set of standards (Aljughaiman & Grigorenko, 2013; Al-Zoubi & Bani

Abdel Rahman, 2016).
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6.9 Component 6: curriculum

There are convergences in the curriculum among what have been presented in the literatures, the
application in the form of the US case school, and the aspirations for the Saudi proposed school
curriculum. For instance, the US school deliver the sequenced content from introductory to
advanced level, such as studying Biology, selecting Biology courses from advanced level in the
summer, and working in the field with relevant organisation for application purposes. Having
sequenced curriculum for gifted students was mentioned by Clark and Zimmerman’s
recommendations (2002), SMPY conclusions (Brody, 2015), and others (Renzulli and Reis, 1997;
Klimis & VanTassel-Baska, 2014; Stanley, 1991). Correspondingly, in the Saudi context, the
experts advised that the school have an enriched and accelerated curriculum that prepared the
students for college life that derived from the Preparatory Year Programmes. The PYP curriculum
includes a sequenced level of curriculum; however, it is not designed for gifted students.

In addition, the analysis of the course syllabuses of the US case school revealed a set of
strategies and thinking skills that are consistent with curriculum goals by Klimis and VanTassel-
Baska (2014). The goals concentrate on developing the following aspects: critical and creative
thinking skills; attitudes and independent learning skills; oral, written, visual, and technological
communication skills; and the social skills and dynamics of leadership. Besides, some of the Saudi
universities have a curriculum that designed in alignment with the above-mentioned goals such as
the gifted programmes curriculum in KSU.

The findings also revealed the possibility of translating and/or importing the US case
school curriculum to apply it to the Saudi context. However, the US case school curriculum was
designed for certain school grades that are very different from the grades in Saudi Arabia. For
example, in the US context the Transition School’s curriculum is directed to the students in
seventh, eighth, and ninth grades. In the Saudi context, there are no clear regulations to enrol the
students in seventh, eighth, and ninth grades to the university unless they pass secondary school.
Therefore, the potential grade for the Saudi context would be accelerated students from secondary
school. Therefore, translating and importing the curriculum would be impossible at this phase.
However, derived and adopted curriculum from the Preparatory Year Programmes to suit the
potential students for the Saudi proposed school would be more suitable. In addition, integration
with the courses by KSU that are directed to improve gifted personal and thinking skills might
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improve the curriculum for the proposed school. Moreover, in the US context, the teachers are
responsible to design and develop the curriculum, and that would be inactive in the Saudi context
where the MOE is the principal body to assign the curriculum and hand out the books. However,
placing the proposed school within the university could allow some freedom in developing the
curriculum as the curriculum in the Saudi universities is under the responsibility of the faculty and

has to follow the academic quality criteria of each university.

Perhaps home schooling could be an option for developing a curriculum with some
freedom. Home schooling has become a choice for gifted learners in the UK and USA for the last
two decades; gifted children and their parents are offered wide selections of schooling and learning
opportunities besides the traditional public and private schooling. It is argued that the reasons
families have turned to home schooling stem from poor experiences, such as the teachers’ negative
attitudes to their children, and the irrelevance of the curriculum toward their culture and values
(Mazama, 2016), and parents wanting to protect their children from physical violence, drugs, and
psychological abuse (see Lubienski, Puckett, & Brewer, 2013). Furthermore, traditional public
and/or private schooling may not meet the needs of the gifted children as the school might lack an
understanding of the characteristics of gifted learners, with an inability to provide an acceleration

strategy, and an overall negative classroom experience (Jolly & Matthews, 2018),

The empirical literature shows positive results of home schooling on the learners’
academic achievements, social and emotional progress, and psychological well-being (see Jolly &
Matthews, 2018). Therefore, it might be a positive option for Saudi families to turn to home
schooling in the form of virtual learning (the students receive the educational material and
instruction via the web) as in 2016, Saudi internet users reached seventy-three % of the Saudi
population (World Bank, 2018). In addition, Saudi students have a positive attitude towards
learning outside the classroom through social media, online courses, school websites, and private

tutoring (see Brahimi, & Sarirete, 2015).

However, Saudi Arabia lacks advocate organisations that provide sufficient information
about the application of home schooling. In addition, the Saudi parents have to be professionally
licencred and experienced in teaching to offer basic skills instruction in math and science, but the

MOE has a lack of specialised programme to diagnose and train parents for this task. Besides, it
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might be difficult for the Saudi government to control the ideologies received by the childen if they

are schooled at home, as it could be an extremist ideology that might affect Saudi society.

6.9.1 Teaching strategies

Certain teaching strategies and skills were found in both stages of this research which are
consistent with the literature (see e.g. Kaplan, 2005; Tomlinson, 2001; Renzulli & Reis, 1985;
Callahan et al., 2015). For example, the findings of Stage One showed that differentiated
instruction (Tomlinson, 2001) was used in some courses, such as the English course in the
Transition School, and in the instruction to focus on methodologies when reading an article. It was
found that emphasis was placed on using the following strategies and skills for gifted students: a
student-directed approach; emphasis on creative and critical thinking skills; discussion; modelling;
gradually increasing the depth and complexity of content; writing and reading articles; having a U-
shaped class layout; and providing a rich environment with books, journals, projector, and
computers. These strategies were used to respond to the accelerated students’ ability to understand
and learn content more rapidly. Type three enrichment, from the Renzulli (1985) ETM model,
which consists of investigations and/or creation of products that promote in-depth understanding
directed at solving contemporary problems in areas of student interest and ability, was used in
assignments and tasks, in order to prepare students to compete academically at the college.
Williams (2013) had comparable findings that using ETM in teaching career development
promoted wisdom in young people. In general, a reflection of the given principles and standards by
national agencies such as NAGC guided the teaching strategies in the school.

Convergences were found within the Saudi and US contexts in the strategies needed for
teaching potential students in the Saudi proposed school. These strategies were: academic writing,
discussion, creative and critical thinking skills, problem-solving, and investigation and research
skills (see sections 5.8.2 and 5.11.8 ) These strategies and skills were mentioned in relation to
enabling the gifted students to maximise their potential. This result is consistent with other research
(e.g. Al- Hadabi, 2010; Bangel, Enersen, Capobianco, & Moon, 2006; Al-Zoubi & Bani Abdel
Rahman, 2016). However, Al-Zoubi and Bani Abdel Rahman (2016) mentioned that students were
only moderately satisfied with the teaching methods used at the Saudi gifted centre in Najran city.

This moderate satisfaction might be attributed to the poor performance of the teachers, as there are
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deficiencies in providing national standards for teaching the high ability students. Therefore,
further improvements are needed in establishing general principles and standards for teaching
across Saudi Arabia, plus in training teachers in methods that are compatible with the
characteristics and needs of gifted students.

The Saudi experts repeatedly mentioned the significance of including internship within the
programme strategies, in order to allow potential students to learn how to play leadership roles in
research or business, with the help of experts and professionals at local universities/corporations
(see sections 5.8.2 and 5.11.8 ). This is consistent with the SMPY assumption that high ability
students need to have role models who can provide a vision to help gifted students establish the
academic goals appropriate for their future careers (Brody, 2015, pp.148-149). It is also in
alignment with Clark and Zimmerman’s (2002) principle that students would be better working
partly with the mentor while attending the school. Mentors should master the domains that interest
the students. Having an internship programme within gifted provision provides an opportunity for
students to develop and practise soft skills such as teamwork, professional communication, and

taking responsibility for accomplishing desired goals.

6.9.2 Assessment

There are differences in views of assessment between the two contexts. The US case school applied
on-going tests, with pre- and post-assessment, to evaluate the progress of the students after they
enrolled in the special school. The purpose of the assessment in the US case was to evaluate the
students’ progress, maturity, aptitude, and readiness to enrol in the university. A set of criteria was
developed by the US school staff in order to identify the ‘ready for college’ students. In the Saudi
context, in addition to the admission criteria that will be discussed in the following section, the
experts recommended having a pre-assessment before the students enrolled in the proposed school
(see section 5.11.8 ). In fact, the Saudi accelerated students would be subjected to too many tests,
assessments, and examinations by the MOE before being selected for the acceleration programme.
In addition to that, Saudi Arabia would apply the General Aptitude Test (GAT) by the National
Centre for Assessment in Higher Education (Qiyas), which is the test for college acceptance of

high school graduates; the score is an indicator of the students’ readiness for college. Therefore,
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having further assessment of the potential students might slow the process of enrolment in the
proposed school.

The possible explanation for the differences in the views of assessment is the flexibility of
the policy in the US case that allows the students to enrol in the special school and only then
examine their readiness for university. However, in the Saudi context, the policy would not allow
the accelerated students to enrol in the university without several diagnoses, tests, and assessments
being completed. Therefore, the decision-makers have to avoid duplicative testing with the
knowledge that one test will not be sufficient to meet the needs of students and schools.

The social pressure in the Saudi context perhaps plays a role here, as the fear of failure,
whether from the university staff who will adopt the concept of the proposed school, from the
families who push their children towards the new intervention, or from the students themselves,
might be responsible for the imposition of this amount of assessment. However, in 2016, the
Association of Higher Education Executive Officers developed a roadmap of college readiness that
set a number of recommendations for smooth transition into college that might help. They
recommended avoiding duplication of tests. Students need to know if they are on track to be ready
for credit-bearing college courses well before they graduate from high school so they can take
relevant courses, and colleges need to know how to place their incoming students in appropriate
courses (Mann & Martin, 2016).

A possible suggestion is that the pre-assessment process for the Saudi proposed school could
be an integrated operation between the MOE and the host university on the one side, and Qiyas on
the other side, in order to develop a single assessment of college readiness of gifted students.
However, an in-house service orientation doing the pre-assessment may better suit the Saudi
proposed school. In the US example the staff were responsible for developing their criteria to
assess the college readiness of the students after enrolling them in the school and providing them
with intensive intervention. This orientation would facilitate the process of transition to college,
whereas referring the assessment to many authorities would complicate the process. Moreover,
ongoing assessment of students’ progress and ability could be done by the proposed school staff

themselves.
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6.10 Challenges and possible influencing factors

Challenges varied between the two contexts. In the US context the challenges were publicising the
school’s services, getting in touch with alumni, application of the state law, and social and
emotional adjustment (see section 5.9 ). However, in the Saudi context, the challenges were
bureaucracy in adopting new policy, finding qualified staff, financial allocation, and awareness of
acceleration (see section 5.11.9). The lack of trained staff, applying policies and regulations for
gifted education, and awareness about giftedness are the main challenges in gifted education in
different contexts and settings (e.g. see Kettler, Oveross & Salman, 2017; Miiller-Oppliger, 2014).
Bin Yousef (2014, 2015) mentioned that the deficiencies in gifted provision in Saudi Arabia were
the financial allocation, lack of awareness, and lack of professional staff. Given my experience in
gifted education in Saudi Arabia, several aspects may contribute to the challenges that face gifted
provision in general, such as the newness of the gifted education field and its application in a new
context, the multidimensional definition of giftedness that may confuse the practitioners in
applying policies, and the variety of perceptions and understandings of giftedness, as different
cultures have their own ideas about giftedness. Therefore, policy, perceptions, and practices of
giftedness are influenced by the definition of giftedness that is endorsed by the state, inspired by
local socio-political reality, and culturally determined (Heuser, Wang & Shahid, 2017).

It is worth saying that the process of a ‘new concept’ being moved from one context to
another would be influenced by several factors. Culture is one of the possible factors shaping the
conception of the proposed school in Saudi Arabia. Culture can be defined as the norms, values,
and traditions that influence how the society and individuals perceive (Chamberlain, 2005).
Therefore, aspects of the culture will appear in the curriculum and its practices, whether the
curriculum is local (from the host university) or imported (from the US school) (see Winstanley,
2012). Therefore, accepting a foreign educational concept should be only embraced as long as it
enriches the Saudi system and not if it negates existing Saudi values and principles (Benahnia,
2015). Therefore, it is essential to take the local context into account. Nevertheless, it is important
to provide the leadership and personnel in the Saudi proposed school with an understanding of the
main components of the US school programme that might be suitably delivered by the US experts.

Fidelity to the original model is often assumed to be the target (Ebaeguin & Stephens, 2014).

225



In addition, language will be a major factor that will influence the proposed school,
specifically the language of the curriculum and its instruction. The language of the proposed
school, whether spoken or written, will be influenced by the potential host university itself and the
US export university. For instance, in the case of importing the curriculum from the US university,
as suggested by two of the Saudi experts (Ex3 and Ex4 in section 5.11.8 ), the curriculum could
either be translated into Arabic or delivered in its present language of English. Either way, the
curriculum would have to be modified in order to align it with the Arabic and Islamic culture of the
Saudi educational system. In the case of delivering the curriculum in a language other than Arabic,
it is important to recognise the influence of the language on the culture, where the students could
be under the influence of the language of the potential curriculum that might be extremely different
from their culture, and this may affect the construction of their Arabic and Islamic identity (see
Benahnia, 2015).

Lastly, the influence of, and competition between, some of the higher institutions in Saudi
Arabia might affect the quality of the Saudi proposed school. Fusilier and Munro (2014) addressed
the competition between higher education institutions as the main threat to effecting change in the
universities. In regard to that, the Saudi experts mentioned repeatedly that King Saud University
was the most suitable place for gifted intervention applications, due to its financial ability,
academic reputation, and leading status in Saudi Arabia. However, numerous institutions could
adopt the concept of having a special programme for accelerated students due to their advocacy of
giftedness and/or their efforts in gifted education research. For example, King Faisal University has
a specific centre for research in giftedness and creativity, King Abdullah University for Science
and Technology has long experience in nurturing giftedness among their students, and Imam
Muhammed bin Saudi University also has a separate deanship for giftedness. Therefore, all the
universities that could potentially adopt the new intervention for accelerating students in Saudi
Arabia should be considered, to prevent the domination of the new intervention in one institution,
which may or may not implement this new practice successfully (see Alabdulmenem, 2016).
Therefore, national governing bodies have to select, filter, and modify the national and
international discourses in educational transfer, in light of the local cultural, historical, economic,

and political context (Perry & Tor, 2008).
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6.11 Summary

This chapter discussed the findings of Stage One and Stage Two. The study has made considerable
contributions to the body of knowledge about gifted education: the main components derived from
this study were educational setting (physical and structural characteristics), leadership and
personnel, identification process, focus of school programmes, counselling services, and
curriculum. A discussion of the future challenges and predicted influencing factors that might face
the Saudi proposed school was provided (the proposed school is discussed in the final chapter in

the recommendation section).
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7. Chapter Seven: Conclusion

7.1 Introduction

The main purpose of this study was to contribute to acceleration programme practices for gifted
students in Saudi Arabia, by exploring the components of one successful American school in
acceleration practices and the extent to which these components might transfer to the Saudi
context. This qualitative study consisted of two stages: the first of which was a case study of the
US school selected, and the second stage was conducted in Saudi Arabia. The study utilised three
approaches for data collection: analysis of documents, semi-structured interviews with seven of the
US school staff, and observation. The semi-structured interviews were conducted with ten Saudi
experts in the relevant field of gifted education. There were two main research questions within this
study:
1. What are the key educational components of a highly acclaimed American school
specialising in accelerated programmes for gifted students?
2. From the perspectives of educational experts in Saudi Arabia, to what extent could these
components be transferred and applied within the Saudi educational system?
Throughout this chapter, the key findings, contributions, recommendations, and implications of this
study will be presented; it also acknowledges the limitations and suggests possible areas for future
research. The conclusion of this study was reached through careful consideration of the data

analysis and discussion of the findings.

7.2  Key findings of this study

The six essential components for establishing a new intervention for gifted students in Saudi Arabia
and/or other countries who are able to afford the expenses of gifted provision practice are as
follows:
1. An educational setting that includes specific physical and structural features that can
support and meet the needs of gifted students, and guarantee sustainability.
2. Assigning a leader who advocates the programme and can manage qualified trained

personnel in a supportive work atmosphere that encourages innovation in education.
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3. Systematic fair identification procedures that are designed to determine the state
values, norms, and future orientations.

4. A continuum series of educational programmes that are designed to meet individuals’
needs and abilities.

5. Counselling services that support accelerated students with psychological and/or
academic issues on a regular basis and provide future career advice.

6. A comprehensive and sequenced curriculum that is delivered in differentiated

instructions and allows students’ progress to be assessed.

In addition, the findings indicated that in order to establish and employ new interventions
for gifted students, funding will have to be sought from the state (government), with additional
existence of fixable financial structures that allow for informal supportive financial structures and
subsidies, in order to address the physical aspects of the school, its interior, the personnel, and the
resources. If the funding was not forthcoming, the proposed school could struggle with providing
the sufficient curriculum, hiring the qualified staff and partners, and providing the appropriate
facilities and equipment. Given the fact that Saudi Arabia is currently experiencing a period of
austerity, it would be wise for the proposed school to generate some of its own funding by
engaging in entrepreneurship and innovation. Furthermore, gifted intervention would also benefit
from structured decision-making procedures, therefore allowing members to be involved in the
decision-making process. What is more, employing new interventions for gifted students needs to
be done in collaboration with both national and international organisations that support the
programmes in the form of local and international partnership, with considerations of the ideology
and values of the borrower context; referring to who borrows policy, norms, and ideology (Perry &
Tor, 2008). In addition, the research highlighted the importance of a structured back-up plan to
reach out to potential students. That is to say, when planning possible challenges, gifted
intervention staff have to be aware of and take into account obstacle, risks, and conflicts that could
undo their efforts. Finally, the findings determined the components that possibly fit with the Saudi
context in the eyes of the experts. The following section explains in more detail each component

and its ability to be transferable.
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Educational setting: some of the aspects of this component are transferable to Saudi Arabia.
Indeed, the Saudi experts agreed to have a university-based programme for accelerated students,
starting with a similar number of students; however, deciding on the layout was not regarded as
important at the initial stage. It was suggested that funds come from the state and, that the school
would have to follow MOE regulations, in contrast to the school in the USA, which was semi-
independent in its decision-making. Partnership with the leading national relevant organisation was
seen as significant.

Leadership and personnel: this component could be applied in the same way as the US school has
done. That is to say, it is essential that leaders advocate gifted education and that personnel comes
from both the MOE and universities whose teachers have been selected by specific criteria, such as
criteria by NAGC or Klimis & VanTassel-Baska (2014).

Identification process: the subject of identification would not be able to transfer to the Saudi
context unless the principal Saudi bodies in gifted regulations change their policy and apply the
decentralisation of decision-making when it comes to acceleration programmes. However, both
countries showed similar identification procedures when accepting students in intensive
intervention.

Focus of school programmes: this component is conditional and could be transferred to the Saudi
context once it modifies its policy, to accept young students into university regardless of whether
they have gained a secondary school certificate. Otherwise, the concept of a preparatory year,
which already exists in Saudi universities, can continue to be applied for accelerated students who
graduate from secondary school, in collaboration with KSU in adopting the curriculum.
Counselling services: this component is transferable, and the current situation in Saudi Arabia
shows that there is a persistent need to provide counselling services for those in a range of different
gifted programmes settings. Furthermore, the Saudi system can benefit from the US experience in
gifted counselling, especially their four-stage counselling plan for accelerated students, mentioned
in the counselling section in chapter five.

Curriculum: this is also another conditional component that depends on the preferences of the
decision maker in Saudi Arabia, whether to translate the US school curriculum and adapt it to fit
with Arabic culture, or to develop the Preparatory Year Programme curriculum to align with the

purpose of the proposed school. Moreover, there was agreement among the Saudi experts to use
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similar teaching strategies to those used in the USA, to ensure that schools meet the educational
needs of accelerated students. In addition, it is crucial that assessment used in the Saudi context
indicates the students’ readiness to enter college, rather than simply assessing the students’
progress. Therefore, it has been suggested by the experts that the Qiyas centre work in

collaboration with the MOE in order to employ effective assessment procedures.

7.3 Original contribution to knowledge

This study contributed to the knowledge on the subject of gifted education by identifying the basic
components required to establish a new acceleration practice for gifted students. Having done so,
this will guide Saudi Arabia, and other Arab countries where there is limited gifted provision (e.g.
Bahrain, Kuwait, Oman, Qatar, UAE, and Yemen) to make it available. This practice might be
applicable for countries where there is a financial capacity for gifted provision activities.

This study also attempted to provide essential literature on gifted education and
acceleration, and considered the history of this field to guide the interested researcher through
conflicting theories, and therefore this thesis can be considered one of the first studies to investigate
acceleration practices for gifted students in Saudi Arabia.

In terms of the methodology, this study was original in the way in which it was designed,
as the researcher visited an actual acceleration practice in the USA, to examine the feasibility of
transferring the educational components to a completely different context in order to develop a new
system in Saudi Arabia. This approach ensured a clear understanding of the situation, as
establishing a school for accelerated gifted students has not been considered in Saudi Arabia
before. In addition, this study has contributed to the elucidation of the educational transfer process,
an area which has not been investigated adequately to date (Gessler, 2017).

Additionally, the findings obtained from this study suggest the addition of some new
aspects to the theoretical framework, which have been derived from a synthesis of
recommendations by Renzulli and Reis (1997; 2012) and Clark and Zimmerman (2002) (table 4.7).
Moreover, it is important to add that the examination of some of the frameworks used in this study
was done for the first time in the Saudi context. The principles and components related to this
subject and examined in this study can guide the interested researcher who aims to find out more

about similar phenomena. In addition, this study interviewed the vast majority of experts and
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decision makers in gifted education in Saudi Arabia, with their opinions contributing to the
findings of Stage Two of this research. Figure 7.1 illustrates the model that is suggested to guide
those operating the new university-based programme for accelerated gifted students. The model
consists of the principles and components that are used in current practice and are from the

opinions of the Saudi experts.

Identification

One year Academic Programs

Gifted Students Pool
! ! g ™
Systematic Foundational Supportive
Process Program Program
R J

Cognitive Non-cognitive ¢ ¢
instruments instruments ‘ Knowledge skills

Advance Learning Environment

Qualified
Staff

Ongoing Counselling Services

Figure 7.1 Proposed university-based programme for accelerated gifted students in Saudi Arabia

The model consists of two sections; on the left is the identification procedure. This
involves the gifted students pool going through a systematic process; cognitive and non-cognitive
instruments; passing the national instruments that measures the general abilities, having grade A or
equivalent in the school courses, attending one summer enrichment programme at least, passing the
interview, having recommendations from their teachers, and having parents’ permission.

The box on the right depicts the advanced learning environment, specifically, a one-year
academic programme containing two sub-programmes that students enrol on at university. The
foundational programme involves students gaining knowledge by attending academic courses in
subjects such as mathematics, science, and languages. The supportive programme runs alongside
this and provides students with the opportunity to improve their academic skills such as writing,
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argumentation, and communication skills. Students gain credits by successfully completing these
courses. The model suggests that ongoing counselling services, which help students with academic,
social and emotional issues and provide future career preparation, are also provided throughout the
duration of the programme. A qualified member of staff tracks, operates, and applies the
identification process, counselling, and the academic programme. Lastly, the programme works

more effectively as a unit within a university context and following its administrative instructions.

7.4 Recommendations for policy

Based on the literature review in this study, the discussion, and the key findings of the study,
numerous recommendations and implications are provided in order to enhance the educational
setting in Saudi Arabia and to facilitate the establishment of a programme that can support gifted
students who accelerate their learning and enrol in Saudi universities earlier than usual:

1. The findings may assist the Ministry of Education to pay more attention to raising awareness
on the subject of acceleration programmes — specifically acceleration programme options and
the long-term benefits to the state, the community, and gifted students — for those it relates to,
such as teachers and the administrative team in regular schools, and those on gifted
programmes, parents and gifted students themselves. Moreover, it is essential to provide
administrative staff and teachers with sufficient materials on how to apply acceleration within
the schools and how to deal with obstacles that might occur during the application of
acceleration (e.g. student withdrawal, rejection from parents, and scarcity of resources). In
addition, it would need to engage effective media, including social media, to raise awareness of
acceleration in schools.

2. This study supports the decentralisation of decision making and advocates that the Ministry of
Education rethink how they can reduce the effect of bureaucracy on acceleration applications,
widen the circle of decision makers involved in acceleration practices to involve more
members, and include schools in the decision making process, rather than simply relying on a
list of students who have been approved to be accelerated by the MOE.

3. A collaboration between the Ministry of Education and Qiyas and universities might be
effective when modifying new policies for those 120 students who have already been

accelerated in their regular education; it would mean that they accept those students who have
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already passed the admission criteria for acceleration and were in ninth, tenth, and twelfth
grades, to involve early to the college, and facilitate the students’ transformation. Furthermore,
the findings of this study might assist Saudi universities which are considering accepting those
students and enrolling them on the Preparatory Year Programme. Lastly, the intensive
counselling services and follow-up suggested could fit the needs of those students until specific
intervention is approved by the MOE.

This study highlights the following criteria that can be used in the case of early admission to
college, including the following: passing the national instruments that measures students’
general abilities, attaining grade A or equivalent in school exams, attending at least one
summer enrichment programme, passing the interview, providing recommendations from their
teachers, and having their parents’ permission. These criteria might be beneficial for Qiyas and
universities who are interested in applying the Early Entrance Programme to accelerate gifted
students.

Training is required for gifted teachers and qualified teachers who intend to work with gifted
students in the following areas: characteristics of gifted students, and the social and emotional
needs of gifted students. The MOE and the National Commission for Academic Evaluation and
Accreditation may collaborate in offering training programmes, as well as consider the increase
in the number of the Department of Psychology’s alumni to cover the current and future
demand for counsellors working with gifted students.

Institutions who care about innovation in Saudi Arabia such as Mawhiba, MOE, and King
Abdul-Aziz City for Science and Technology should be encouraged to support the gifted
acceleration programme, by providing an appropriate budget for those projects, ensuring the
rise in innovation in Saudi Arabia that aligns with Vision 2030 to achieve the national
performance indicators. Offering sufficient funding and legal channels for subsidies for such
interventions might lead to a more fulfilling curriculum, conducting awareness campaigns,
hiring the qualified personnel and partners, and providing the appropriate facilities and

equipment.
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7.4.1 Thoughts for the next step

Given the shortage of university-based acceleration programmes that include counselling services
for gifted students in Saudi Arabia, major efforts to establish and operate them within universities,
albeit on a small-scale, is desirable. | have suggested some steps below that could lead to achieving

some movement in improving the acceleration application in Saudi Arabia.

A proposal based on this study has to be written by the author of this study, who has a
background in gifted education, and directed to the Minister of Education. Following that,
negotiations would be needed with the Minister and the Vice-Rector for Educational and Academic
Affairs in KSU to keep things moving forward. Furthermore, a small school (unit) is required
within KSU as a leading university in Saudi Arabia. Due to the political orientation that calls for
gender equity in education, the school would start with two separate sections, one for boys and one
for girls. Starting small was advised; however, it is possible that another school for boys would be
established at King Faisal University for Petroleum and Minerals in Dhahran city, and perhaps also
one for girls at Princess Norah University in Riyadh. The success of the practice will determine
whether other schools will be opened in different parts of country. The unit or school could be
under the umbrella of the Students Affairs Department, and in the near future, the unit may

possibly be housed in an existing building that has perhaps been modified to be fit for purpose.

In the establishment phase, the formation of a committee or steering group is necessary, which

includes members from the following:

— The author of this study

— Ministry of Planning and Economy (for their views on strategic planning)

— Vision 2030 team (planning and assigning Key Performance Indicators [KPIs])

— MOE (planning and executive action)

— Mawhiba (planning and executive action)

— Aramco (planning and financial support)

Based on my experience in gifted education, the school or unit would have to seek

financial support from different channels such as the private sector organisation. The Saudi
Telecom Company have a long history of supporting gifted students and innovation, and the Saudi

American Bank (SAMBA) have shown great efforts in supporting programmes in community
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partnerships. Alternatively, the school would have to be entrepreneurial and innovative to attract
investment and funding, and collect donations from alumni networks. Alternatively, or in addition,
they will have to operate Summer and Saturday enrichment programmes, charging a nominal fee in

order to cover their expenses.

In terms of operations, it will involve the collaboration between the following organisations:
Qiyas, Mawhiba, and the MOE during the student assessment phase. The MOE with the National
Commission for Academic Evaluation and Accreditation will be involved in developing the
curriculum. Finally, and crucially, knowing each organisation’s role and function will reduce any

conflicts that may arise and perhaps invite bids to supply the school.

7.5 Possible future research

This study aimed to explore the components of the US special school and the potential for
transferring these components to the Saudi context in order to fill the gap in acceleration
application. Given the key findings noted in this chapter, several research topics, questions, and
methodology approaches are recommended for the future below:
1. Several areas have emerged during this study that need more consideration. Gifted
identification in Saudi Arabia is still an area that requires further investigation. Saudi
Arabia has 5,788,972 students according to the latest statistics shown on the MOE website
(see chapter 2), and as Stage Two of this study revealed, only about 120 students have been
accelerated across the Kingdom, which means that Saudi Arabia is only serving the top
0.01% who are exceptionally gifted based on the Gagné (2008) metric system. Therefore,
this ratio does not align with global standards; therefore, indicating that identification of
gifted students needs urgent investigation in Saudi Arabia. A possible future research
guestion could be: What is the current policy for identifying gifted students in Saudi
Arabia?
2. The application of one gifted intervention from one context to another should also be
examined in future research, in particular, considering the influence of culture, power, and
language on the proficiency of the intervention and its effectiveness on the transnational

education between two contexts. Correlational research methods could be appropriate for
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answering the question: What are the effects of culture and power on the proficiency of
transnational education programmes?

3. Acceleration application is a pure area that needs further exploration in Saudi Arabia, as it
is a new intervention. What is more, the long-term effect of acceleration and the
socioeconomic effects of this application could also be considered. In addition,
longitudinal research could support the efficiency of acceleration application in Saudi
Arabia. A possible research question could be: What are the long-term effects of
acceleration on a specific category (e.g. grades or gender)?

4. Finally, there is the subject of gifted students transitioning to college in terms of their
academic, social, and emotional development, their experience in special programmes
before and after being undergraduates, as well as exploring other factors that can affect
gifted students’ growth during this stage of their life. A grounded theory could be
appropriate to understand this case, with suggested questions being: What is the process of
transition to college? What are the influential factors that affect gifted students’ transition

to college?

7.6 Limitations

This study was limited to one particular US school that was unique in its application of acceleration
(the number of schools which applied this type of acceleration was eleven to fourteen in the USA).
The school is not representative of all the special schools in the USA, so generalisations cannot be
applied to the entire population. However, it might possible that other schools have had different
experiences that could be more applicable to the Saudi context. In order to determine if this is the
case, administrative staff in different school settings could be asked to complete a survey, which
then might provide further information about the key components of gifted education that are not
covered in this study.

The method used in Stage One was a case study, which required the gathering of in-depth
data from a relatively small-sized sample. However, | considered the sample to be a sufficient size
to facilitate the drawing of a meaningful conclusion.

In Stage One, the visit took nine working days as requested by the school director. A

longer period of time dedicated to data collection might have led to a better understanding, and
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offered more insights into the school situations and factors contributing to the success of the
provisions for gifted students.

Another limitation is the segregation between males and females in the Saudi institutions,
which resulted in me not being able to enter one of the Saudi universities, leading me to have to

interview the participant over the phone.

7.7 Summary

This study sought to explore the components of one particular American special school that applies
acceleration, in order to examine the components for potential transferability to the Saudi

educational system. The study revealed six educational components, two of which were completely
transferable and four were subject to conditions. Optimistically, the recommendations of this study

would enhance the situation of acceleration application in Saudi Arabia.
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Appendix 1: interview questions and their relation to the components

Components by Clark and Zimmerman (2002) ﬁ;)mponent
Educational setting and administrative arrangements C1
Teacher selection and strategies Cc2
Student identification and characteristics C3
Curriculum content C4
Selected components by Renzulli and Reis (1997)
Organisational components: procedures for staff teaming and interaction, C5
material, data base, community involvement
Service delivery components; Total Talent Portfolio (TTP), Curriculum 6
modification techniques, Enrichment learning and teaching
School Structures; Enrichment Cluster, Regular Curriculum, Continuum of c7
Special Service
) ) Related
Interview questions for Stage One
Component

1. What are your school’s aims, who determines them, and why? C5

2. What are the policies relating to identification? C3,C6

3. How do you track your students’ progress? C6

4. What is the role of the staff? C5

5. What is the role of the administration? C5

6. What is the role of the teachers? C2,C5

7. What are your responsibilities? C5

8. Are there any particular committees; if so, when do they meet? C1,C5

9. What are the functions of the committees, and who assists on these -

committees?

10. Are there any associations that serve the school? C5

11. What is the involvement of the community? Parents? Stakeholders? C5

12. Is there any specific training programme for the staff? If so, why? C5

13. What are the criteria for student admission? C3.C6

14. What are the curriculums that you employ in the school? In addition,

) ) C4, C6, C7
what are their outlines?

15. How long have you been at this school? Cc2

16. Have you always taught here? C2,C5

17. What do you deliver to the students in SP? C4, C7

18. What are the criteria for admission to the SP? C3,C6
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Interview questions for Stage One

Related

Component
19. Do you rely on any specific teaching approach? If so, what is it? C2,C6
20. What are your resources to deliver your curriculum and activities? Does C2.C4, C6
technology feature in SEP?
21. Are there specific strategies that you use in the classroom? C2,C4, C6
22. What are the common problems that you face with the gifted students and c3
how you deal with them?
23. Do you have any extra plan or programme for any specific student? C3,C6
24. Who assesses your work and in which aspects are you assessed? C4,C5
25. What are the benefits of the programmes for the students? C1
26. What do you deliver to the students in SEP? C4, Co, C7
27. What are the criteria for admission to the SEP? C3,C5
28. What experiences do you have with very able children? Where do you c3
feel you need more training?
29. Do you rely on any specific teaching approach? What works with your C2. C6

most able children?

Questions emerging after pilot study and discussion with supervisors

30. How the school is financed? Where do you receive your budget?

31. Is there anything else you want to discuss about working with the most able students?

32. In your opinion, what are the components of the special school for gifted students?

33. What are the differences between your school and the ordinary schools?
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Interview questions for Stage Two

Themes

Questions

Educational
setting

1. The findings indicated that there are benefits to locating the
school within a university campus. Should we locate the
Saudi school within a university campus? If so, why? And
how?

2. The US school building contains one classroom, a lounge,
teacher and administrative offices, and a kitchen. To what
extent would this be a suitable size and building layout for
the Saudi school?

3. The US school prepared the gifted students to the university
life, and contains between fourteen and sixteen students for
the Transition School and thirty-five for the Academy. Would
this be a suitable starting point with a similar number? Why?
Do we in Saudi Arabia have to start with a similar number of
students? If so, why?

4. The US school relies on periodic committee meetings to
reach decisions and define policies and goals. Would such
procedures be important for the proposed Saudi school? How
might this be organised in a proposed Saudi school?

5. The US school has funding from their superintendent. Who
will fund the Saudi school?

6. The US school relies on relevant organisations (i.e. NAGC to
gain knowledge resources). What are the organisations that

will promote and support the proposed Saudi school? Why?

Leadership and

personnel

7. The US school consists of:

e Administrative staff (one head teacher, two associate
directors, an office manager, administrative assistant,
and a financial officer)

e Counselling staff (academic counsellor with experience
in mentoring gifted students and a counsellor in
training)

e Education staff (nine transitional school teachers, four
teachers for the Academy, nine Saturday programme
teachers, two part-time contracted teachers, a
programme coordinator, and a research assistant. Most

of them have a PhD or Master’s level qualification.
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Themes

Questions

Is this structure suitable for the proposed Saudi school? Do
you suggest any recruitment plan? Would you like to add

anything else?

Identification

process

8. To what extent are the identification policies and admission
criteria in the US school appropriate for the Saudi context?
9. What outreach plans have been put in place for students?

School

programmes

10. The US school delivers three main programmes (Transition
School, Early Entrance Programme and The Academy). Is it
necessary for Saudi Arabia to start with all these

programmes? If so, why?

Counselling

11. The counsellor plays a major role in the students’ preparation
and support. Does the proposed Saudi school need such
counselling services? If so, why? And what might this

involve?

Curriculum

12. The US school delivers the principal courses such as English,
maths, calculus, and science. What are the recommended
courses that the proposed Saudi school should start with?

13. The US school concentrates on higher thinking skills. What
are the most important skills that the proposed Saudi school
should focus on? Why?

14. How would gifted students be assessed in the proposed Saudi

school?

Additional
question after
piloting of Stage

Two questions

15. What are the challenges and obstacles that the proposed
school might face in Saudi Arabia?
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Appendix 2: observation forms

Observation Form/School

Date: Time: Observer:

Give descriptions/numbers of the components below:

) Entries:
Offices:

Meetings room: Halls:
Resource room: Catering:

Entry time:

Amenities:
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Lunch time:

Corridors/ walls:

Home time:

Classes:

Other:
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Observation form/classroom

Date:

Time:

Class:

Subject:

Educational setting/arrangements

Classroom layout /sketch

Related to students

Classroom arrangement

Facilities

Other

Curriculum

Instructions/ strategy

Interactions

Other
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Date /time

23/1/2016

- ST

Appendix 3: proposed visiting plan for the case school

Activity

Description

Campus tour by the researcher to observe the location and amenities
surrounding the school.

Comments

On the first day, the researcher will

The duration of
the first visit

25/01/2016 | Introducing introduce herself to the centre staff, and .
I . . will be about 3-
10.00 am- activities/Q& then she would like to have an idea 4 hours
2.00 pm A and School X about the school design, layout, | attendéd the
observation organisation, and structure. staff meeting
26/01/2016 School Ir?t(.arwevv_: Qpen guestions gbgut school
. . vision, mission, budget, policies, staff
0800 am- observation The Director .
3:00 om (TS) training, KPIs, parent support,
oP curriculums and gifted identification.
Interview: Open questions about
7/01/2016 . f:oorq”?atlgn of the pro-grar.nmes,
School Associate identification and nomination, type of
08:00 am- . . . . .
3-00 pm observation Director gifted provision, the differences and
s between them and the impact of the
programmes.
TS school Interview: Open questions about
32/83/22116 School director (the | identification of the transition school,
: observation English curriculums, teaching techniques and
3:00 pm
teacher) strategy.
29/01/2016 2 Members .Inter\./l.eW:.Open quest|0n§_about
08-00 am- School/class | of[...] identification of the transition school,
3_60 m observation Academy/ curriculums, teaching techniques, and
P Instructors strategy.
30/1/2016 Campus Four by the researcher to observe the location and amenities
surrounding the school
Interview: Open questions about nature
Counsellor
01/02/2016 Class and of the Saturday programme, what they
08.00 am- observation counsellor deliver to G&T, teaching technique and
3.00 pm (TS) intern strategy, differentiation, the benefit of
the programme, and evaluation.
Informal
02/1/2016 Class chat with Financial issues, administration issues,
08.00 am- . .
observation Administrat | and school rewards.
3.00 pm
ors
03/1/2016 Informal
Class chat with the . ..
08.00 am- . School time and organisation.
observation school
3.00 pm L
receptionist
04/1/2016 School/class
08.00 am- . Director Discussion about the visit.
observation
3.00 pm
05/02/2016 Leave USA, return to UK
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Appendix 4: consent form

CONSENT FORM (V.2) 04.Nov. 2015

Researcher name: Jawaher H. Bin Yousef

Ethics reference: 17513

Study title: Designing a model for specialised schools for gifted students in Saudi Arabia

Please initial the box(es) if you agree with the statement(s):

I have read and understood the information sheet (04.11.2015 V. 2) and have

had the opportunity to ask questions about the study.

| agree to take part in this research project and agree for my data to be used for

the purpose of this study

I understand my participation is voluntary and I may withdraw at any time

without my legal rights being affected

I understand my data will be recorded and used for the purpose of this study

and my responses will be anonymised in reports of the research

Data Protection

I understand that information collected about me during my participation in this study will
be stored on a password-protected computer and the hard copy will be stored in a locked
cabinet, and that this information will only be used for the purpose of this study. All files

containing any personal data will be made anonymous.

Name of participant (Print NAME) .........c.oeeutiniitit ittt eaeeaeanns

Signature of PartiCIPant..........o.eiiiriit i
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Appendix 5: participant information sheet

Study Title: Designing a model for specialised schools for gifted students in Saudi Arabia
Researcher:  Jawaher Bin Yousef Ethics number: 17513

Please read this information carefully before deciding to take part in this research. If you are
happy to participate, you will be asked to sign a consent form.

What is the research about?

I am a PhD student at the University of Southampton in the UK. This project forms part of my
training which will lead to a doctoral degree in Education. This study aims to, first, explore the
possibilities for gifted and talented education in Saudi Arabia in light of the established specialised
school system in the USA. Second, to understand and explore the composition of the US
specialised schools in terms of school policies, criteria for identifying gifted and talented students,
staff qualifications, curriculum, and the provided services, in order to create and design a model
that simulates to the greatest possible extent the US practice. In addition, to contribute to the
literature of gifted education in Saudi Arabia. This contribution might help the decision makers in

the relevant authorities to make further improvements.
Why have | been chosen?

The participants in this study are leaders and teaching staff who work in the [...] for Young

Scholars.
What will happen to me if | take part?

If you agree to take part, we will arrange to meet at a time that is convenient to you, in a quiet,
private venue in which you feel comfortable. It will not cost you anything to take part or, if you
prefer not to meet, we will conduct a phone interview at a convenient time to you. Once you have
given your consent to take part, we will have a conversation, which will probably take about one
and a half hours, about your work experiences in the [...]. The conversation will be recorded by
Voice Recorded Application on the researcher’s mobile phone, with your consent, for transcription

and analysis purposes.
Are there any benefits in my taking part?

I hope that you will find taking part an interesting experience. The results of this research may help
the provision for gifted students in Saudi Arabia and other countries. There is very little research
that explores the establishment of specialised schools for the gifted, so by taking part you will be

helping the further enhancement and improvement of organisations that serve gifted students.
Are there any risks involved?

There are no real risks to being involved and you are not obliged to talk about any experiences you

feel uncomfortable discussing or find distressing. You will have the opportunity to verify the
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accuracy of the interview transcript and make any changes to the record. You have the right to
withdraw from participation in this study at any time. All the recorded information is strictly
confidential and will be kept in a password-protected computer and the researcher will maintain the

privacy of participants.
Will my participation be confidential?

Confidentiality is very important in this study. The recording and any documents will be stored on
a password-protected computer, so that they cannot be accessed by anyone else. In any written
documents your name will be changed to a code, as will any other details by which you could be
identified. Information will be kept safe in line with UK laws (the Data Protection Act) and
University of Southampton policy.

What happens if | change my mind?

You have the right to withdraw at any time without any penalty and this will not have any effect on

any of your rights.

What happens if something goes wrong?

If you have any concerns or complaints about how this research is conducted, you may contact:
Head of Research Governance, University of Southampton, UK.

rgoinfo@soton.ac.uk

+44 (0) 2380 595058
Where can | get more information?

If you have any further questions once you have read this information sheet, please get in touch

with me using the following details:
Jawaher H. Bin Yousef

University of Southampton, UK
UK # 00447774462586

KSA# 00966501889977

Email: jhbylgl2@soton.ac.uk
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Appendix 6: Arabic version of the consent form and information sheet
for the Saudi experts (Stage Two)
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English translation of the consent form and information sheet for Saudi experts (Stage

Two).

Specialised school for academic accelerated students in Saudi Arabia
Name of the researcher: Jawaher Hamad Bin Yousuf
Student Reference: 25306

Please if you agree, tick the box next to the following sentences:

I read and understood the information sheet of the participants in the study (V.1,

2-2-2017) and | had the opportunity of asking about the study

| agree to participate in this study and accept the use of my data for the purpose of

the study

| understand that my participation is voluntary and I can withdraw any time

without any legal claim

I understand that the interview will be audio recorded and used for the study
purpose, and | will not be identified in the research

Data Protection

I understand that the information collected during my participation in this study will be
saved on a password-protectedpersonal computer, and that paper copies will be saved in a
closed locker; this information will be used for the purpose of this study only. All the files
that have personal data will not identify the identity of their owners.

Name of participant (printed)
Signature of participant:

Date:
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Information sheet for participation in the study

Researcher: Jawaher Hamad Bin Yousuf Number of the research: 25306

Please read the information carefully before a decision about participation in the research. If you
are happy to participate, you will also be asked to sign a consent form.

What about this research?

I am a PhD student at the University of Southampton, UK. My research interest is to educate gifted
students in Saudi Arabia where this project is part of my training in the PhD programme. The study
aims to examine the possibility of transfer or simulation of one of the American schools
specialising in acceleration programmes and their practice to Saudi Arabia. This study may
contribute to the enrichment of Arabic literature in learning and practising the care of gifted
students; the study also may help in assisting the decision makers in the relevant Saudi
organisations to enhance and develop education in the country.

Why are you chosen?

You are chosen because you have experience in the Saudi educational system or in the field of
education for gifted students.

What is supposed to happen if | participate?

If you agree to participate, we will arrange an interview for you at an appropriate time in a special
place where you feel comfortable, knowing that it will not cost you anything, and if you prefer no
personal meeting, we can do a phone interview at a suitable time for you. The interview may take
forty minutes to one hour. It will be on your opinions about establishing a specialised school for
academically accelerated, gifted students. There are no right or wrong answers, and according to
your consent, the conversation will be audio recorded using the sound application on my mobile for

the purpose of analysing data.
Is there any benefit from my participation?

Your participation will add an important experience to the study. As well as the results, the
research may help the progress of services for gifted students in Saudi Arabia and other countries.
Furthermore, it will help in the development and improvement of organisations that serve gifted

students.
Will | participate in any dangers?

You will not be involved in any risk. You are not committed to talking about any experience that
you are not comfortable in discussing; you will have the opportunity to make sure of the accuracy

of the interview and make any changes on the recording. You will have the right to withdraw from
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participating in this study at any time. All information is confidential and is saved on a password-

protected computer, and so the researcher will maintain the confidentiality of participants.
Will participation be confidential?

Confidentiality is very important in this study. The interviews and any documents will be saved on
a password- protected computer so that no one can access this information or hack it, and in any
written documents, your name or any other personal details will be encrypted so that no one can
identify your data. The data will be saved and kept according to the laws of the United Kingdom
(Data Protection Act) and the policy of the University of Southampton.

What happens if I change my mind?

You have the right to withdraw from this study at any time without penalty, and this will not affect

your rights.
What happens if an error occurs?

If you have any concerns or complaints about conducting this research, you can communicate with:
Head of Research Department
University of Southampton, United Kingdom

rgionfo@soton.ac.uk

+4402380595058

00447774462586

262


mailto:rgionfo@soton.ac.uk

Appendix 7: US school location/ university map
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Appendix 8: Arabic version of Stage Two interview questions

Translated in Appendix 1
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Appendix 9: Arabic version of the document used for Saudi experts in Stage Two
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English translation of the document used for Saudi experts in Stage Two

Proposal for specialised schools providing Early Entrance Programmes for gifted students

This proposal is the result of a case study of a specialised school in the US which provides
programmes for students who have been academically accelerated. It is one of the eleven schools
that distinctively provide such programmes on the US level. We will tackle in this paper the most
significant components on which this school has depended, aiming at discussing deeply the
possibility of copying or imitating such experience. Therefore, we kindly ask you to read this paper
carefully and discuss any point that you feel is not clear or understandable for you.

What is this school?

This school is one of the eleven state schools that exist in the USA and provide specialised
programmes for students who have been academically accelerated from seventh, eighth, or tenth
grades until they completely move to college, without moving to secondary school. What
distinguishes this school from other schools is that it contains two unique programmes:

o Early entrance programme is preceded by a preparatory year called the Transition School for
students at seventh or eighth grades, i.e. the equivalent of the average first and second in
Saudi Arabia.

e The Academy programme which is a specialised programme for students at tenth grade, i.e.
the equivalent of the first secondary in Saudi Arabia.

The school has conducted several pieces of research on itself that have helped to improve its

performance.

The school role

This school provides the appropriate environment and programmes for these students, as it provides
in the Transition School a guided academic programme for one year in which students become
qualified to find it easy to move to university life after that. Then students join another guided

programme called Early Entrance Programme to the university.

This school further provides the Academy programme which gives specialised training in
subjects in the students’ academic preparation. They are less intense than Transition School where
students at this stage are older and more prepared. Moreover, the school provides various enrichment

programmes, such as Saturday programme and Summer programme.

The school also focuses on the emotional and social side for students as it provides a
specialised guidance programme with the attendance of specialised consultants to guide and help

talented students.
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Where is the location of this school?

This specialised school is located in the centre of the university campus at one of the biggest major
universities in the US. Its location is characterised by its proximity to the public library and university
buildings and facilities. In addition, the school has several partnerships with relevant organisations

that support the school in knowledge resources.

Who works at this school?

There are experienced specialised staff working at this school who hold doctorate certificates in
different specialisations. Most of them are faculty members of the university. Furthermore, the school
principal is one of the specialists in the talented field. The staff are responsible for deciding,

determining, and applying the school vision.

What are the curricula they provide?

The curricula vary according to the programme; for example, Transition School students study
mathematics, statistics, English language, biology, chemistry, and physics. In the other programmes,
there is preparation guidance to facilitate engagement in university life, such as academic writing
and etiquette for dealing with the faculty.

Teaching strategy depends on developing high thinking skills such as analysis,
implementation, and evaluation. It also focuses on discussion and researching. The short research
paper is one of the major outputs of the programme through which the students’ performance is

evaluated.

Number of students

The school accepts sixteen students for the Transition School and thirty-five students who have

completed tenth grade.

Registration requirements
The school has the following requirements for joining:

e Passing the national capabilities tests (CATSs) with a success rate of 85% or more in English,
mathematics, and reading

e Two years of academic records that declare a constant level of excellence

e The students’ date of birth which indicates that the students are under fifteen

e Passing the interviews
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e Possessing motivation, commitment, and maturity

Why is this school important?

The current academic acceleration policy (Resolution no. 3424953) in Saudi Arabia is restricted to
a specific class of students in accordance with what has been mentioned in the procedural manual
issued by the Ministry of Education. The future of these students is not clear especially after
graduation from secondary school under seventeen years of age, which is younger than the
expected age to attend university. Therefore, the existence of preparation programmes within
specialised schools inside the university is more like a nursery for these students to qualify them at

academic, psychological, and social levels to smoothly engage in the university.
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Appendix 10: acceleration policy in Saudi Arabia and the structural
manual by the MOE

il il P o
AR ( !H!!!!!!!!!!]'!!!!!!!.'!.[H-?Ff' s

olladl :‘L..:’L.JLJ ,',_J}_}_Y\ L..'I,_uj\ /.‘r:.,_._‘_-.glil
1<
A=

BT PR RS

pobailly o) Bl sl 5] pesd @iaas

alll ala s Mﬁulﬁ@}”ﬂ'em )::._A_A:E_\L:_A_u
alll alna- a_!aﬂ'l_w_q_a ‘Q__f_L'__A_]II} @ﬂ'l sadea obe.

Doy ;:Cal&;)igdiﬂ Lq.gh)j{n&:dg‘m){_‘_uﬂ
aaadas sladel OLdn caViYe/N /0 G’—)L_'j YEYidov f;ﬂ) Lyla 1 6508
wSale e Bgas 1eunl Guld Ul /i tall Ay aldnd

P Lot s UM s el ) D5, 1 iU s o 531

acceleration@moe.gov.sa

.djl&)_‘:j cl.jJ'I LQJ-JJ(Q&\J_‘.CH ﬁ}b.u.”}
A et

AT N

cleiilg dapilt 5054 Sy
p:j——-._da"‘% (iﬂjm‘aj . D

r’.;._’,:/ﬂ,j AL S\ - _\{_\\l-- o “ '
e L R EE S

La.u&l'f ST =
S e pall Al 3yl Cm o ol ) Bt g8 050l 5Lt 55
revn.anay i o—Bd Cmlidl 7 enadl ) wakadld 5 05501 Jusimgt 5500

Vv g Y v e
(b gt/ cmsgagll 3 aaladl ERIED: -

A~ -




PN TP =S

gy gall /o ps gall Laladd 5,000

il 12 X1
3k i LT fgesf (it Crld Lalfg oSl

aladl adalll 421 o0 B

slae]

ligagall / Gnuga gall Laladl 551031

AVETE donandl g3



yosadl) 55061 Tz

Sl gald / g gell Laladl syl

Fo:!..l.a_l

Loaadad Gl Lagnyald Cadla¥l asl ¢ (gnle yut Uagis Lyl 0l Sldllally el oyl Cplaal s
S 3y & il Letid ajeilly ragastl (e Liilay Luale ilelass slue Y waladlly Loyl 359
e ol 5 (on Laliaell Lgiilame 2oy Slandl o bsi LA 2 plall ey 0 Lot s lae ] oy
Les ity Lol L 51 patand 2 S ugass ol gt bllally CooUall (s 500 2 Liaadis 3.
55aLa &yl mBUall o 1)) ogblsl pum i3 5 cogiile s il 3adons 2 Gl ity ¢ Laslaws
N greidl o] Al Y los LS 2wttty rloeil) s aolic @al snlin 25 L) 53] Zasi e
Dy blie] Lonslie]s Lagienin ' e il Lilially olial Lo ya gy Lavaie el ys il yin
el iaatll e ¥3m 2 i) Tibopll linagoll Yina pting

elgdily Ly cudidl 5 p Sl 1y LU Eag-a1 A asY 2 4o LL 3,045 51 Slel V) i s yas,
I3l ren Laliiel 25057 gabe sl Ui Tl (i) sl ilally L3I iy Lass 2uiaiil
e ol ldUally OMIalb s Ly dnas il

Lo Wiy LELLY 3 0l Lee 31,8315 e W0l Gl e cpbalal] gl 4l oy g i

el LgSbip) 2 280 L) bl 4l U5 Lo s 5n i 2 g 0 5 ¢ agilompalog ugilalls 5515

PRRTIPY ISR

s JTalil e 0 Juas

277



maball 35t i

Slgsgedl /o gall Lalad) Y

Pl Jsadll 2 p il ligs (5auaie Yien 2] (Acceleration) ., / T IR
bl iadl of dsal a0l 00 (52 is (e il Sling ¢ iyl S dsxall J9¥ canalt LS
ol ol g peas LaSLE ao il @ 1551 (ng ciopllall ool yLgkl Lgad Cllall o550 La 50l 5 9l g9l
O gl Loag ¢ Jalodl s ) )l Lo gy e lel aadys Cio ) cas ¢ye Jaill b Ldlall
Al Leabdl el ¥l sn sty 3] Il P Lo alad¥] (o 5 3 Gl gyl ary
Lole e 2lhud g obaloials Gaalety oo ugily3l Bgds ale f90t 5 iagn 5 35a oo tallal) duoy La
Sl y Sl s Grandatll allsill e @iy Lo ¢ ol S8t Gbanall, oloill s @gicmal
ol diomlll 155 (s (Rl 50l om (LI 55 201 a1y ¢ dbadl a5 sip i Jala
13103 a0 alatlly a2l 350558 o 40 e Y ETV/ 27701 2 omls g /0T @B el dealawd
50t Uiy caals 4By o oa el i J] €l )3 2 ol Uy gty 0l Ul it
Sodsey ¢ U Gadoes e L se @5 5 gyl alid Gl Gy ] aii gl Liond s 2, patail)
sl w/\/\/@)‘.__,Lu.JL_JC"_L‘Ab EYA/ N /Y 03y 580l et (LB e gl d_nafal)
e AU Lo 4 2935 () s sl e Byaill g ydin slae] Jlags] ] DbVl . ) EY4/1/1A
Lolsma] e el (gdls g aully Guludll Gl gl 555 1w Galaitls ¢1aa¥ls deagall dia yg 5uiall
2l Lot 3ol 8 wssiult ilgoly Guwlall (e sslann ¥

kel Sl guaisel) JoB e Lapiinll ol | ey @alailly a3 55055 @y, Lia e
e O 55191 Jaliy (ao el S 91 Julubl) St e 2 G gl 815 Y) ol ghaidl 3y el
gd dgmill & eyl Grapodl asls 455 il Susasl] GOl )03 il B Gl Y in
&yl

278



PULTCTEI I TS

Slangall / oga gl Laladi 7 1%

P ghal Badad Sify e

Db prd O el hedl 2 0l dm s awsy 23,20 Bgpall el gl sl
0131 3580 Gl ¥y slaill ool 13,

Crasaglly cndgatll Ldlall e aldl Sl bl ¥ Gl ) dlelall Cudlu I sal g gyl Y

Sl on naass el 31 o b 55T Iigmmy 0 e one el Llall gyl sl ¥
eailly e Laia Y|

o LaasdlB Lo (e 5 wodUall e il Lurhll 533 0y s oyasill opln] 8

e JSs Ll e Sohudlly Calsll ekl Gle e lin ppedll o0

¥l Geall At a)s ot admill e Oal) pog v b pupedll

Aozl e oy aatll AU By 0 e obol ydn sl gl 5391

e o bl U1 A T 520 cpralall Jualis wled] 535 (a (rowomg el L]

S (8435 e el gl colud A

279



laill 7,05 440 it

wabo gt gall £ Lro gt pall 2aladl SJL)'_Yl

: yﬂl&ga@h}iyi&wgﬂﬁﬁiuﬁaﬂl

= geittdog e Jolss (il (G0 U lans sl 5 Sl 138 2 4y sl popal]
sl (a sl s e 3 s ) el wledl e JUGY1 2 3ol
A8 yds s syl

sl Tl a1 235, AU Ll ppen 30 (e 50 sigole i By ol il cllall Ly
AL I ple Juna e Juan (o gl (a5h01 (e faiag yEnis Jonda 2SI i yal
Gl sl ol 2l 255, 500 Lyl sl a 53l J 223 26l 7 AV Jueny ¢
Lo W Lgildl 5] dlassild o pall sl g el Lgsa g Al Ll ia Jg¥) Leaally
AU Boatl gl LR Y2y el) Dogllall il ylt e 4 gaca

dlally Clall 45 aiais CIUR Rass gy e s Il Y

' Qe AL Lae (Bl (ot Dl ol giaal (g ($o1 21

i *

.Jojb;.i.&-lj 3 ya E._JSLLL\A” -‘JJ-‘).U %;JUQ.”&}.A«:)

ity f e el 2112 5 |

UV F RN RO Epe | T BN - I [N | a

280



ealadld 315,50 Ul

Slipagall £ gyl ialdl i 530

& sl Ol |y

i U AL 2 10 g o aad
LAY Gled) gugastl OUall e o yaill Gubis jiial @M Ul s Y
SV o el Al ol Sy U255 0 ey Lall psan Ul L) e assinll Y
Npll adsle Jea 2 Yula LAV Juaag ¢ 25515 194 ale Jana e bl Jgan 9l
A L o S eyl Juadll L 255,50 Tyl
il alai) cpseo )l MUl ($ 9053 gealiys i3 ¥
gl aled ] Jlessin¥ JaW sy diaalse e a5 Tl Cllall Luan sl WAL 6,0 6
il i U Ul Lo Jlaagsl e assiEll o
il dog 5 gude cudidall ol Ul Gle luaadl Lo Y Gudas 1
RS R PS PRSYOI (BN RN

<

Lol Jol el Laands s Loy
(¥ ol ) gl Sl b oy uaie 30 ST Ll il 1 519901 Ao

LAl Lol )3y conayald ol copoail] oyl gy a1 235 3y Loy o 55 bniulf o3 i
058 el Lalall 51331 b (o ralally T3 o] ) Il fgama ipo 2T (o] e ool

O Babe U5 (B J 9| el Juadd! Q1)L | B 2l il y3 Siard Ac dllall Jpuar 3o S ¢ AOLEN A 1)

S b J guland fsotsar ¢ 3w Aty 31

Lyt 515 25555l eyl pses ol DTS R SRR

isle J£o 2 ieals / AV Jueag ¢ Liesls £3A ale Jusa Sle Jpnnil | i “'"‘“31\!
= 2 o eyt it el b ant 2 8 5y, 2l Ll yodl slgdd oy [ R
oy ekt Ll yudT 21g1Y e sals

1 281




el 5 ) 431 Rl

;al..,.aPJJ / u‘uy&}aﬂ ialadl ;;'J._)"F

Qe | UL (o pf oy Wl (6 9.4 prabd oo @22 1 AN Al 11
dogrd 4 pio i ey gal elidgly croe s U MUt Cbugions iyl L3 e $se g maliyy 2ans
.43!:.|)_1_~13 coJ:ﬂ}'sB :(\-_3_).4.‘1]”

e A Sy JLaSLuY 5341 399 wcliad| 328154 (o USLLH « dasl ) Ay 3

200V e Jguasdl oty ¢ AT Sl 5 )la ¥ Gy pdi ] dUall Lol Utaa ool -3
$oe i 2 llly oyl sl Lagayail oyl gy LS pa GLES LS )W g gl i wdas -
2 el 595 cdUadf ¢y i3 Lalall (o 5 way Sy camlly cdio 55l B il sl )
iy oldya] B Jlesmnny

eyl 2l ) L JLAZS (o ST £ Auaeal | A 1

crmaill Lmd | a_u,m;)u;dfawaﬁmnguwlw%du&:@@G:Uu_.dumqlag) -
enailly L0520 5 100

el Lot L e ulilad) 53054 il atan (o day s ;I)J.'.;_Jua.llt.;,j Ly Jlasszd -y
s sall Laladl 550001/ syl allail 150 )01 Tl ) Lgrty (<5 poalaitly 20,301 3 510) 2

: Gpend ) it L 30Tt Awsdd] Ao oL
il 82555, Lol J8 (e onmmdipl] Gl il G5 - )
ool ly L3t )oY Syl 5 does U eV sleied -
el L3 LY i)y Aol L5 9] Jolum g —F

il gl gude il Gl Sl o (pbuuanll] )1 Gadal 1 Aasliad] A

el il Cauall) s g Lgabasnd S Cpdeall Lbuantll ol Laa Y1 e ] usial] alald 3,591 55
I 2l Lomamsad o ¢ dalsdl prang (5 550301 AL el cdacagil]l L Casally ¢ SlassYl
Aaslaie Y gyl alladd Ly 4] Ll

282



malaidd 551501 sy

by gall £ rugnpall falah 5,159

b Aol Met g &yl alade ¢ diallt| Al 1

- 5)Uasll et p Uil G55 18 Ll 3 e Sl sladiel

el )il aladl L yudh s (L ¢ 50 allad e a2 e @5 Galdl Cadadl clacd )e LY
TR

6 U ¢ Loty Lo Sutstondl Ao A1 2 dagyod 3 (g0l elliall s gl T
EREN (P SO ri| =N | [N U 10 - 03,422 Lasn) saluad Lanyl sud Ly ol
gl o Gl cdUall Db e 50,35 5 08 i gin gl ailly ¢ agal) Uao DU
eadell g K y38f 5 lal

et @ Gradbodlall il e @dailly £330 3510 as il Diond (1B ya oy 2 -t
Taladl 101/ gyl alndd 550,10 Aol ] s el 3,500 5L gil g il I3y
Urg gal]

¢ alogagdl / g agall Laladl 3,0¥0 L3 0 a5uaias Gl olgddUall mis 0
Jpaally QLSO Leladl 5,091 113 ¢ya (3itunag

el 2340 b g ety o ol oMUl L et Wl dccuditl gl oW1 dul )y
omath) alail &350 U Lol Lal )l 3l (e 535

A 283



|Ivn__:nl.n.'nl.[ ;)|3,_]1 Ul&,
Sligagald / g gal) Lol 5151

b & paud] aldad ;Ao Wbyt GLath
:Mi,lgﬁls,ijjgh_;sﬁlw.mtm A
Hoa JS Ggeacy ugasl) ale s il il ¢ gens

oyl L35 ) clipasll ale uaa
Chypiag s ) Sligagll /7 cpusagall ol ST
Clame ) @l / iy 5La ¥y dmgnl] aalul Yy
(pume) @l 7 Gy Jpaitly clyban S aalul U [

(yme) a7 ons 33l b5 Lalall 5,05%) 0

geine) 29! Laladl 2505y

o

:Ml}lﬂﬁlbl}!g‘ﬂ_wlm Y

S8 LG ¢ Laaglatll a3 al bl -y

Dpine o« Gadetdl gpili suald] -

Lsdag lpiae ¢ ol 7 cnie Oupatl gd sy / 5ylo] sose -
e ¢ Gli/ ol Sl il wed onihy / ] uke
Ngene ¢ ol / oo Joalls SIS @il Gudd)y £ 5,00f joae -0
e ol / o G BLAY @b Gady /5500 pote -1

i
284



¢yl Oty ! SAALES i) B |

bl 585 48 Ulezay

A N T e
el L3555 )11 Gl o B ENPUTOPIE P> {E{ERN VeI USEAL-TATAS!

Zaalasl 55190 o puaidl Ui el Yy a LN U ) 30aE aViTo/ /Y -¥ 34_
LSS g s g3l 2 2wt ol pn cpa IS 2l y 00 20is aViva/e/v ?g
Sy gl s poes oo e Rty ) 2hon i AVETO/0/31 <A :'

Gl 351590 gyttt Liad f il Lol ya (o iamalindl il 30 GgiS AVEYO/ /N - e/ Y <

o
-
wligagll / crapa gl poeailt Sl pa opn Zuwsbaad] Loy U1 2pads AMVETE/V/A ST -
q
el iy U Ll i S e (o Lealil) Ao, 4) 20is AVEVO/A/1 -Y
SLE, Yy s g2l st Lol gaiyed @5 (Al Cgiiall 2 Codlall clad 2150 AYEVO/V /YA
szt Ao ;U028 dag i @3 ot LUl / Ul Caisss daslta
3 o5 pesaloal e yh 3l Ty yoenll 3,50 S Lue Lalnt g baads 3
2 - 20 2 - 2 b B
3LV a5t Lol e BVEYO/NY/Y =¥ /o “~
gzl Biad ) gyl 50 1550 aas Ul Ul e 55 3
ity Tyl 5500] 2 h,
(o]
By0a O} A il 55048 LTl s GOl s (e 5,85 035 %
Raalaift 5159y p peaift i FSPATYAR AL z
wShgagll / frogngall Laladl -
il 35 Y Ll gl aUait Lo Rl Al (e dialiad Sl 5.1L5.,.:.L_JL1¢\J'.C.L‘; AR R VAWARES q

SLEyH g o il nd

il g 55 (g3l CUal) Tl Yy sl gl ¥l Laslia

285




English translation of the Acceleration policy in Saudi Arabia and the structural

manual by the MOE

Ministry of Education (280)

Public Administration for Management Communication

No: 393106697

Date: 25/12/1434

Attachments: Procedural Guide

Circular to all the Departments of Education

His Excellency the Director General of Education of District, May God protect him.
His Excellency the Director of Education in Governorate, May God protect him.
Peace, mercy and blessings of God.

With reference to our decision No. 3434953, dated 5/1/1434 H, concerning the adoption of

applying the Acceleration System on the students who show extraordinary excellence.

Accordingly, please adopt the application of the Acceleration System according to the
attached procedural guide, and entrust to the Acceleration Committee in your department to
supervise its application. For further information please contact the Central Acceleration

Committee by e-mail (acceleration@moe.gov.sa)

Peace, mercy and blessings of God upon you
Deputy Minister of Education
Signed

Dr Khaled Bin Abdullah Al-Subti
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Ministry of Education

General Administration for Gifted Students

Procedural guide to accelerate

students who show extraordinary excellence

in the stages of general education

Prepared by
General Administration for Gifted Students

Due-El-Hijjah 1434 H
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Ministry of Education

General Administration for Gifted Students

Foreword

The technique of accelerating students who show extraordinary excellence is one of the
educational techniques applied by the Ministry of Education in order to prepare national
scientific competencies of gifted and distinguished students privileged to serve society at an
early age. Furthermore, the pace of development in the different areas of life is of great
interest for them. In our education system, there is a distinguished elite of students that can
contribute in the future to the continuation of the nation’s growth, progress, and happiness.
Therefore, when we motivate and care for these excellent students and encourage their
performance, this highlights those human energies that are capable of serving our blessed
country as one of the most important elements of success and excellence in all aspects of
life. The process of acceleration to advanced school years creates an opportunity for students
to form their character and prepare themselves early, as well as opening the way for national
institutions to invest in these distinguished and creative students.

These procedures will be considered as an executive tool as issued in the students’
assessment list, the explanatory memorandum, and the executive rules concerning the
students who show extraordinary excellence, taking into consideration all the personal and

behavioural aspects of the students who benefit from the acceleration.

We ask God to give great success to those who apply these procedures and supervise them,
to achieve for our sons and daughters what is equivalent to their expectations and
aspirations, and also to contribute to achieve part of what our blessed country aspires to in its

creative sons and daughters.
Minister of Education

Faisal Bin Abdullah Al- Saud
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Ministry of Education

General Administration for Gifted Students

Introduction

Promotion/Acceleration takes many forms: there is acceleration in the early admission of
first grade students to enter school, and there is also acceleration in the level of the subject or
scientific content of one or more themes for the subject in which the students have mastered
the required skills. One of the common types of acceleration is the students’ acceleration by
promotion and transferring them to a higher grade, as described in this guide. This type of
acceleration is applied in many educational systems around the world, as it is considered one
of the best scientific techniques to respond to students’ excellence, gifts and scientific genius
which make them superior to their peers. They have extraordinary willingness and
capabilities that enable them to learn and understand faster, which requires the educational
system to find mechanisms and strategies to deal with this category of students. The (third)
paragraph of the (seventh) Article of the decision of the Higher Committee for Education
Policy No. 53/ dated 1/3/1436 H stated that the Ministry of Education has the right to issue
a decision to accelerate to a higher grade the students who show an extraordinary excellence
in their studies. The Ministry of Education has formed a committee to set the procedures to
apply the system of acceleration; the procedures are then presented to the Council of
Ministers, and they are approved by the council according to the decision no.1/10/428, as
informed by the letter no.7/1/13 dated 18/1/1439 H. This is in addition to the completion of
the preparation of the project for Gifted Identification by King Abdul-Aziz and his
Companions Foundation for Giftedness and Creativity, in cooperation with the National
Centre for Assessment and Evaluation in which it has helped to make use of standards and

assessment tools in the application of the acceleration strategy.

After extensive study by specialists, the Ministry of Education has decided to apply the
technique of acceleration in accordance with the procedural steps outlined in this guide (the
procedural guide of acceleration). The Ministry hopes that this technique will contribute to
the investment of the capacities of gifted students in order to achieve the vision of the

Custodian of the Two Holy Mosques in the transformation into knowledge society.
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Justification for the application of the Acceleration approach

1.

Acceleration takes into account the individual differences and gives the opportunity
to progress up the educational ladder to those who have more willingness and
capacities for learning and understanding than their peers.

Acceleration is one of the most effective approaches that meet the scientific needs of
excellent and gifted students.

Acceleration helps accelerated students to become more mature than their peers and
colleagues in social and psychological terms.

Acceleration increases the power of motivation and stimulation of students, and
creates a competitive environment among them.

Acceleration helps to invest the talents and abilities of students at an earlier age.
Acceleration helps and encourages students to progress towards more opportunities
for excellence and creativity.

This approach is a positive indicator of the flexibility of the educational system and
its distance from traditional approaches.

This approach improves the quality of education and qualifies teachers to serve the
category of students who benefit from acceleration.

This approach helps to reduce costs.

Procedural definition of the terms included in the Acceleration guide

1. Acceleration: a procedure that gives the right to students who fulfil all the

requirements of acceleration to move up the educational ladder to one higher grade
than the grade in which they study.

Students who show extraordinary excellence: those who are proficient in all the
skills studied in school subjects at the primary stage early and distinctively from
their peers, or those who have an average rate of 98% and more, and the rate of 97%
and more in each of the subjects studied in the previous school year and the first
semester of the year in which they are nominated for acceleration for intermediate or
secondary stage. This is in addition to obtaining the grades required for acceleration

in the tests and instruments prepared for that.

3. Students: male or female students.
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Stages and classes that apply Acceleration

During the course of their career in general education, students are allowed the opportunity

for acceleration at least twice, according to the following schedule:

Educational | Grades to accelerate Notes

stages from grade to grade
1 primary fourth 4" sixth 6% students may be accelerated only once
2 intermediate | first 1% third 3™ students may be accelerated only once
3 secondary | first 1% third 3" students may be accelerated only once
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Ministry of Education

General Administration for Gifted Students

Acceleration procedures
Acceleration is carried out according to the following stages in this order:

1. Identifying the students who pass the Gifted Identification Scale (top 3%)

2. Ensuring that the students master all the skills in the course materials for the primary
stage, or that the students obtain a general rate of 98% or more, and a rate of 97% or more
in each subject of the course materials in the semester exams of the current year
Introducing an awareness-raising programme for the students

Conducting the students’ personal interview and confirming the guardians’ consent
Ensuring that the applicants’ data for acceleration is complete

Examining the students’ data

Conducting the attainment tests

© N o g >~ w

Adopting acceleration and announcing the results.

First stage: identifying the students who pass the Gifted Identification scale (top 3%)

According to the results of the National Project for Gifted Identification, sending the names of
students in the top 3% to the Department of Education, by the General Administration for Gifted

Students. This is all carried out centrally.

Second stage: ensuring that the students master all the skills in the course materials for the
primary stage, or that the students obtain a general rate of 98% or more, and a rate of 97%
or more in each subject of the course materials in the semester exams of the current year,

according to the following table

Stage Grade Educational attainment

primary 4" primary mastering all the skills in the course materials

intermediate | 1% intermediate obtaining a general rate of 98% or more, and a rate of

secondary 1%t secondary 97% or more in each subject of the course materials in

the first semester exams in the current year

Third stage: introducing an awareness-raising programme for the students

Implementing an awareness-raising programme at the school that aims at the student candidates

and their guardians, in which the terms, benefits and procedures of acceleration are set.

Fourth stage: conducting the students’ personal interview and confirming the guardians’

consent
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1.

Conducting a personal interview with the students, according to the prepared form, on the
condition that the student gets seventy marks or more.

The steering committee for guidance and direction meeting the students and their guardians
to familiarise them with the system of acceleration and to ascertain their readiness and
willingness to benefit from it; then obtaining all their written approval, to complete the

remaining nomination procedures.

Fifth stage: ensuring that the applicants’ data for acceleration is complete

1.

Submitting the students’ report after the completion of all the required data by the school
administration to the acceleration committee in the Department of Education.
Completing the study of the status of the students to be accelerated in all aspects, and
examining the data by the Acceleration Committee in the Department of Education and
then submitting it to the Central Committee of the Acceleration system/the General
Administration for Gifted Students.

Sixth stage: examining the students’ data

Examining the students’ data by the Central Committee of Acceleration.
Sending the students’ names to the Department of Education.
Setting the results tables of the attainment tests and sending them to the Departments of

Education.

Seventh stage: conducting the attainment tests

The General Administration of Evaluation will conduct the attainment tests for the grades to step

over as follows: fifth grade primary, second grade intermediate and second grade secondary with

all its sections, correcting these tests, and submitting the results to the Central Committee of the

Acceleration System.

Eighth grade: adopting acceleration and announcing the results

1.
2.

Adopting the results of the Central Committee of the Acceleration System in the Ministry.
Announcing the names of the students who are accelerated through the system of ‘Nour’,
before the beginning of the new academic year.

Following up the adaptation of the students in the new stage psychologically and socially,
during the trial period of four weeks (as mentioned in 5-15 paragraph p.5 in the
explanatory memorandum), under close observation and objective evaluation, then
submitting a report about the students’ status to the Acceleration Committee in the
Department of Education.

Submitting a report by the Acceleration Committee, about the status of students who are
accelerated after their completion of the trial period, to the Central Committee of the
Acceleration System/the General Administration for Gifted Students.

Granting the students an accredited certification by the General Administration for Gifted

Students, certified by the General Administration for Exams and Admission.
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6. Studying the psychological and social circumstances of the students who did not adapt
during the trial period, and submitting a report about the results of the study to the Central

Committee of the Acceleration System.

Committees supervising the Acceleration System

1. Central Acceleration Committee in the Ministry of Education:
The committee is headed by the Director General of Gifted Care Directorate and the
membership of the following:
Director General of the Gifted Care Directorate (vice-president)
General Administration of Gifted Students (member and reporter)
General Administration of Direction and Guidance, boys/ girls (member)

1

2

3

4. General Administration of Exams and Admission, boys/girls (member)

5. General Administration of Educational Supervision, boys/girls (member)
6

General Administration of Evaluation (member)

2. Acceleration Committee in the Department of Education
The committee is headed by the Director General/Director of Education and the

membership of the following:

1. Assistant of Educational Affairs, vice-president

2. Assistant of Educational Affairs, member.

3. Director of Administration/ Head of Gifted Students Department, boys/girls, member
and rapporteur.

4. Director of Administration/Head of Direction and Guidance Department, boys/girls,
member.

5. Director of Administration/Head of Exams and Admission Department, boys/girls,
member.

6. Director of Administration/Head of the Educational Supervision Department,

boys/girls, member.
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Time plan for the implementation of the acceleration procedures

Semester Date Actions Responsible
7/3/1435H introductory meeting of acceleration | Central Acceleration
system through ‘Lega’ system Committee
21/2/1435 H | implementing the first of the Central Acceleration
acceleration stages Committee
2-13/4/1435 | implementing the second of the acceleration committee in
H acceleration stages the Educational
Administration
3/5/1435H implementing the third of the Direction and Guidance
acceleration stages Committee
8-16/5/1435 | implementing the fourth of the Direction and Guidance
H acceleration stages Committee
29/5- implementing the fifth of the acceleration committee in
10/6/1435 H | acceleration stages the Educational
Administration
0 13/6- implementing the sixth of the Gifted students centre
% 9/7/1434 H acceleration stages
% 10 implementing the seventh of the Evaluation/exams and
% /28/8/1435 H | acceleration stages admission
§ 2-6/9/1435 H | implementing the eighth of the Central Acceleration
§ acceleration stages Committee
28/10/1435 listing students’ names in the Direction and Guidance
H accelerated grades Committee
5/11— observing the adaptation of the Direction and Guidance
1/12/1435 H | accelerated students in the new stage, | Committee
psychologically and socially, during
a trial period of four weeks and
submitting a report about the
students, after completing the trial
period, to the Acceleration
© Committee in the Department of
% Education
% 25/12/1435 submitting a report about the acceleration committee in
% H students, after completing the trial the Educational
§ period, to the General Administration | Administration
§ for Gifted Students
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2- 6/1/1436
H

students are granted certification
adopted by the Central Acceleration

Committee

Central Acceleration

Committee

continuous

observing the psychological and
social circumstances of the students
who applied for the acceleration,

either accelerated or not

Direction and Guidance

Committee
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Appendix 11: latest statistics on accelerated students by the MOE
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English translation of latest statistics on accelerated students by the MOE
Kingdom of Saudi Arabia

Ministry of Education

Central Acceleration Committee

Resolution

(copy)
Minister of Education

According to the powers vested in him by law, and in accordance with what is stated in the (fourth
4™ paragraph of Article (13) of the student evaluation list approved by the High Commissioner by
telegram no.(45397), dated 5/11/1435 H, students who show extraordinary excellence shall be
accelerated to a higher grade according to the regulations set by the Ministry. With reference to our
circulation no. (371021372) dated 11/6/1437 H about the adoption of the application of the
Accelerating System of students who show extraordinary excellence according to the procedural
guide of the Acceleration System, based on what is stated in the minutes of the Central
Acceleration Committee in the Ministry on 8/10/1437 H, the committee decided the following:

First: Students who pass the acceleration tests for the academic year 1437-1438 H shall be

accelerated according to the attached data as follows:

1. Students who pass the primary stage are to be transferred from fourth grade to sixth grade
primary, and their number is 67 students.
2. Students who pass the intermediate stage are to be transferred from first grade intermediate
to third grade intermediate, and their number is 58 students.
Second: Education Departments should follow up on the adaptation of students who have been
accelerated, and submit a report about their status to the Central Committee of the Acceleration
System in the Ministry, in order to adopt passing certificates for those who have successfully

passed the period stipulated in accordance with the system.

Third: This decision shall be passed to whoever is required to adopt, implement, and apply this

decision, and to the General Administration for the Gifted Care in the Ministry.

Minister of Education

Dr. Ahmad Bin Mohamed Al-Eissah

To our Office

With greetings to his Excellency the Secretary of the Ministry of Education
With greetings to the General Administration for Gifted Students

No. 2203
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Appendix 12: researcher approval document from the MOE
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English translation of the researcher approval document from the MOE

Kingdom of Saudi Arabia

Ministry of Education

(280)

Planning and Information Ministry

National Centre for Educational Research and Innovation

Subject: Facilitating the task of the researcher: Jawaher Bint Hamad Bin Yousuf

His Excellency the Director General of Education in Riyadh Region

Peace, mercy and blessings of God,

Your Excellency, please find attached an application form for the PhD student in the University of
Southampton in the United Kingdom, Jawaher Bint Hamad BinY ousuf, entitled ‘A Visualisation of

Specialised Schools offering Early Application for Academically Accelerated Students’

I hope from your Excellency to kindly request the guidance of the General Administration for

Gifted students (boys-girls) to facilitate the task of the researcher

Please accept greetings and appreciation

Assistant Director of National Centre for Educational Research and Innovation

Signed

Abdullah Bin Saa’d Alsahan
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Appendix 13: types of special schools in the USA

Admission procedures

Typically, special schools target ninth, tenth, and eleventh grades, and there are standards for
nomination and acceptance such as standardised national achievement tests, written essays,
interviews, accomplishment, awards, and recommendation letters from a parent or teacher. Usually,
schools have admission strategies. For example, some schools determine a cut-off test score
required for admission, or discourage generating large pools of applicants that could lead to large
numbers of denied applicants. In addition, some special schools consider emotional and social
maturity, which they evaluate through interviews with the students and their parents or peers.
Indicators of learning motivation and commitment are often considered by admission committees
in order to ensure success in rigorous programmes (Corcoran & Baker-Smith, 2015; Rapp, 2008).

Some special schools depend strictly on their own admission test approved by the relevant
authorities. In some cases, there are centralised centres to distrebute the applicants among schools.
Usually, schools open their applications in the autumn or at a certain time during the academic
year. Applicants can apply to a variety of preferred special high schools, and then scores on the
admissions test are sorted from highest to lowest in order to distribute the students according to
their preference, cut-off scores in the preferred school, and number of available seats. ‘A
centralised mechanism matches applicants to schools, taking into account preferences, space,
admissions priorities (such as geography), and schools’ rankings of students’ (Corcoran & Baker-
Smith, 2015; p.4). Applicants have the right to reject the offer if it is contrary to their desired
school, or if the applicants decide to enrol in a private school (Abdulkadiroglu et al., 2005;
Abdulkadiroglu et al., 2014). However, the administration has to take into account the racial
balance composition in pupil assignments in order to address diversity and avoid racial isolation
(Mickelson et al., 2008).

Magnet schools

The USA struggles with balancing ethnicity and socioeconomic composition in traditional schools,
as for example, white students prefer not to be enrolled in a school with a majority of black
students. In contrast, there are few black students enrolled in white schools (Mickelson et al.,

2008). Therefore, Magnet schools aim to decrease racial segregation in the USA, to improve
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educational opportunities for low-income families and to resolve educational inequities (US
Department of Education, 2008p).

The Federal Court defined Magnet schools as those ‘having a distinctive program of study
to attract a cross-section of students from all racial groups voluntarily’ (Estes, Levine, & Waldrip,
1990, p.99). Through specific curricular focus, schools are ‘magnetically attracting’ students from
different locations to achieve a racial and socioeconomic balance (Mickelson et al., 2008).

In Magnet schools, subjects focus on, for example, mathematics, science, language
immersion, visual performing arts, or technology to be selected by students (Blazer, 2012; Miller,
2011). Advanced instructional approaches are provided in schools in order to meet the needs of
students across different ethnic and economic backgrounds (Blazer, 2012; Siegel-Hawley &
Frankenberg, 2012).

Magnet schools promote equity through empowering students from all backgrounds, serve
a diverse group of students, and ensure that those students have the ability to achieve high
academic standards and have access to rigorous learning challenges. Magnet schools prepare
students for college life and successful professional careers through rigorous academic
programmes. Furthermore, Magnet schools gain community partnership through engaged support
from the community, university, business partners, and families. Such external resources enable
Magnet schools to offer high quality programmes (US.Department of Education, 2008a; US
Department of Education, 2008b).

A number of studies that examined Magnet schools report that they have a positive impact
on student performance and achievement. Several factors contribute to this result as researchers
indicated: greater expenditure per pupil, variety of resources, innovative environment, rigorous
admission criteria, and the employment of qualified teachers. In addition, gifted students in Magnet
schools achieve greater proficiency and receive significantly higher scores on national standardised
tests compared with their peers in traditional schools (Blazer, 2012; Judson, 2014; Miller, 2011;
Sikma & Osborne, 2014).

Furthermore, students joining Magnet schools report more positive attitudes and
behaviours than students enrolled in traditional schools. Studies have reported that Magnet students
are more competent and committed to school attendance, have higher educational ambitions, have a

greater sense of community at school, have higher graduation rates, have more positive intergroup
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associations, and experience less racial tension among peers. In addition, Magnet schools have
higher levels of parent participation and community involvement. On the other hand, some studies
have found comparable achievement between Magnet and traditional schools. On the whole, these
studies show that students who join Magnet schools can take advantage of their exclusive course
offerings and advanced instructional practices while maintaining their accomplishment in core
courses (see Blazer, 2012; Bui et al., 2012; Miller, 2011; Rollins & Cross, 2014). On the other
hand, some studies show that Magnet schools decrease racial integration and have not addressed
the racial segregation issue (e.g. see Bifulco, Cobb & Bell, 2009). However, some studies attribute
racial imbalance issues to residential segregation (totally segregated neighbourhood by race or
socioeconomic level), absent policy intervention, student assignment policies that prioritise the
proximity to school, and/or lack of transportation to the schools outside the district (see e.g. Siegel-
Hawley & Frankenberg, 2018).

However, this type of school might not be appropriate for the Saudi context where public
schools cannot follow a similar curriculum to Magnet schools, as the curriculum in the Saudi
educational system is central, generalised, and determined by the MOE. Further, inequities in Saudi
Arabia in the education are gender inequities not racial inequities.

Charter schools

Charter schools are the most widely successful school reform initiative in the US, where they began
in 1992. The schools are funded by the public sector and run under a charter by stakeholders such
as parents, educators, interested groups of people, private organisation, or universities who define
the school mission, vision, accountability, and governance structure. However, ‘charter schools are
not operated by public school district employees ... Charter schools operate under the authority of
a ‘charter’ granted by an authority delineated in state law’ (Feiock, 2015; p. 2).

Charter schools are designed to have greater autonomy in curricula and programmes,
budgets, staff, and educational approaches, in order to achieve innovation in education. Normally,
charter schools are subject to state educational regulations, and are publicly funded, and
consequently they cannot reject the right of admission of any student. This affects gifted
identification procedures and makes customising the school for the minority (gifted) category
difficult. The innovative system of a charter school has the ability to reform the traditional modes

of teaching and learning which happen in traditional schools. However, there are many drawbacks
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to opening charter schools, such as the struggle to implement primary educational requirements,
not achieving typical standards, and low priority given to applying gifted programmes (Berends,
2015; Feiock, 2015; Judson, 2014; Plucker et al., 2007; Raymond, 2014).

However, charter schools encourage market competition among schools that have led to
enhanced school performance and achievement. What is more, having a school choice system has
decreased educational bureaucracy and given charter schools more flexibility and efficiency.
However, Siegel-Hawley and Frankenberg (2018) mention that charter schools are recorded as
having higher racial imbalance than other traditional schools; therefore, they are not addressing
their purpose. Hence, the solution for the USA could be in increasing school choice with enhanced
policies that can support the school function and the equity of enrolment to the schools, and
provide competitive grant programmes (Blagg & Chingos, 2017).

Furthermore, decision making related to policies and organisational structure is less
controlled by external bodies such as education authorities and is more subject to stakeholders’
demands (Feiock, 2015; Raymond, 2014). However, charter schools might not be the suitable way
to establish special schools for gifted students in Saudi Arabia, where public and private schools
are not independent in curricula, as they have to be approved by the MOE. In addition, principals in
the private schools in Saudi Arabia have to be hired by the MOE. Therefore, the MOE might not
allow such schools.

School within school

The ‘school within a school’ setting meets those needs of gifted students which cannot be met
without special provision. It is attractive to those who are looking for distinctive learning
opportunities that cannot be found in the regular curriculum or schools. The National Association
of Elementary School Principals officially defined a ‘school within a school’ as ‘a separate entity,
running its own budget and planning its own programmes. However, school safety and building
operation remain vested with the principal of the larger school, and use of shared space must be
negotiated” (McAndrews & Anderson, 2002, p. 2).

‘School within a school’ is a set of strategies and techniques delivered to gifted students in
a regular classroom or a wing of one school, where gifted students work inside the class as a
special cohort. The staff possess special qualifications and can provide curriculum and instruction

at a higher level of complexity. The ‘school within a school’ system addresses, to some extent, the
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conflict between having distinctive educational opportunities and experiencing diversity through
engaging in normal social life. This model of provision allows gifted students to move in and out of
the special class, and helps the students satisfy their social and emotional needs, and interact with
their peers and the general school population (Matthews & Kitchen, 2007; Miller, 2011).

However, educators need to pay attention when school within a school programmes are
housed in larger schools, in terms of ‘(a) transparency and communication; (b) flexible access to
gifted programs; (c) equitable access to equipment, facilities, and field trips; (d) awareness of
misconceptions and stereotypes; and (e) recognition of diverse pathways to excellence and
achievement’ (Matthews & Kitchen, 2007, p.256).

However, evidence indicates that gifted and talented students show higher achievement
when grouped together for the majority of the day (Kulik & Kulik, 1982; Kulik & Kulik, 1984;
Kulik, 1993). In addition, Rogers (1991) found that the school within a school had a significant
positive effect on students’ learning; therefore this approach offers differentiated instruction to
address the needs of gifted students and at the same time provides access to the resources of the
school (Matthews & Kitchen, 2007).

In contrast, there are many disadvantages of the school within a school approach. Existing
gifted learners within a large school may be exposed to fractured relationships, competition, and
inequitable tracking. What is more, critics have long argued that high ability students already have
privileges, and that it is therefore unfair to provide them with greater resources while there are
urgent needs in the mainstream population and among students at risk, such as those who have a
high probability of failing academically (Dewees, 1999; McAndrews & Anderson, 2002).
However, this type of school might be suitable for developing and enhancing the situation of pull-
out enrichment programmes in the Saudi public schools, for them to be ‘school within a school’

and offer extra working hours for gifted students plus an enriched curriculum.
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Appendix 14: pilot testing of the research instruments

Testing of instruments

The pilot study is ‘a small-scale study administered before conducting an actual study. Its purpose
is to reveal defects in the research plan’ (Fraenkel, Wallen, & Huyn, 1993, p. 628). So | decided to
conduct the pilot study in order to test the interview questions and practising observation. | gained
authority from the King Fahd Academy (KFA) in London to conduct the pilot; KFA is not part of
the main study. KFA is an independent International Baccalaureate (IB) World School, and has a
complex structure of organization and hierarchy consisting of three sections: primary section, upper
section, and diploma programme section; they do advance placement as acceleration strategies.
Also, they have a specific department for special educational needs. | did an initial visit to KFA as
an introduction, then | visited KFA later three times at the end of November 2015 to conduct the
pilot. A long process of correspondence between the relevant authorities and me was needed to
obtain the approval to visit KFA and was the only reason to determine the visit date. KFA was
suitable for piloting for the following reasons. First, for reasons of time and cost, the location of
KFA is in London, which would save the trouble of travelling abroad. Second, KFA is linked to the
Saudi educational system in some ways, which was commensurate with Stage Two of the research
to be conducted in Saudi Arabia. Third, the components of KFA are quite similar to those of any
educational institution in Saudi Arabia with its policies, structures, curriculum etc. There are
similarities between the participants in the pilot and the participants in the actual study; both
participants had a leadership positions or have teaching experience in an academic field. Therefore,
the responses given by participants are more likely to converge with the answers that would emerge
in the actual study, in terms of the components of the educational institutions or teaching strategies.

Testing a research instrument is important to check its validity and to assess the possible
issues and risks that could appear in the real application of the research. This testing would help the
researcher confront problems that may require a change or refine the design of the research or its
instruments (Cohen et al., 2007). Moreover, | conducted the pilot study in order to be familiar with
the school’s atmosphere and to ensure that the interview questions were easy to understand. In

addition, | practised observation many times, over many rounds, by using the observation form, and

307



testing the fields in the form in terms of their necessity, which led to further refinements of the

instrument.

Piloting the interviews

Pilots were conducted with three employees at KFA, one teacher and two administrators. An
information sheet was provided in advance in order to inform the participants of the purpose of the
pilot study. They then signed the consent form for ethical purposes.

The question themes followed Clark and Zimmerman (2002). The interviews were
conducted face to face in a quiet office at KFA. The duration of the interviews was between twenty
and thirty minutes. Notes were taken during each interview. | asked the participants to comment on
the content of the interview questions in terms of their clarity and simplicity. The feedback on the
pilot testing guided for further improvement. For example, a question about financial allocation and
expenditure has been raised after a conversation with the administrator in KFA and how they
manage the expenses of the school. This thought on the expenditure of KFA led to the insertion of
a question about funding of the school in Stage One questions, and sequentially in Stage Two, the
proposed Saudi school. Therefore, the amendments improved the data collection. In another
example, a question raised from the interview with a teacher in KFA in discussing further opinions
in working with the most able students led to a rich conversation with P7 about teaching strategies;
see section 5.8.2).

The following questions were developed and added to the interview questions after pilot
testing.

— How is the school financed? Where do you receive your budget? How do you manage it?
— Is there anything else you want to discuss about working with the most able students?
— In your opinion, what are the components of the special school for gifted students?

— What are the differences between your school and an ordinary school?

Piloting the observation forms

The pilot study was conducted to practise the observation and to use forms that | designed in order

to check validity and usability. There were two observation forms: one for observing the school and
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the other for observing the classroom. The themes of the forms were derived from the
recommendations of Clark and Zimmerman (2002). The school form consisted of the following
components: the layout of school, facilities and amenities, school routine, resources, and a section
for narrative notes. The classroom form contained the following components: classroom layout,
capacity, activities, teaching strategies, curriculum, educational environment, facilities, resources,
and student behaviour, and a section for narrative notes.

I did modifications of the form, changes in the design of the form, and the removal of
irrelevant components; for example, the visitor section in the school form was deleted after round
one, and some similar components were combined. Therefore, the sheet was designed to ease and
facilitate the application of observation in the data collection phase in the US school.

For the classroom observation form, | attended two different teaching sessions and used the
forms. The pilot led to some changes and refinement in the design of the form. For example, the
form was shortened to two pages in order to be more convenient. In addition, some of the unusable
sections were deleted, such as time and duration, and new components were added such as student
behaviour and atmosphere; therefore, time was saved in the observation of the US school class and
helped me to focus more on the component that | intended to investigate. Also, | added a section
for narrative notes in order to capture any event that could help in answering my research
questions; adding the note-making section allowed me to record unexpected events or actions

during data collection in the USA.

Summary of pilot study

Activity Number of Activities | Results

interview three volunteers added four questions

observation form: deletions and additions in some components
three rounds ]

school shortening the form

observation form: deletions and additions in some components
two attendances ]

classroom shortening the form
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