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ABSTRACT 

The study reported in this thesis explores the nature of provision for gifted and talented 

students in the Kingdom of Saudi Arabia, which is considered to be an under-developed 

country. The specific aims of the study are to explore the effectiveness and any possible 

weaknesses of gifted programmes in Saudi Arabia, from the perspectives of all parties 

involved, to draw conclusions about the Saudi programmes and to make recommendations.  

The study used mixed methods for collecting information. The researcher obtained data 

with the aid of questionnaires, interviews and documentation. Non-random samples were 

chosen from the population of gifted students studying in schools under the authority of the 

Ministry of Education. They were given questionnaires that explored their demographics, 

social life, academic achievements and self -reflection regarding their giftedness. 

Professionals dealing with gifted students also responded to a questionnaire which 

explored their respective institutions‟ strategies in dealing with the gifted students. They 

were also interviewed regarding their views on the Ministry of Education‟s systems and 

strategies with regard to gifted education. 

The conclusions and recommendations arising from the study can be viewed under four 

parts comprising identification, provision, policy and information. The predominant 

method of identification has been that of intelligence tests and other tests associated with 

overall academic performance. The membership of the gifted cohorts seems to encourage 

students from well-educated and affluent families. The educational provision for gifted 

students seems to be patchy; both strategy and curriculum modification have been found to 

be somewhat inadequate. The organisation of the gifted strand of policy seem well 

intentioned, but unevenly targeted at different geographical areas and the  role of Care 

Centres – each being assigned a specified list of schools - could become dynamic with 

substantial educational improvements resulting in schools being served. It was also found 

that the flow of information - such as documents emanating from the Ministry - needs to be 

clear, consistent, illuminating and carefully read by recipients. 

Due to the special features of the social and cultural environment of Saudi Arabia, an 

assessment of the impact of the gifted education initiative there has the potential to make 

an important contribution to other countries considering similar initiatives – especially in 

many other Arab countries where there are no gifted education policies in existence.  The 

study also makes an international contribution to the history of gifted education and its 

development.  



 3 

ACKNOWLEDGMENTS 

In the name of Allah the Most Gracious the Most Merciful. I am very grateful to 

the Almighty God.   

I would like to express my appreciation to my supervisor Professor Valsa Koshy for 

guiding me to undertake this study. Without her guidance, the completion of this study 

would not have been possible.  I would also like to thank Dr. Timothy Milewa for his 

incisive comments and suggestions which have helped me throughout my work.  

My appreciation extends to Al-Imam University in Riyadh for granting me a scholarship to 

do my Doctorate degree in Education and the department of Sociology at Brunel 

University, in London.   

My deepest love for my parents, who have supported and encouraged me to continue my 

graduate study and for keeping me in their daily prayers. I hope that they feel a sense of 

pride from my accomplishments and achievements. My deepest love to my sweet wife 

Maryam, (Umm Mohammad) and my children Lujayne, Mohammad and Lamar, for their 

support, patience and understanding that precious family time has had to be sacrificed.  

Their love has given me the motivation to reach my dream. May what I do bring honour to 

my family. 

I wish to extend my thanks to all the academic, secretarial, technical staff, Language 

Centre and the library staff at Brunel University who never hesitated to respond to my 

requests for  help. 

I would also like to offer heartfelt thanks to my sisters, brothers and friends for their 

continued prayers and encouragement. 

Finally, I would like to extend my gratitude and thanks to the Education Ministry in the 

Kingdom of Saudi Arabia, Gifted Students Care Centres in Buraydah, King 

Fahad National Library,  King Abdul Aziz and his Companions' Foundation for Giftedness  

and Creativity (Mawhiba) in Riyadh and Saudi Embassy of Cultural Bureau in London for 

supporting me to fulfil my goals. 

“And whatever of comfort ye enjoy, it is from Allah. Then, when 

misfortune reacheth you, unto Him ye cry for help” Quran [16:53] 

http://www.google.co.uk/url?sa=t&source=web&ct=res&cd=1&ved=0CB0QFjAA&url=http%3A%2F%2Fwww.kfnl.org.sa%2F&ei=KHr-S-_DCYr-0gTbtdHwDQ&usg=AFQjCNGLkiJ611PqCYR3xttm8mEf95wWVw&sig2=P0rb5ZON59q6g9Tzwjp4FA
http://www.google.co.uk/url?sa=t&source=web&ct=res&cd=1&ved=0CB0QFjAA&url=http%3A%2F%2Fwww.kfnl.org.sa%2F&ei=KHr-S-_DCYr-0gTbtdHwDQ&usg=AFQjCNGLkiJ611PqCYR3xttm8mEf95wWVw&sig2=P0rb5ZON59q6g9Tzwjp4FA


 4 

TABLE OF CONTENTS 

ABSTRACT.......................................................................................................................2 

ACKNOWLEDGMENTS………………………………………………………….……3 

CHAPTER 1: INTRODUCTION  

1.1 Background………….................................................................................................19 

1.2 Personal motivation for the study...............................................................................20 

1.3 Research Problem........................................................................................................21 

1.4 Aims of the study..........................................................................................................22 

1.5 The research questions................................................................................................22 

1.5.1 The sub-questions.........................................................................................23 

1.6 History of the Kingdom of Saudi Arabia....................................................................23 

1.7 Education in the kingdom of Saudi Arabia – Background to this study...................24 

1.7.1 Education for Girls.........................................................................................27 

1.7.2 Higher Education............................................................................................28 

1.7.3 History of „Care Programmes‟ for gifted students in the Kingdom of Saudi 

Arabia.......................................................................................................................28 

1.7.3.1 The General Administration for Gifted Students.........................................29 

1.7.3.2 Gifted Students „Care Centres‟ in Saudi Arabia..........................................31 

1.7.3.3 Care Programmes for Gifted Students in the Schools of the Kingdom of 

Saudi Arabia............................................................................................................31 

1.7.4 King Abdul Aziz and his Companions' Foundation for the Gifted 

(KACFG)................................................................................................................31  

1.7.4.1 Support for Gifted Education.......................................................................32 

1.7.4.2 New Gifted Students Developments in Saudi Arabia.................................33 

1.7.5 King Abdullah University of Science and Technology Précis.......................34 

1.7.6   Regulations relating to gifted education in Saudi Arabia.............................35 

1.8 Educational obstacles to implementing the gifted programmes in Saudi 

Arabia..................................................................................................................................36 

1.8.1 Personal Difficulties or „The Self-obstacles‟..................................................37  

1.8.2 Social obstacles...............................................................................................38 

1.8.3 Administrative obstacles.................................................................................39 

http://en.wikipedia.org/wiki/History_of_Saudi_Arabia


 5 

 1.8.4 Lack of research........................................................................................40 

1.9 Need for this study .....................................................................................................40 

1.10 Summary.....................................................................................................................43 

1.11 The structure of the thesis..........................................................................................43 

CHAPTER 2: LITERATURE REVIEW  

2.1 Introduction..................................................................................................................45 

2.2 Definition and the changing conceptions of ‘giftedness’ ..........................................45 

2.2.1 Changing conceptions of giftedness...............................................................47  

2.2.2 Characteristics of the Gifted...........................................................................51 

2.3 Models of Identification of gifted students and related theories................................55  

2.3.1 Identification using standardized tests...........................................................56 

2.3.2 Identification using a broader conception of intelligence...............................57 

2.3.2.1 Renzulli's Three Ring model.......................................................................58  

2.3.2.2 Tannenbaum‟s Model.................................................................................58 

2.3.2.3 Howard Gardner‟s theory of Multiple Intelligences...................................59 

2.3.2.4 Sternberg's Triarchic Theory......................................................................61 

2.3.2.5 Francoys Gagne‟s Differentiated Model of Giftedness and Talent............63 

2.3.2.6 Mihaly Csikszentmihalyi‟s perspective on giftedness................................65 

2.3.2.7 Domain specific giftedness.........................................................................65 

2.4 Other Identification methods......................................................................................66 

2.4.1 Using Tests....................................................................................................67  

2.4.2 Teacher recommendation................................................................................69  

2.4.3 Checklists........................................................................................................70 

2.4.4 Parental nomination........................................................................................71 

2.5 Disadvantaged gifted learners.....................................................................................73 

2.6 Provision for Gifted Students......................................................................................74 

2.6.1 The role of adults...........................................................................................74 

2.6.2 Models of provision......................................................................................75 

2.6.3 Enrichment models........................................................................................75 

2.6.4 Renzulli's Enrichment Triad Model...............................................................76 

2.6.5 The Purdue Three-Stage Enrichment Model (1978).....................................77 

2.6.6 Autonomous Learner Model..........................................................................77 

2.6.7 Future Problem Solving Model (FPS)...........................................................81 

2.7 Organisational Structures for Provision ...................................................................82 

2.7.1 Acceleration...................................................................................................82  

http://watertown.k12.sd.us/gate/chartics.htm


 6 

2.7.2 Differentiation...............................................................................................83 

2.7.3 Curriculum Compacting................................................................................84 

2.8 Other relevant aspects pertinent to this study……...…………………………………85 

2.8.1 Culturally situated giftedness………………………………………………..85 

2.8.2 Creativity and giftedness…………………………………………………….85 

2.8.3 Gifted students from disadvantaged backgrounds…………………………..87   

2.9 Summary.......................................................................................................................88  

CHAPTER 3: RESEARCH DESIGN AND METHODOLOGY  

3.1 Introduction ...............................................................................................................90 

3.2 Theoretical concepts which informed the research design……………………..90 

3.2.1 Conceptions, definitions and identification of giftedness…………………..90 

3.2.2 Nature of provision through activities………………………………………91 

3.2.3 Classroom provision…………………………………………………………91 

3.2.4 Policy issues, training and quality…………………………………………...92  

3.3 Epistemological bases of the research..........................................................................92 

3.4 Sampling .......................................................................................................................95 

3.5 Method of selecting the samples for the present study...............................................96 

3.5.1 Gifted students..............................................................................................96 

3.5.2 Employees.....................................................................................................97 

3.6 Methods of data collection.........................................................................................98 

3.6.1 Questionnaires..............................................................................................98 

3.6.2   Interviews.................................................................................................102 

3.7 The research...............................................................................................................103 

3.8 Field of study.............................................................................................................105 

3.9 Research population ................................................................................................105 

3.10 The interview guide..................................................................................................106 

3.10.1 Selecting interviewees .............................................................................106 

3.10.1.1 Group Interview......................................................................................106 

3.10.1.2 Individual interviews...............................................................................107 

3.11 Documentary data ...................................................................................................108 

3.12 Observation ..............................................................................................................109 

3.13 Pilot phase ...............................................................................................................110 

3.14 Data analysis............................................................................................................111 

3.15 Insights from the literature and the thematic content of research instruments….111 

3.16 Ethical considerations .............................................................................................114 



 7 

3.17 Summary .................................................................................................................115 

CHAPTER 4: THE RESULTS OF THE STUDY Regarding Gifted Students 

Questionnaire  

4.1 Introduction ..............................................................................................................117 

4.2 Section one: Family Background ............................................................................117  

4.2.1 Parents‟ highest academic qualification......................................................118 

4.2.2 Parental occupation.....................................................................................119 

4.2.3 Family size..................................................................................................120 

4.2.4 Number of brothers and sisters....................................................................120 

4.2.5 The birth order.............................................................................................121 

4.2.6 Help from parents........................................................................................121 

4.2.7 Family expectations.....................................................................................122 

4.2.8 Kind of parental support..............................................................................122 

4.3 Section two: Academic Achievement .......................................................................123 

4.3.1 Most recent academic results.......................................................................123 

4.3.2 Academic ambitions....................................................................................123 

4.3.3 Confidence in Academic Abilities...............................................................124 

4.3.4 Students working hard.................................................................................124 

4.3.5 Working hard to please their parents............................................................125 

4.3.6 The importance of education for career ambitions.......................................125 

4.3.7 School Life...................................................................................................126   

4.3.8 Difficult Tasks..............................................................................................126 

4.3.9 Perfectionism................................................................................................127 

4.3.10 School work................................................................................................127 

4.3.11 Anxiety when answering questions............................................................128 

4.3.12 Worries about making a mistake.................................................................128 

4.3.13 Class selection and classmates....................................................................129 

4.4 Section three: School Influence ................................................................................129 

4.4.1 Students like their School.............................................................................129 

4.4.2 The power of teachers...................................................................................130  

4.4.3 Decision making and teachers......................................................................130 

4.4.4 Teachers making learning interesting...........................................................131 

4.4.5 Encouragement from teachers......................................................................131 

4.4.6 Students‟ thoughts on „gifted‟ programmes.................................................132  

4.4.7 The idea of changing school.........................................................................132  



 8 

4.4.8 Academic extension or enrichment activities...............................................133 

4.4.9 Non-academic extension and enrichment activities.....................................134 

4.5 Section four: Learning strategies  .............................................................................134 

4.5.1 Students thinking during class.....................................................................135   

4.5.2 Formulating questions while reading...........................................................135   

4.5.3 Students think through a topic when studying............................................136 

4.5.4 Student notes in class to avoid confusion....................................................136 

4.5.5 Students attending school............................................................................137 

4.5.6 Students‟ revision before an exam...............................................................137 

4.5.7 Students work on own without help from anyone......................................138 

4.5.8 Students asking for help from other students..............................................138 

4.5.9 Students attending academic extension or enrichment activities................139 

4.5.10 Students attending non academic extension or enrichment activities.......139 

4.5.11 Enjoyment of extension programmes........................................................140 

4.5.12 Do extension programmes help students to learn more?...........................140 

4.6 Section five: social issues  .........................................................................................141 

4.6.1 Number of friends........................................................................................141 

4.6.2 Classmates....................................................................................................141 

4.6.3 Enjoying parties............................................................................................142 

4.6.4 Visiting other families..................................................................................142 

4.6.5 Attending social activities............................................................................143 

4.6.6 Identifying students for help if necessary....................................................143 

4.7 Section six: Activities ................................................................................................144 

4.7.1 The number of hours per week on academic activities................................144 

4.7.2 The number of hours per week on non-academic activities.........................146 

4.8 Section seven: Self-reflection ...................................................................................147 

4.8.1 Self-rating of giftedness...............................................................................147 

4.8.2 Identification of giftedness..........................................................................148 

4.8.3 The intelligence test.....................................................................................148 

4.8.4 When were students identified as gifted?....................................................149 

4.8.5 The subjects in which gifted students do well.............................................150 

4.8.6 Subject receiving good marks.....................................................................151 

4.8.7 Subject learnt quickly..................................................................................152 

4.8.8 The subjects in which gifted students do not do well.................................153  

4.8.9 The subject that gifted students like............................................................154 

4.8.10 Students‟ career aspirations.......................................................................155 



 9 

4.9 Summary of the findings ..........................................................................................155 

CHAPTER 5: THE RESULTS OF THE STUDY Regarding the Practitioner 

Questionnaire  

5.1 Introduction ...............................................................................................................158 

5.2 Section one: Programme for the Identification of Gifted Students.........................158 

5.2.1 “Does the Ministry of Education have a definition of „giftedness‟ in relation 

to students?”..........................................................................................................158 

5.2.2 “For how long has your school been identifying gifted and talented students 

on a programmatic basis?”....................................................................................159 

5.2.3 “Has the identification procedure in your school changed since it was 

introduced?”.........................................................................................................160 

5.2.4 “What methods do you use to identify gifted students?”............................160 

5.2.5 “Who should be notified about gifted children? ”.......................................161 

5.2.6 “Do you keep a written record of the names of gifted students?”...............162 

5.2.7 Estimated percentage of gifted pupils .........................................................162 

5.3 Section two: Provision................................................................................................162 

5.3.1 “Does the school provide academic extension for gifted pupils during school 

hours?”...................................................................................................................163 

5.3.2 “Does the school provide academic extension for gifted pupils after 

school?”.................................................................................................................163 

5.3.3 “Does the school provide non academic extension or enrichment activities for 

gifted pupils after school hours?”..........................................................................164 

5.3.4 “What, if any, out of school opportunities do very able children take 

advantage of?”.......................................................................................................164 

5.3.5 “What, if any, in school provision do your have for gifted students?”........165 

5.3.6 School policies and services for gifted students...........................................165 

5.3.7 “Who is responsible for co-ordinating provision for gifted students?”........166  

5.3.8 “Does a social worker work with gifted students?”......................................166 

5.3.9 “Are there Special schools for gifted students in Saudi Arabia?”................167  

5.3.10 “How many special schools are there for the gifted in Saudi Arabia?”…..167  

5.3.11 Staff training for the teaching of gifted students........................................168 

5.3.12 “Have you taken part in any training in the giftedness field?”...................168  

5.3.13 Rating of programmes run by the Ministry of Education for the identification 

of gifted students...................................................................................................168 



 10 

5.3.14 “What is your opinion about the definition of „gifted‟ students used by the 

Ministry of Education ?” ......................................................................................169 

5.3.15 Opinions about academic initiatives for gifted students in the Ministry of 

Education..............................................................................................................169 

5.3.16 Opinions about non-academic initiatives for gifted students in the Ministry 

of Education..........................................................................................................170 

5.3.17 Training of relevant personnel in the Ministry of Education in connection 

with provision for gifted students.........................................................................170 

5.3.18 “What training or support would be helpful to staff involved in teaching 

gifted students?”...................................................................................................171 

5.3.19 Views on the number of staff in the Ministry of Education concerned with 

provision for gifted students.................................................................................172 

5.4 Summary.................................................................................................................172  

CHAPTER 6: THE RESULTS OF THE STUDY Regarding the Practitioner 

Questionnaire  

6.1 Introduction ...............................................................................................................175 

6.2 Research themes and the informants ........................................................................175  

6.3 Background to programmes for gifted students .......................................................176 

6.3.1 Programmes for gifted students....................................................................177 

6.3.2 The Definition of a Gifted Student...............................................................177 

6.3.3 The establishment of the Gifted Students‟ Identification Programme.........178 

6.3.4 Methods for Identifying Gifted Students.....................................................179 

6.3.5 The percentage of Gifted Students and the Body Responsible for their 

Registration...........................................................................................................180 

6.4 Provision ...................................................................................................................180 

6.4.1 Gifted Student Centres................................................................................180 

6.4.2 Types of Programme for Gifted Students....................................................181 

6.4.3 Private Schools for the Gifted......................................................................182 

6.4.4 Future Goals.................................................................................................183 

6.5 Training and Policy....................................................................................................183 

6.5.1 Views on training..........................................................................................184 

6.5.2 Views on Policy............................................................................................15 

6.6 Summary ....................................................................................................................185 

 



 11 

CHAPTER 7: DISCUSSION OF FINDINGS 

7.1. Introduction...............................................................................................................188 

7.2 Analysis and discussion of Gifted Students’ responses to questionnaires..............189   

7.2.1 Family Background......................................................................................189  

7.2.2 Academic-related issues...............................................................................192 

7.2.3 The students‟ work habits and attitudes to school.......................................194 

7.2.4 Students‟ thoughts on gifted programmes...................................................196 

7.2.5 Strategies for learning...................................................................................198 

7.2.6 Social Life....................................................................................................200 

7.2.7 The academic and non-academic out of school activities............................201 

7.2.8 Concluding remarks...................................................................................202 

7.3 Analysis and Explanations of the responses from practitioners’ questionnaires...203 

7.3. 1 Issues relating to the Identification of gifted students...............................203 

7.3.1.1 General awareness of definitions and documentation..............................203 

7.3.1.2 Methods of identification.........................................................................204 

7.3.2. Aspects of Provision..................................................................................205 

7.3.2.1 Extension programmes.............................................................................205 

7.3.2.2 In-class provision......................................................................................205 

7.3.2.3 Policy related issues in provision..............................................................206 

7.3.2.4 Aspect relating to the training of workers................................................207   

 7.3.2.5 Concluding remarks.................................................................................208   

7.4 Analysis and explanations of the practitioner interviews.........................................208 

7.4.1 Establishment of gifted education...............................................................208  

7.4.2 Definitions of a Gifted Student and issues relating to identification...........209 

7.4.3 Communication issues.................................................................................209 

7.4.4 Academic and or non - academic extension programmes............................210 

7.4.5 Private Schools for the Gifted.....................................................................211 

7.4.6   Future plans................................................................................................212  

7.4.7 Staff training in the gifted field in the schools............................................212 

7.4.8 Concluding remarks.....................................................................................212 

7.5 Further discussion.....................................................................................................213 

7.5.1 Issues relating to identification of gifted students.......................................213  

7.5.1.1 The complexity of identifying the gifted..................................................213 

7.5.1.2 Early identification....................................................................................215 

7.5.1.3 The need for flexibility in the identification process................................215  



 12 

7.5.1.4 Using a variety of sources of information.................................................216 

7.5.2 Issues relating to the provision for gifted students......................................217 

7.5.1.1 Provision through enrichment programmes..............................................217 

7.5.1.2 Provision in the classroom........................................................................218 

7.5.1.3 Provision in the classroom through organisation......................................219 

7.5.1.4 Training for practitioners...........................................................................219 

7.5.1.5 Features which help to support effective provision for gifted students....220 

7.6 Summary .....................................................................................................................220 

CHAPTER 8: CONCLUSION AND RECOMMENDATION 

8.1 Introduction................................................................................................................223  

8.2 Contribution to knowledge and achievement of the research aims..........................223  

8.3 General conclusions...................................................................................................224  

8.4 Difficulties encountered.............................................................................................226 

8.5 Consequences of the epistemological approach to the research..............................227 

8.6 Limitations..................................................................................................................228 

8.7 Possible future research.............................................................................................229 

8.8 Specific recommendations..........................................................................................229 

REFERENCES, BIBLIOGRAPHY...............................................................................232 

APPENDICES..................................................................................................................249 

LIST OF FIGURES 

Figure 1.1: A Graphical Representation of Students in Saudi Arabia 1970 - 2000...........28 

Figure 1.2: A map of the institutional framework for gifted education in Saudi 

Arabia................................................................................................................................30 

Figure 1.3: Conceptual frameworks for the appraisal of the design of a strategy for gifted 

education............................................................................................................................42 

Figure 2.1: Renzulli‟s Three Ring Model of Giftedness...................................................58 

Figure 2.2: Tannenbaum‟s Model of Giftedness...............................................................59 

Figure 2.3: Sternberg‟s concept of successful intelligence................................................61 

Figure 2.4: Gagne‟s 5 Aptitude Domains...........................................................................64 

Figure 2.5: Mihaly Csikszentmihalyi‟s system view of creativity and 

extraordinariness................................................................................................................65 

Figure 2.6: Renzulli‟s Enrichment Triad Model.................................................................76 

http://www.moe.gov.sa/openshare/EnglishCon/About-Saud/Education6.htm_cvt.html#Chart#Chart


 13 

Figure 2.7: A diagrammatic representation of the Autonomous Learner Model...............81  

Figure 3.1: The percentages of participants by status across all levels.............................98 

LIST OF TABLES 

Table 1.1: General Government & Education Budget 2004..............................................24  

Table 1.2: Summary Statistics for General Education........................................................26 

Table 1.3: Description of Male and Female Students in Saudi Arabia in 1970-2000.......27 

Table 1.4: Gifted students identified in different areas......................................................37 

Table 2.1: Levels of intellectual giftedness, as defined by IQ ranges..............................47  

Table 2.2: The attributes relating to Gardner‟s Multiple Intelligences..............................60 

Table 2.3:  An Overview of Sternberg's Triarchic Theory of Intelligence.........................62 

Table 2.4: Identification Methods – Gifted Pupils, a review of their strengths and 

limitations...........................................................................................................................72 

Table 3.1: A mixed method strategy....................................................................................95 

Table 3.2: Breakdown of questionnaire sample, by status................................................97 

Table 4.1: Parents highest academic qualification (Q1)....................................................118 

Table 4.2: Mother and fathers‟ occupation. (Q2)..............................................................119 

Table 4.3: Number of people living in the home. (Q3).....................................................120 

Table 4.4: Number of brothers and sisters. (Q4A & Q4B)...............................................120 

Table 4.5: The birth order among other brothers and sisters. (Q5)...................................121 

Table 4.6:  Helping students with studies at home. (Q6)..................................................121 

Table 4.7:  Family‟s expectations of students. (Q7).........................................................122 

Table 4.8: Kind of parental support. (Q8).........................................................................122 

Table 4.9: Most recent academic results. (Q9)..................................................................123 

Table 4.10: Reported desire to pass exams and obtain a degree (Q10)............................123 

Table 4.11: Reported confidence in academic abilities (Q11)..........................................124 

Table 4.12: I work hard in order to improve myself. (Q12)..............................................124 

Table 4.13: I have to work hard to please my parents. (Q13)...........................................125 

Table 4.14: Education is important for my future career development. (Q14).................125 

Table 4.15: School life is interesting. (Q15).....................................................................126 

Table 4.16: I enjoy difficult tasks which encourage me to work hard. (Q16)..................126 

Table 4.17: I like to be perfect with my studies. (Q17)....................................................127 

Table 4.18: School work is easy for me. (Q18)................................................................127 

Table 4.19: I worry when answering questions. (Q19).....................................................128 

Table 4.20: I worry when I have made a mistake. (Q21)..................................................128 



 14 

Table 4.21: I will attend class if my friends attend. (Q20)...............................................129 

Table 4.22: Although schools have many rules and restrictions, students still like schools 

(Q22).................................................................................................................................129 

Table 4.23: Teachers have more power than students. (Q23)...........................................130 

Table 4.24: Teachers decide everything at a school. (Q24)..............................................130 

Table 4.25: My teachers make learning interesting. (Q25)...............................................131 

Table 4.26: Students usually receive positive responses from teacher. (Q26)..................131 

Table 4.27: I do well in this school because I like gifted students' programmes. (Q27)..132 

Table 4.28: I would achieve better marks if I changed school. (Q28)..............................132 

Table 4.29: My school has enough academic extension or enrichment activities for gifted 

pupils after school. (Q29)..................................................................................................133 

Table 4.30: My school has enough non academic extension or enrichment activities for 

gifted pupils after school. (Q30).......................................................................................134 

Table 4.31: During class time students often miss important points because of thinking 

about other things. (Q31)..................................................................................................135 

Table 4.32: I formulate questions while reading. (Q32)...................................................135 

Table 4.33: Students think through a topic when studying. (Q33)...................................136 

Table 4.34: Student notes in class to avoid confusion. (Q34)...........................................136 

Table 4.35: Students attending school regularly (Q35).....................................................137 

Table 4.36: Students‟ reporting sufficient time for revision before an exam (Q36).........137 

Table 4.37: Students work on their own without help from anyone. (Q37).....................138 

Table 4.38: Students asking for help from other students. (Q38).....................................138 

Table 4.39: Students attending academic extension or enrichment activities. (Q39).......139 

Table 4.40: Students attending non academic extension or enrichment activities. (Q40).139 

Table 4.41: I enjoy extension programmes. (Q41)............................................................140 

Table 4.42: Do extension programmes help students to learn more? (Q42).....................140 

Table 4.43: I have many friends (Q43)..............................................................................141 

Table 4.44: I like my classmates. (Q44)............................................................................141 

Table 4.45: Enjoying parties. (Q45)..................................................................................142 

Table 4.46: I am happy when I visiting relatives. (Q46)...................................................142 

Table 4.47: I like to attend social activities (Q47)............................................................143 

Table 4.48: I try to identify students in this class whom I can ask for help if necessary 

(Q48).................................................................................................................................143 

Table 4.49: The number of hours per week on academic activities. (Q49)......................144 

Table 4.50: The number of hours per week spent on non-academic activities.  (Q50).....146 

Table 4.51: Self-rating of giftedness. (Q51).....................................................................147 



 15 

Table 4.52: Who identifies students as gifted? (Q52).......................................................148 

Table 4.53: The intelligence test. (Q53)............................................................................148 

Table 4.54: When were students identified as gifted? (Q54)............................................149 

Table 4.55: The subject in which gifted students do well. (Q55).....................................150 

Table 4.56: The subjects in which gifted students receive good marks. (Q56)................151 

Table 4.57: The subject in which gifted students learn quickly. (Q57)............................152 

Table 4.58: The subject in which gifted students do not do well. (Q58).........................153 

Table 4.59: The subjects that gifted students like. (Q59).................................................154 

Table 4.60: Students‟ occupation in the future. (Q60)......................................................155 

Table 5.1: Definition of a gifted student in the Ministry of Education (Q1)....................158 

Table 5.2: Point at which programme for identification of gifted students was established 

programme in schools. (Q2)..............................................................................................159 

Table 5.3: A change in the identification programmes in schools since they were 

introduced. (Q3)................................................................................................................160 

Table 5.4: Type of methods to identify gifted students. (Q5)..........................................160 

Table 5.5: Sectors responsible for communication concerning gifted students. (Q6)…..161 

Table 5.6: Written record of the names of gifted students. (Q7)......................................162 

Table 5.7: The percentage of pupils on record. Q8...........................................................162 

Table 5.8: Schools providing academic extension for gifted pupils during school hours. 

(Q9)....................................................................................................................................163 

Table 5.9: Schools providing academic extension for gifted pupils after school. (Q10)..163 

Table 5.10: Schools providing non academic extension or enrichment activities for gifted 

pupils after school. (Q11)..................................................................................................164 

Table 5.11: Other out-of-school programmes for gifted students. (Q12).........................164 

Table 5.12: Type of provision in Saudi schools for gifted students. (Q13)......................165 

Table 5.13: Schools having any of the following services. (Q14)....................................165 

Table 5.14: Those responsible for coordinating provision for gifted students. (Q15)......166 

Table 5.15: Social workers working with gifted students. (Q16).....................................166 

Table 5.16: Special schools for gifted students in Saudi Arabia. (Q17)...........................167 

Table 5.17: Number of special schools for gifted students. (Q18)...................................167 

Table 5.18: Staff training for teaching gifted students. (Q19).........................................168 

Table 5.19: Staff taking training in the gifted field. (Q20)...............................................168 

Table 5.20a: Staff opinion about the identification programme in education. (Q21a).....168 

Table 5.20b: Staff opinion about the definition of gifted students in the Ministry of 

Education. (Q21B)............................................................................................................169 



 16 

Table 5.20c: Staff opinion about the academic activities for gifted students in the Ministry 

of Education. (Q21C).......................................................................................................169 

Table 5.20d: Staff opinion about the non-academic activities for gifted students. 

(Q21D)..............................................................................................................................170 

Table 5.20e: Workers‟ opinion about the training in the gifted field in the Ministry of 

Education. (Q21E)............................................................................................................170 

Table 5.21: Training or support for the staff to teach gifted students. (Q22)..................171 

Table 5.22: The number of workers in the Ministry of Education for gifted students. 

(Q21F)...............................................................................................................................172 

LIST OF APPENDICES 

APPENDIX 1: Summary Table of the Study Results.......................................................249   

APPENDIX 2: The questionnaire that participant gifted students filled in......................254 

APPENDIX 3: The questionnaire that participant practitioner filled in............................263 

APPENDIX 4: The Interview that participant practitioner filled in..................................268 

APPENDIX 5: Some Documentation about Gifted Programme in Saudi Arabia in 

Arabic................................................................................................................................269 

ABBREVIATIONS 

CAT: Cognitive Abilities Test 

CATS: Cognitive Abilities Test System 

CD: A Compact Disc 

DCSF: Department for Children, Schools and Families  

DET: The Department of Education and Training 

DfEE Department for Education and Employment  

DfES: Department for Education and Skills 

Fiqh: Islamic jurisprudence 

FIRO-B: Fundamental Interpersonal Relations Orientation Behaviour 

FPS: Future Problem Solving Model 

GAGS: General Administration for Gifted Students 

Hadith: The Islamic Holy text attributed to the Prophet Muhammad 

HMSO: Her Majesty‟s Stationary Office 

IORESA: Information Office of the Royal Embassy of Saudi Arabia 

IQ: Intelligence Quotient Scores 

KACFG: King Abdul Aziz and his Companions' Foundation for Giftedness and Creativity  

http://www.google.co.uk/url?sa=t&source=web&ct=res&cd=12&ved=0CCIQFjABOAo&url=http%3A%2F%2Fhomeworktips.about.com%2Fod%2Fhomeworkhelp%2Fa%2FIQ.htm&ei=7ZsDTLT9C4Lw0wSkldHMAw&usg=AFQjCNHBkMz9b9-kKng_DybpatJdnB76vw&sig2=mONnrcwRy_6MKRj6fNH_oQ


 17 

KAUST: King Abdullah University of Science and Technology 

Mawhiba: King Abdul Aziz and his Companions' Foundation for Giftedness and 

Creativity Website 

MI: Multiple Intelligences 

MOE: Ministry of Education in Saudi Arabia 

MOFA: The Royal Embassy of Saudi Arabia Website 

NFER: National Foundation for Educational Research 

OPEC: Organization of the Petroleum Exporting Countries  

QCA: Qualifications and Curriculum Authority 

Quran: The Islamic Holy Book believed to be the word of God  

SATs: Standard Assessment Tests 

SPSS: Statistical Package for Social Sciences 

Tafsir: Explanation of the Quran 

Tawheed: Islamic Creed 

UNESCO: United Nations Educational, Scientific and Cultural Organization  

WAIS: Wechsler Adult Intelligence Scale 

YELLIS:  Year 11 Information System 

 

 

 

 

 

http://www.google.co.uk/url?sa=t&source=web&ct=res&cd=1&ved=0CBgQFjAA&url=http%3A%2F%2Fwww.unesco.org%2F&ei=KkACTKbIKJ-80gSWrojMAw&usg=AFQjCNGothJfQFH0qdN7f5d6BxaB3HG-IQ&sig2=SRqOo3COoqHIa4QW5treAQ


 18 

 

 

 

 

 

 

CHAPTER 1 

INTRODUCTION  



 19 

CHAPTER 1 

Introduction  

1.1 Background    

Making appropriate provision for gifted and talented students is important to the 

development of any functioning society. They are part of the future and a valuable future 

resource; that may be why developing countries are making significant efforts in making 

appropriate provision for them. In the Kingdom of Saudi Arabia, which is considered to be 

an under-developed country, interest in gifted students began to grow from 1998, through 

programmes that were geared towards identifying gifted students. In 2000, the General 

Administration for Gifted Students (GAGS) was established in Saudi Arabia‟s Ministry of 

Education (Bondagjy, 2000). Although attempts are being made to introduce gifted 

education in Saudi Arabia, there is a paucity of published information both in terms of 

research and development. 

A conservative estimate of the percentage of gifted pupils in the Kingdom of Saudi Arabia 

is 2% (Bondagjy, 2000). Since there are about four million pupils and students in the 

kingdom, the number of those who are gifted may be around 80,000. Existing specialised 

programmes can probably provide for only half of the actual number (King Abdul Aziz 

and his Companions‟ Foundation for the Gifted [KACFG] Journal, 1999). Furthermore, the 

numbers should rise as the identification becomes wider and this causes concern, as 

Bondagjy, (2000) states: 

The programmes can only deal with approximately half of that number, which 

comes down to around 40,000 pupils. The number of gifted pupils is expected to 

increase at a rate of 5%, the same rate of increase in the population. The present 

foundation cannot handle the increasing numbers of gifted pupils...in the kingdom 

(p10). 

Currently the total number of students in Saudi Arabia is , ,  and there are ,  

schools (Web of Ministry of Education in Saudi Arabia, 2007). The number of gifted 

students in these schools would appear to be more than 200,000, if 5% of the student 

population is identified. The number of gifted students who receive the benefit of any 

specialist programmes in Saudi schools is much less than this number. In consequence, it is 

felt by many practitioners, with who I have been informally in contact with, that these 
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schools may need more specialist programmes and more services and facilities to address 

the needs of gifted students.  

1.2 Personal motivation for the study  

I, the author of this study, come from Saudi Arabia.  My qualifications and previous work 

experience include social work. I have worked with juvenile delinquents at Al-Owad 

prison before becoming a lecturer at the Imam University, where I lecture in Social Work.  

I also lecture on Islamic Law outside the University and in 2001 organised, and ran a (now 

on-going) summer school for gifted students, at which they memorised the Qur‟an in just 

two months. In addition, I have been involved in producing a youth magazine and writing 

educational articles. All these experiences contributed to my interest in carrying out a study 

involving nurturing the gifts and talents of young people.  I have been sponsored by the 

Saudi Embassy Culture Bureau to study for my PhD.  My intention is to use the knowledge 

derived from undertaking this study to contribute to the development of gifted education, 

when I get back to Saudi Arabia. 

In this study my focus is the existing programmes for gifted students in the Kingdom of 

Saudi Arabia, in order to determine any difficulties and issues facing existing gifted 

programmes. I hope to learn about gifted programmes provided by the Department for 

Children, Schools and Families (DCSF) in the United Kingdom and in other countries 

through my readings. In particular, I would like to explore the development of gifted 

education in the United States of America, where most of the developments in gifted 

education have taken place in the past three decades (Carber & Reis, 2004). I hope these 

will enable me to identify any problems and salient issues in the provision for the gifted in 

my own country and make recommendations to support the government of Saudi Arabia to 

improve the nature of the provision offered for gifted students. My study should also 

provide a synthesis and a critical review of existing provision for gifted students around the 

world, which I hope will provide a reference base for those working in gifted education 

within Saudi Arabia.  

The terminology used in Saudi Arabia - gifted education – is used through out in this study 

although I am aware that in many countries, including the United Kingdom, the phrase 

gifted and talented education is often used. In the UK, for example, the term gifted is used 

to describe academically bright pupils and the term talented refers to high abilities in sport, 

music and creative arts (DfES, 2006)  I hope to gather information by reviewing 

international literature, academic books and policy documents as well as by gathering 

information from different websites on the internet and reading international journals.  The 
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data to be collected for this study will focus on programmes for gifted students in Saudi 

Arabia. Within Saudi Arabia, I intend to distribute questionnaires and carry out semi-

structured interviews of employees at government agencies, the Education Ministry, people 

in management positions, tutors, social workers and the gifted students themselves, in 

order to assess how various people perceive „gifted‟ programmes and to explore how 

effective or successful the programmes are. My intention is to explore gifted education 

from a variety of viewpoints and perspectives. The task I am undertaking is complex as 

there is very little research being carried out on giftedness in the Kingdom of Saudi Arabia. 

I also hope to contribute to the research findings acquired to date, in order to enrich the 

information available in the field and make a contribution in the further development of 

gifted education in my country. 

1.3 Research Problem  

Evidence suggests (Al-Ghamdi, 2007) that there are very few programmes for gifted 

students run by the Ministry of Education in the Kingdom of Saudi Arabia. The 

programmes that do exist are new and in need of evaluation and further development in 

order to provide maximum benefit for gifted students. The Saudi Arabian government is 

keen that the gifts and talents of the young people in the country are nurtured (Mawhiba, 

internet reference, 2007). The authorities in the government believe that if there are 

sufficient schools making commitments for enhanced opportunities for gifted students, the 

result could be the identification of more gifted students, additional benefits for gifted 

children and a successful future for the country (Hassanan, 1997).  

At present, in Saudi Arabia, gifted students who have special characteristics of giftedness 

or special abilities qualify for provision at the highest levels of services.  But practitioners, 

with who I have informally communicated, feel that there is a need for more well-

developed and organised special programmes that cater for and develop these students‟ 

abilities.  

Since 1999, the Ministry of Education in the Kingdom of Saudi Arabia has demonstrated a 

strong interest in its gifted students by putting in place programmes that are developed 

specifically for these students; however, these programmes are rare and new. Therefore I 

feel it is necessary to carry out an in-depth study of the present state of gifted education, 

find out what is available and identify the strengths and weaknesses of what is being 

offered. 
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1.4 Aims of the study 

From the outset, it is acknowledged that the concept of giftedness and its identification is 

highly complex. As Gubbins (2002) points out, people all over the world are still asking 

questions about how we assess and nurture people‟s abilities. Whilst there are centres 

around the world focusing on research and development on gifted education, there are also 

experts (Borland, 2005, for example) who question the whole concept of identification of 

‗gifted students‘ and recommend that what is needed is ‗gifted education‘ for the students 

without labelling a group as ‗gifted‘. Borland, however, also states that there is agreement 

amongst experts that ‗high achieving or high-ability students are among those who are the 

most ill-served when curriculum and instruction are not differentiated‘ (p.2). This study 

aims to make a contribution to the on-going debate in aspects of gifted education. It is also 

hope that it would add to the research literature by studying the nature of gifted education 

in Saudi Arabia, which has a different cultural social and educational background to many 

other countries where gifted programmes exist.       

More specifically, the aims of this study are: 

 to explore the effectiveness and any possible weaknesses of gifted 

programmes in Saudi Arabia, by seeking  the perspectives of all key parties 

involved; 

 to draw conclusions about the nature of gifted Saudi programmes and make 

recommendations based on the data collected;  

 to make recommendations to the Saudi government based on what is known 

about gifted programmes in other countries. 

1.5 The research questions  

Based on the aims articulated in the previous section, the following specific research 

questions have been formulated:   

1. How does the Ministry of Education in Saudi Arabia define gifted students? 

2. How does the Ministry identify and support gifted students? 

3. What is the nature of programmes for gifted students in the Kingdom of 

Saudi Arabia? 

4. How effective are these programmes in terms of making provision in terms 

of the educational methods and resources for gifted students from the 

perspectives of practitioners and policy makers? 
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1.5.1 Sub-questions 

Two sub-questions will also be explored: 

 Do people who work with gifted students have special qualifications? 

 What is the level and nature of the response of gifted students to „gifted‟ 

programmes? 

1.6 History of the Kingdom of Saudi Arabia 

In order to set the background for this study, it is important to provide some information 

about the history of the Kingdom of Saudi Arabia. The extensive background information 

is provided as Saudi Arabia has a very different social and cultural context and many 

aspects relating to the specific contextual factors are likely to impact on researching this 

study. The Saudi state was established first in central Arabia about 1744, corresponding to 

1157.  At that time a local governor, a noble Arab of the region, Prince Muhammad bin 

Saud, joined, with his fighters, the Islamic reformer, Sheikh Muhammad Ben Abd Al-

Wahhab. The two leaders reached an agreement to establish a Moslem state which was 

based on purifying genuine Islam from man-made deviations and heresies (Alsheridah, 

1998).  The capital of the state was Al Dara‟iah.  The newly emerged entity at that time 

largely expanded to include Najd, and its influence covered the coastal eastern territories 

from Kuwait in the north to Oman in the south (Madini, 2005). 

In 1902, Abdul Aziz bin Saud, at 22 years of age, captured Riyadh and became King bin 

Saud, re-establishing the royal family heritage (Alsheridah, 1998).  Today the country 

continues to be ruled by the Saudi monarchy, the present King being Abdullah bin Abdul 

Aziz.  The prevailing law is the Islamic Shari'a (Madini, 2005).  The country covers most 

of the Arabian Peninsula, with Riyadh, its capital, being the largest city of the kingdom.  It 

has boundaries with the United Arab Emirates, Oman, Yemen, Iraq and Jordan (Madini, 

2005).  The area of the country is very large, approximately 2,217,949 square kilometres. 

In 2007, Saudi Arabia's population was estimated to be about 27,019,731 million, 

including about 6.4 million resident foreigners.  Most Saudis are ethnically Arabs and 

100% of them are Muslims (Aljoufedu, internet reference, 2007). 

The discovery of oil, in March 1938, brought a dramatic change in all sectors of the 

country, particularly on an economical level.  As a result, the country gained considerable 

international influence over the years, in addition to its Islamic pioneer position - as 

including the holiest places of Islam, and applying Islamic judgment on the life and 

transactions of its citizens.  Today, Saudi Arabia enjoys a close relationship with most of 

http://en.wikipedia.org/wiki/Muhammad_bin_Saud
http://en.wikipedia.org/wiki/Muhammad_bin_Saud
http://en.wikipedia.org/wiki/Muhammad_ibn_Abd_al_Wahhab
http://en.wikipedia.org/wiki/Muhammad_ibn_Abd_al_Wahhab
http://en.wikipedia.org/wiki/1902
http://en.wikipedia.org/wiki/Riyadh
http://en.wikipedia.org/wiki/Saudi_monarchy
http://en.wikipedia.org/wiki/Fahd_bin_Abdul_Aziz
http://en.wikipedia.org/wiki/Fahd_bin_Abdul_Aziz
http://en.wikipedia.org/wiki/Shari%27a
http://en.wikipedia.org/wiki/Arab
http://en.wikipedia.org/wiki/Muslim
http://en.wikipedia.org/wiki/Petroleum
http://en.wikipedia.org/wiki/1938


 24 

the Western nations which purchase Saudi oil (Madini, 2005).  In the context of oil, it has 

been found that Saudi Arabia has the largest of the world's petroleum reserves.  As the 

largest exporter of petroleum, it plays a leading role in Organization of the Petroleum 

Exporting Countries [OPEC] (Mofa, internet reference, 2007).  

The population of the Kingdom is increasing dramatically and most people are under 25 

years old.  There are more than 11,000 small cities, villages and hamlets with more than 

30,000 schools.  The gross domestic product is more than £30,666 billion in 2004 (Alsabti, 

2007). The government therefore can afford to spend generously on education.  Indeed, in 

2004, the amount spent on education was £8486 billion. Clearly, funds are available to 

spend on education.   

In recent years, as the Ministry of Education (MOE, internet reference, 2007) shows the 

Saudi government has acknowledged the importance of enhancing the provision for the 

most talented students so that the country will be able to keep up with global developments 

and competitiveness. 

Table 1.1 General Government & Education Budget 2004  

(£billion) (MOE, internet reference, 2007) 

General 

Government  

Budget 

Education Sector 

Budget. 

% of General Budget 

spent on education. 

M.O.F. 

Education 

Budget. 

% of  

Education 

Budget. 

30.666 8.486 27.67% 6.666 79.47% 

1.7 Education in the kingdom of Saudi Arabia – Background to this study  

This section gives a brief profile of the education system in the Kingdom of Saudi Arabia 

providing relevant details of the process of education with special reference to gifted 

student programmes.  

In 1925 King Abdul Aziz bin Saud united the country and renamed it the Kingdom of 

Saudi Arabia.   

The modern history of education in Saudi Arabia started with an Arab school established in 

Jeddeh by Mohammed Ali Zeynel, on the western coast of the kingdom, before another 

one was established in the holy city of Makkah in 1903.  In 1924, the Directorate of 

Education was founded, in order to undertake regulating the process of education in the 

kingdom, along with Al Hachemiyyah schools in Jeddah and in Makkah.  In 1925 the first 

secondary school was established, and was called the Al-Iimi Institute.  In 1926 the first 

Education Council was created in order to regulate education within the Hijaz and to 

http://en.wikipedia.org/wiki/Western_world
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regulate elementary education to become compulsory and free.  In 1927, the first Saudi 

curriculum was introduced for elementary schools; it was known by the title Teaching 

System for Schools.  In 1937 regulations governing private schools were implemented and, 

by 1951, the number of students in the kingdom‟s 226 schools had reached 29,887 students 

(Bondagjy, 2000). 

The Directorate of Education played a considerable role in implementing Higher Education 

in the Kingdom of Saudi Arabia by establishing the Shariah College in Makkah in 1949, 

followed by a college for training teachers, established in 1952.  In 1957 King Saud 

University was established, then the Islamic University in Medina in 1961.  The Dharan 

University of Petroleum and Minerals was founded in 1963 (its name was changed to King 

Fahd University).  King Abdul Aziz University in Jeddah was founded in 1967, while 

Imam Mohammed bin Saud and King Faisal University, amongst others, were founded in 

1975.  

In 195  the Ministry of Education was founded and was headed by Prince Fahd bin Abdul 

Aziz as the first Minister of Education of the Kingdom of Saudi Arabia.  In 1960 formal 

education for girls commenced in the kingdom when 15 primary schools were founded, in 

1963 the education system had grown to include 1,024 primary schools, 72 intermediate 

and secondary schools, 7 vocational schools, 7 teacher-training institutes and the first 

intermediate school for girls, while the Kingdom of Saudi Arabia opened the first 

secondary school for girls in 1965.  During the same year the number of schools and 

institutes had jumped from 1,114 to 2,225.   

The period 1975-1985 was considered by many to be a considerable positive period in the 

history of educational development in the Kingdom of Saudi Arabia.  This leap was due 

primarily to the large financial investment injected by the government, to improve the 

educational process, as well as to raise in the number of teachers and administrative staff 

drafted in to serve the educational system (Madini, 2005). Today, the sector of public 

education of Saudi Arabia currently comprises 19 universities, more than 29,000 schools, 

and a large number of colleges and other educational and training institutions.  It is open to 

every Saudi citizen, with the system of public education providing students with free 

tuition, books, library and laboratory facilities and health services.  A measure of the 

government's substantial commitment to this sector can be seen in the allocation of over 25 

percent of the annual State budget to education, including vocational training as Ministry 

of education web show (MOE, internet reference, 2007). 
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The Special Education Department of the Ministry of Education (MOE) operates special 

schools for the blind, deaf and other physically and mentally handicapped students, while 

other institutes care for older handicapped people.  Table 1.2, below, shows, in figures, the 

project summary of general education figures below (MOE, internet reference, 2007). 

Table 1.2 Summary Statistics for General Education 

Description Schools Classes Students Teaching Staff Administrators 

Male 13,939 105,122 2,379,496 188,906 7,286 

Female 15,868 105,172 2,403,680 213,269 15,045 

Total 29,807 210,294 4,783,176 402,176 22,331 

The Kingdom of Saudi Arabia has established a goal to „spread Islam to every corner of 

the earth‟. It requires the school systems to incorporate this goal in their curricula.  

Textbooks and lesson guides contain philosophies taken from the Holy Qur‟an.  The 

keystone of instruction in Saudi Arabia is composed of the generally all-encompassing 

subject matters in Islam.  A book, entitled Education in Saudi Arabia, distributed by the 

Saudi Cultural Mission to the US, refers to a manuscript published by the Higher 

Committee for Educational Policy (Al Saloom, in Stalinsky, 2008). It holds 236 main 

beliefs that give explanation to how students have to endorse faithfulness to Islam by 

disparaging any arrangement or hypothesis that holds disagreement with Islamic law.  The 

following passage from the manuscript by the Higher Committee for Educational Policy 

indicates (Al Zaid, 1982, in Stalinsky, 2008): 

The purpose of education is to understand Islam in a proper and complete 

manner, to implement and spread the Muslim faith, to provide a student with 

Islamic values, and teachings. [The Importance of which is] providing the 

individual with the necessary ideas, consciousness and abilities to preach the 

message of Islam, [along with the idea of] widening the horizons of the 

thinking of the students by acquainting them with various countries of the 

world… and in attending to the duty of spreading its [Islam's] message... [To 

be able to effectively spread Islam to the world, the students are educated to] 

at least one of the living languages in addition to their original language to 

enable them to acquire knowledge…[to] transmit our Saudi knowledge…to 

other communities and participate in the spreading of Islam. 
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1.7.1 Education for Girls 

The government of Saudi Arabia has always acknowledged the significance of providing 

educational opportunity to girls as well as boys (Ministry of Education, 2006). Education 

in Saudi Arabia is divided according to gender and, separated into three independently 

administered structures: general education for boys, education for girls and traditional 

Islamic education, defined especially for boys (Sedgwick, 2008). Advancing the notion of 

equal educational opportunities for both genders has created challenges for the 

government. Presiding over the boys‟ general education is the Ministry of Education and 

the jurisdiction for girls‟ education is held by the General Presidency for Girls‟ Education. 

However, both sexes follow the same curriculum and examinations (Sedgwick, 2008). 

The education of Saudi girls was expanded gradually. One could observe that, through the 

accomplishments of the General Presidency for Girls Education, the number of schools, 

colleges and institutions for girls‟ education in Saudi has increased rapidly. The figure and 

table below (Table 1.3 and Figure 1.1) illustrate the difference between the numbers of 

students, male and female, between 1970 and 2000 (Ministry of Education, 2006). 

Table 1.3 Description of Male and Female Students 

In Saudi Arabia in 1970-2000 

Year Male Female Total 

1970 412,000 135,000 547,000 

1975 673,000 311,000 984,000 

1980 951,000 511,000 1,462,000 

1985 1,273,000 876,000 2,149,000 

1990 1,624,000 1,310,000 2,934,000 

1995 2,022,000 1,912,000 3,934,000 

2000 2,405,000 2,369,000 4,774,000 

Source: http://www.kingfahdbinabdulaziz.com/ 

http://www.kingfahdbinabdulaziz.com/
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Figure 1.1 A Graphical Representation of Students in Saudi Arabia 1970 - 2000 

(http://www.kingfahdbinabdulaziz.com) 

 

1.7.2 Higher Education 

The need to provide education to a larger number of Saudi Arabians has been the greatest 

challenge yet to be faced by the Kingdom.  The end goal is to produce students capable of 

managing an intricate contemporary economy and for the country to be able to compete in 

the global system. It is also important for the economy of the country to make plans in 

advance, as oil supply is not infinite. A university council is accountable for instruction 

and school-related organizational and economic dealings, execution of university courses 

of action, and preparing financial arrangements and potential expansion strategies.  There 

is a scientific committee at every university that encourages technical and research studies 

and periodicals. 

1.7.3 History of „Care Programmes‟ for gifted students in the Kingdom of Saudi 

Arabia 

In 1969 the Saudi cabinet first recognized the need for identifying gifted students (Al-

Nafea et al, 1992), but no actual steps had been taken for action.  Between the years 1990 

and 1996, King Abdul Aziz‟s City of Science and Technology, with collaboration from the 

Ministry of Education and the General Presidency for Girls Education, produced a project 

for extensive national research.  The project entitled: „Identification and Care for Gifted 

Students‟ (Bondagjy, 2000) consisted of three main aims:  

1. To design a programme for identification of gifted students. 

http://www.moe.gov.sa/openshare/EnglishCon/About-Saud/Education6.htm_cvt.html#Chart#Chart
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2. To design enrichment programme models for mathematics and science 

curriculum. 

3. To enlighten Saudi society about the importance of the identification of 

gifted pupils and provision to meet their educational needs.  

Regarding identification of gifted students, the project employs seven methods, which are: 

 Teachers‟ nomination  

 High academic achievement 

 High achievement in science and mathematics 

 IQ tests 

 Torrance test for creativity thinking 

Two years later in 1998, a project entitled „Identify and Care Programme for Gifted 

Students‟ designed for identifying gifted students in the kingdom of Saudi Arabia was 

implemented by the Ministry of Education (Alwasruh, 2005). This programme consisted of 

four units: 

 Identification of gifted students. 

 Care and enrichment programmes for gifted students. 

 Training, planning and organization. 

 Finance and administration services.  

This project is of even greater significance than the first, since it was deemed that it 

provided a more concise manner in identifying and supporting gifted children of the 

Kingdom.  Therefore, it represents a landmark in the history of gifted education in Saudi 

Arabia. It provided the Ministry of Education with the opportunity to start special 

programmes for gifted students. 

1.7.3.1 The General Administration for Gifted Students  

In the year 2000, an independent unit was created in the Saudi Ministry of Education to 

monitor and be responsible for the education of gifted students in the kingdom.  This unit 

is referred to as „The General Administration for Gifted Students‟ (MOE, internet 

reference, 2007). 

This organization proposed three strategies for provision for gifted students: 
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 Acceleration allows gifted pupils to move forward to levels of study, 

according to his/her ability. 

 Grouping - to make specific groups for gifted pupils, such as separate 

schools or classes.   

 Enrichment - to involve gifted pupils in activities and more educational 

programmes according to their abilities.   

The General Administration for Gifted Students applies different methods in order to 

implement the enrichment programmes.  It suggests that schools take advantage of the post 

school term, weekends and summer holidays for providing these activities. For ease of 

reference Figure 1.2 provides a visual reference of the initiative framework for the gifted 

education in Saudi Arabia.  

Figure 1.2: A map of the institutional framework for gifted education in Saudi 

Arabia. 
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1.7.3.2 Gifted Students Care Centres in Saudi Arabia 

The gifted students Care Centres are establishments charged with the task of offering 

educational, social and psychological care for gifted students.  Such centres are supervised 

by the General Administration for Gifted Students.  The administration body which 

controls each of these centres includes a Centre Director, assistants, teachers, behavioural 

specialists, laboratory technicians, learning sources specialists and general support 

technicians.  The Kingdom of Saudi Arabia, at the time of writing this thesis, has 31 Care 

Centres for boys and 20 for girls (MOE, internet reference, 2007). 

1.7.3.3 Care Programmes for Gifted Students in the Schools of the Kingdom of Saudi 

Arabia 

The General Administration for Gifted Students emphasises that all students should be 

provided with equal opportunities, so that their abilities may be identified and their gifts 

and talents developed. In order to achieve this goal, the General Administration for Gifted 

Students provides a programme to train teachers so as to achieve this purpose. 

The teachers‟ duties include the introduction of a complete gifted programme prepared by 

the General Administration for Gifted Students. These programmes start at the beginning 

of every school term.  Among the responsibilities of the teacher is the use of modern 

methods i.e. those which are evidence-based and researched to have concluded the most 

effective ways of teaching, which help to improve students‟ skills of leadership, social and 

scientific research skills.  Additionally the teachers help to improve the parents‟ knowledge 

about the importance of provision for gifted students.  The duties of teachers also include 

the liaison between the various Care Centres of Gifted Students. 

The number of schools that have had benefited from this programme, between the years 

2002 and 2004 was 264 boys' schools and 97 girls‟ schools (Alwasruh, 2005).  

1.7.4 King Abdul Aziz and his Companions' Foundation for the Gifted (Mawhiba, 

internet reference, 2006) (KACFG) (Mawhiba) 

The KACFG, which is a body specially established for improving gifted education, was 

established in 1999 by a royal decree from King Abdullah bin Abdul Aziz Al-Saud. This 

was the result of recommendations of scholars and researchers from the Ministry of 

Education, the Presidency of Girls' Education, King Abdul Aziz City of Science and

Technology and King Saud University.  The foundation was managed by a board of

directors which consists of princes, ministers, businessmen, and eminent specialists.  The 

KACFG aims to co-ordinate and supervise all efforts of identifying the gifted and talented 
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students and support them in their education and their productive endeavours.  Over the 

past years, the Foundation has made strides in creating the basic framework and 

organization for achieving goals for which it was originally established  

The goals of the KACFG are: 

 to encourage and support giftedness, invention and creativity; 

 to produce professional pathways in the disciplines of environmental sciences, 

communication, education, arts, medicine, telecommunication, engineering 

science and technology;  

 to support and provide enriched educational activity for the gifted and talented 

students;  

 To educate parents, teachers, and employers about methods for the development 

of gifts and talents; 

 To help educational and specialized institutions across the Kingdom in creating 

an inclusive program for the gifted and talented (KACFG, internet reference, 

2006). 

Finding ways for providing the gifted and talented with scholarships to fulfil their 

educational potential is one of the foundation‟s functions.  In addition to this, helping these 

students to find the needed funds to continue their pursuit of excellence is a serious 

objective of the Foundation. The department of Scientific Affairs of the KACFG is making 

efforts to become a centre for the inventive spirit of the Kingdom.  It is developing an 

organization which will invest in creative ideas, facilitate the inventive processes and 

support inventors to bring their creations to the market place.  Furthermore, it has created 

an on-going forum for their inventions.  The Foundation addresses practical issues such as 

current trends in science, engineering and technology.  It is, in other words, developing a 

vision of creativity to be a part of the educational process in the future of Saudi Arabia.  

1.7.4.1 Support for Gifted Education 

The KACFG is the first and the biggest foundation to support the education of the gifted 

and talented in the Saudi Arabia, as it supplies programmes and support with substantial 

funding.  The KACFG provides funds and support to students in the six main centres for 

gifted education of the Ministry of Education of Saudi Arabia.  These centres are located in 

Riyadh, Jeddah, Taif, Madinah, Dammam, and Al-Hassa. They work on identifying gifted 

children and providing them with enriched educational activity.  They also assist in the 

teaching of the whole community about the nature of giftedness and about the role that 
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talents and talented people will play in the future of the Kingdom of Saudi Arabia.  

Additionally, the Foundation is committed to providing training for all those who interact 

with the gifted children (KACFG, internet reference, 2006). 

1.7.4.2   New Gifted Students Developments in Saudi Arabia 

Currently the gifted children in Saudi Arabia are given support with recent projects and 

developments sponsored by different groups and the government.  To this, King Abdullah 

Bin Abdulaziz, custodian to the 2 Holy Mosques, said that, “It is the duty of us all in the 

age of innovation to nurture giftedness and talents.” He is the president of the newly 

formed Mawhiba Foundation, which is popularly known as the King Abdulaziz and his 

Companions‟ Foundation for Giftedness and Creativity (Mawhiba, internet reference, 

2007). His adviser and acting minister is Prince Abdul Ilah. This foundation was started in 

order to cater for certain challenges for Saudi Arabia and will last up to 15 years based on 

its national development strategy, which is by the year 2022. It covers 5 major initiatives 

of science, technology, leadership, initiative and management (Arab News, 2008). About 

30,000 gifted men and women in the said country will be sponsored by the foundation 

together with 80,000 students, who will be cared for by its programmes. This project 

attracted a global buzz. Major international institutions like Johns Hopkins, Oxford, 

Cambridge and Texas universities have vowed to contribute their support to the said 

foundation. 

On a whole perspective, Mawhiba focuses on cultivating intellectual talents and personal 

qualities of gifted students, which should train them into young leaders in the 

future. Highlights of the said foundation are: summer programs initiated by prominent 

national and international universities; Imagine Service is an electronic interface wherein 

middle and high school students can transfer their own ideas or projects requiring for an 

expert assessment in particular fields of concentrations; Shawer Service is a specialized 

educational consultancy catering to gifted individuals, parents and educators; competitions 

and scientific creativity awards; and the National Portal for giftedness, creativity and 

innovation (Mawhiba, internet reference, 2007). Pertaining on one of the said highlights, 

Mawhiba‟s summer programme is the Saudi Aramco‟s Summer Programme for the Gifted. 

Students enrolled in this, gain positive achievements and acquire newfound abilities by the 

end of the month. The main goal is to ensure a lead pace for and endow an enjoying stay to 

each student. It advances information that can get the students in second year college. Its 

platform consists of Saudi Aramco giving all the logistical support; Mawhiba sustaining 
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the quality assurance, a big part of funding and student selection, while the Talents Center 

monitors the science welfare (Brundage, 2008). 

Another good programme of the Mawhiba is the e-portal project for the gifted students. It 

should develop and create a National Electronic Portal that encourages a potential of 

giftedness in young Saudis, whom were carefully selected by the Mawhiba and Arabian 

Advanced Systems. Actually, the e-portal project is one of the core projects under the 

strategic plan of Mawhiba to advance the culture of innovation and creativity of the youth 

population. Upon accessing the portal, visitors can benefit in unique services, information 

resources and libraries bearing the most updated scientific information. In close 

collaboration with Microsoft Saudi Arabia, it will use Microsoft Share Point 2007 

technology. The domain name is www.mawhiba.org.sa. E-portal is expected to fulfil the 

foundation hopes and reinforce the country‟s wishes to have a knowledge-based society. 

According to Mawhiba, the secret to a progressing country is strengthening talent, 

innovation and creativity among its citizens, especially the youth, who are the future of 

Saudi Arabia (Golden, 2007). 

1.7.5 King Abdullah University of Science and Technology Précis 

A further recent development in providing high quality education to most gifted Saudi 

students has been the establishment of a new University. The present monarch, King 

Abdullah bin Abdul Aziz al-Saud, has approved the King Abdullah University of Science 

and Technology (KAUST). Scholarships are provided in order to ensure that KAUST 

students, identified as potentially gifted, are financially supported throughout their time at 

the University.  Those who obtain the Discovery Scholarships (as they are referred to) will 

receive full tuition support, a stipend as a source of revenue, and summer and professional 

enhancement programs (IORESA, 2006).  The establishment of this new University is 

considered to be an outstanding method of support projected to attract the attention of 

gifted and talented students from Saudi Arabia and from other countries around the world.  

In the KAUST Official Website (2008) KAUST is described as: 

…an international, graduate-level research university [with set] focus on 

areas that are important to the future of Saudi Arabia, the region and the 

world and will take place in world-class facilities serving students, 

researchers and faculty in disciplines such as energy and environment, 

water desalination, industrial biotechnology, and scientific computing.  
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The establishment of such a high profile University is further evidence of the Saudi 

government‟s commitment to nurturing the gifts of its young population. 

1.7.6   Regulations relating to gifted education in Saudi Arabia 

In order to sponsor gifted students, the Ministry of Education developed regulations and 

policy guidelines based on the findings of available research, which is sparse.  The 

regulations are divided into four sections, which include twenty rules.  The main goal 

behind these regulations is organizing and supporting the education system in the Kingdom 

and helping gifted students to achieve their potential.  For the purpose of establishing these 

regulations, gifted students are defined by the Ministry of Education as those who have 

extraordinary abilities or have a unique performance over their peers in different fields 

which are valued by society.  These students are believed to be in need of educational 

sponsorship which is unavailable to them in the ordinary curriculum (Educational-

Registration, 2003).  In order to implement the regulations, a plan for sponsoring and 

identifying gifted students was prepared and it comprises three integral parts. 

 The first part relates to the identification of gifted students through achievement 

tests and teacher nomination and participation in classroom activities (Al Saif, 

1999). New methods of identifying gifted students in basic education such as 

mental ability tests, Torrance tests for creative thinking and Wechsler tests for 

individual intelligence were applied by The General Administration for Sponsoring 

Gifted Students. These methods were developed for the Saudi culture by King 

Abdul Aziz‟s City of Science and Technology (Abu Nyan et al, 1997).  A working 

paper about measurement of age questionnaires and stages has been adopted in the 

last four years in Saudi Arabia, using the measurement originally developed in the 

USA. This scale includes 19 branch measurements to measure the abilities of 

infants ranging from birth to 5 years old.  

 The second part considers the provision needed for gifted students in their basic 

education. Ways of nurturing gifted students in basic education in the Kingdom 

includes the facilitation for gifted students to participate in different activities.  

They are offered moral support and opportunities for developing their talents 

through optional activities.  They are encouraged to use the library and their parents 

are notified of their talents, listing information about their intellectual superiority. 

Exhibitions are held for their creative products and trips are arranged for them (Al 

Saif, 1999).   
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 The third and final part considers community awareness of gifted children and 

focuses on making the community aware of the concept of gifted and matters in 

relation to this.  This was designed to develop the abilities and talents of gifted 

students, offering sponsorship, helping to overcome the educational, social and 

personal administrative difficulties which limit the development of their abilities 

and talents (Al-Ghamdi, 2007). 

Despite all the support structures, challenges and constraints facing gifted education in 

Saudi Arabia are also identified, based on a limited number of studies and educational 

literature.  

1.8 Educational obstacles to implementing the gifted programmes in Saudi Arabia  

According to Al-Ghamdi (2007), the basic education system in the Kingdom using exciting 

school plans does not encourage the development of skills and abilities of gifted students.   

Hanoreh (2003) maintains that the schools do not play the role required of them in the 

promotion of distinguished and gifted teachers and that the schools are not successful at 

developing creative thinking in students.  Al-Magid (200 ) noted a lack of positive trends 

among teachers relating to the education of gifted students and highlights the lack of a 

favourable environment in schools in which freedom, tolerance and acceptance prevail.  

Other restrictions that limit interest in gifted students are listed as: teachers not modifying 

the curriculum to develop the thinking and creativity of students, not encouraging students 

to raise questions without fear or embarrassment and not taking advantage of the 

techniques of modern science such as computers in the development of creativity in gifted 

students (Al-Magid, 200 ).  

Alemselm and Zainal (1992a) emphasized the absence of educational devices and facilities 

that are required for gifted students‟ programmes and highlighted that the absence of 

specialized teachers for designing and carrying out gifted programmes would prevent 

appropriate provision for gifted students.  

Ali (2000) highlighted that developing talent and creativity in society needs to address 

many aspects, such as: co-operation, cultural, educational, social and personal efforts 

which start with choosing a suitable education system in accordance with global education 

systems. It was also pointed out by this author that creative activities and teaching methods 

should be based on a problem-solving model and the ability to imagine and create things.  

Thirdly, „positive‟ teachers would be able to play a positive role in establishing social 
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relationships with their students in the classroom, encouraging their self-confidence which 

would decrease frustrating conditions and encourage students to be creative.   

Ibrahim (2002) pointed to a practical problem relating to the identification of gifted 

students, because of the large numbers of students in regular classes and absence of 

suitable methods and tools for identification as well the issue of the lack of creative 

teachers. Salwe‟s study (2007) expressed concern about the large concentration in the 

numbers of gifted students in natural and applied sciences, as shown in Table 1.4.   

Table 1.4 Gifted students identified in different areas 

Percentage % Gifted Area 

 Electronics 

 Sciences 

 Mathematics 

 Computer 

 Innovation 

 Invention 

 Arabic language 

 All others 

 

1.8.1 Personal Difficulties or „The Self-obstacles‟  

Al-Ghamdi (2007) noted that the personal difficulties which gifted students face in their 

basic education in the kingdom relate to desires, interests, abilities and personal 

arrangements. This is consistent with what Alegrete (1989) had highlighted as difficulties 

such as the absence of psychological sponsorship in addition to  absence of a suitable 

environment that secures the psychological health for gifted students at this stage leading  

to a delay in identifying their needs.  For example , gifted students are known for specific 

personal characteristics such as independence, interest in thinking, sensitivity, freedom and 

curiosity which need to be recognised,  accepted, understood and  supported as „they are 

essential psychological needs that must be satisfied, since not focusing on them leads to the 

atrophy of their talent‟. This is consistent with Porter‟s (2005) view that the impact of the 
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difficulties and problems in the lives of most gifted students is much greater than that of 

their less gifted peers and they need special counselling services to help them overcome 

these difficulties and help them adapt and enjoy a high level of sound psychological health, 

these are issues that need to be addressed. The need for using innovative ways of 

identification of ability is also highlighted, since those who oppose non-traditional theories 

of intelligence are sceptical of the grades obtained from traditional intelligence tests in the 

identification of gifted. This is limited to assessing the linguistic, logical and mathematic 

ability without focusing on other abilities such as spatial and personal intelligence 

(Alegrete, 1989). In line with modern trends, such as Gardner‟s theory of multiple 

intelligences (1991) as well as other theories of talent development, new thinking and ideas 

are recently starting to appear in Saudi Arabia. 

1.8.2 Social obstacles 

Gifted Education faces serious obstacles in maintaining its goal when many families and 

the society do not offer support for gifted students. The family environment of gifted 

students is also considered a source of difficulties. Home is the place where a gifted 

student establishes his/her personality and satisfies his/her needs.  It is also a place where 

gifted students receive social education in accordance with common values and morals in 

his society (Al-Ghamdi, 2007). One of the main difficulties that acts as a barrier to 

identifying gifted students‟ plans was described as the family‟s inability to encourage and 

develop their gifted students‟ talents (Al-Ghamdi, 2007). This decreases the chance of 

gifted students expressing their aspirations and plans.  Force, domination, cruelty, neglect, 

frustration, fear and being worried are psychological difficulties gifted students experience. 

These have a negative impact on gifted students since they damage their self-confidence 

and self-esteem. The lack of awareness of the meaning of gifted, consequences of 

indifference, and lack of attention to the capabilities of the gifted student can lead to 

frustration and negligence. The lack of an appropriate home environment, resources 

necessary to identify gifted students and the failure to provide suitable activities that would 

lead to appropriate provision for gifted students are highlighted by Alegrete (2005).  

With gifted students, whose unique mental abilities have been failed by education, could 

be a result of social problems they face. These problems are associated with family factors 

such as absence of suitable opportunities for gifted students to practise independence and 

create social relationships. In addition, the problems associated with these trends stem from 

problematic parenting (Gerawan, 1999). Dixon (1996) maintains that gifted students face 

several possible risks such as alienation, feeling of isolation, and being rejected by their 
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peers and society members.  If these feelings persist, the feelings of alienation and isolation 

may push these students to adopt behaviours that can be devastating for the self, including: 

academic failure, drug use, alcohol, depression and indifference, or even suicide.   

What Colangelo and Dettman (1983) identified as helpful in the field of identifying and 

providing for gifted students could be helpful in the Saudi context. The authors list the 

steps as: 

First step: Enlightenment of the gifted students‟ teachers and supply of the information of 

talent by co-operation with school and holding meetings, since the teacher does not have 

sufficient time to identify all gifted students. 

Second step: Holding meetings with teachers and students‟ advisors in order to supply 

them with guidance on how to help gifted students‟, such as: recognizing the right way of 

dealing with gifted students, consideration of the gifted students‟ psychological and social 

characteristics and sponsoring their abilities. 

Third step: Sponsoring gifted students by using financial support in the society such as:  

universities and social associations which are able to supply them with the material aids. 

1.8.3 Administrative obstacles 

When Primary schools are given the responsibility for identifying and sponsoring gifted 

students, obstacles highlighted included the lack of facilities in terms of school buildings, 

furniture and playgrounds. The high administrative burden placed on the headteacher, the 

intensity of the school curriculum and the lack of experts to support gifted students are also 

listed as obstacles (Al Saif, 1999).  Some other administrative obstacles are: administrators 

of school not possessing the skills that contribute to the design of gifted programmes, the 

hours being insufficient to implement the gifted programmes, students getting no credit in 

return for extra-curricular activities, and the lack of powers granted to the headmaster (Al 

Saif, 1999).  

In 1978 Ibrahim had noted that most of the research in the field of educational 

administration did not actually reach gifted students.  This, as believed by some, is seen as 

a sign of failure by the schools‟ administration.  In fact, they believe that identifying gifted 

students and finding the right social environment that supports the development of their 

talents, is the role of their schools‟ administration. It was noted that those teachers who 

allow and encourage freedom of thought with their students are often those with whom the 

school practises such principles with them. This mentality and approach would offer a 
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more effective social environment inside the classes, thus encouraging and developing the 

talent of the gifted students.  

Finally, Al-Ghamdi (2007) maintains that the lack of attention to manpower trained in 

basic education in the Kingdom is one of the administrative obstacles to catering for gifted 

students, since the lack of such skills will not help to establish and regulate the use of 

adequate and effective methods for the detection of talent and provide proper care for 

them.   

1.8.4 Lack of research 

Research has highlighted the following barriers to the identification and support for gifted 

students in Saudi Arabia: First, there is a lack of scientific studies which deal with the 

gifted students in the kingdom of Saudi Arabia.  According to Suliman (2006), there is a 

lack of scientific and field studies in gifted students' sponsorship issues.  That was also 

confirmed by the introduction in the Gifted Regional Scientific Conference which was held 

in the kingdom of Saudi Arabia (Suliman, 2006).   One of the results that this study shows 

is lack of research and some difficulties that act against carrying out scientific research into 

gifted students in Arabic countries; they are the following: 

 Absence of planning and weakness of collective official care in scientific research 

in the field of gifted education. 

 Lack of support and finance for such research. 

 Absence of co-ordination and integration between Arabic scientific research 

associations.  

 Lack of integral care between the different scientific majors in carrying out 

scientific research.   

 Absence of a comprehensive scientific data base into the gifted. 

 Difficulty of carrying out scientific research into gifted students at a younger age. 

 Lack of skilled Arabic staff in order to identify gifted students by using scientific 

methods and by carrying out deep-rooted and experimental research.   

 A communication gap between the researchers and decision makers. 

1.9 Need for this study 

As described earlier, there are many obstacles which prevent the establishment and 

provision of effective gifted programmes in Saudi Arabia. Further research and in-depth 

studies need to be developed. These issues highlight the importance of this study, which 
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aims to study the nature of the programmes for gifted students adopted by the Ministry of 

Education in the Kingdom of Saudi Arabia and explore ways in which these programmes 

may address their special educational needs more effectively.  It is hoped that this study 

will make a contribution to enhance gifted education within Saudi Arabia. 

Taking account of Miles and Huberman‟s (1994: p.18) advice that „theory building relies 

on a few general constructs that subsume a mountain of particulars‟ I have presented a 

simple conceptual map of the direction of my study.  Figure 1.3 presents the conceptual 

framework which addresses the significant aspects of gifted education in Saudi Arabia. 

Gifted education and all aspects relating to it are complex. The complexity arises from 

several aspects: lack of consensus about what giftedness means, the different theoretical 

dispositions of those who design and implement policies and the cultural background of 

where the policies are adopted. The ultimate aim of this study is to explore ways of 

providing the maximum support for gifted students in Saudi Arabia. This will involve a 

consideration of ways in which students are identified which is influenced by definitions 

and conceptions of giftedness and the nature of the programme offered to gifted students. 

Contextual factors such as doctrines of Islam, cultural influences and educational obstacles 

influence both aspects – identification and provision. Developments in gifted education 

and models of provision in other countries will be used to design a framework for data 

gathering and analysis. Based on the findings questions, will be raised and discussed on the 

effectiveness of both identification of and provision for gifted students in Saudi Arabia and 

recommendations made.  



 42 

 

Figure 1.3: Conceptual frameworks for the appraisal of the design of a strategy for 

gifted education 
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1.10 Summary  

To sum up, this chapter described the current situation of gifted education in Saudi Arabia. 

A first attempt of identifying problems in the gifted education programmes in this country 

has been made. The aims of the study and the personal motivation of the researcher to 

identify possible areas of improvement for the gifted education in Saudi Arabia were 

presented. 

The last section of this chapter focused on the situation that exists in Saudi Arabia and the 

many opportunities-both planned and delivered-for gifted students. It should be noted that 

the terminology used in this study „gifted‟ and „gifted education‟. This final section has 

helped in identifying the problems, difficulties and obstacles that exist in Saudi Arabia. 

This also helped to identify the issues that need further exploration through an empirical 

study. An urgent need of doing research in this country is evident through the difficulties 

that exist in this specific field. A review of the background literature demonstrates that 

there is strong commitment and willingness from both the Ministry of Education and 

Mawhiba to contribute to an effective system of gifted education. Several methods of 

identification and provision exist. The need for support for the personal needs of gifted 

students and the parents are highlighted. There is a desire for community involvement. 

Encouraging creativity, inventions and global competitiveness is part of the commitment 

and generous funds are made available. How these ambitious plans are translated into 

practice is the focus of this study.  

1.11 The structure of the thesis 

This chapter has focused on the context of the study, the personal motivation for the study, 

research problem, aims of the study and the research questions, history of education in the 

Kingdom of Saudi Arabia and the development of Gifted Education programmes. Chapter 

two focuses on definitions and theories of giftedness, issues of identification, 

characteristics of gifted students, and provision for gifted students. Chapter three focuses 

on research methods-both quantitative and qualitative data methods were used-and 

methods of selecting the samples, methods of data collection. Chapter four, five and six 

present findings of the empirical work and the findings are discussed in Chapter seven 

from which conclusions are drawn in Chapter eight along with recommendations, 

difficulties encountered, limitations and personal learning. 
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CHAPTER 2 

Literature Review  

2.1 Introduction 

This chapter provides a review of literature relevant to two major aspects in gifted 

education - the identification of and provision for gifted students.  The contents of this 

review constitute the basis for the empirical work relating to the research questions and the 

subsequent analysis. It starts with an examination of a range of definitions and conceptions 

of giftedness.  Theories and research relating to various aspects of gifted education are 

reviewed, accompanied by a critical analysis of various points of view on the complex and 

contested conceptions of giftedness which provide a theoretical framework for this study. 

The way we understand the term giftedness and conceptualize the term will, no doubt, 

influence the way we identify students‟ abilities and talents and the nature of what 

opportunities are provided for them.  Therefore it is important to try and understand the 

concept of giftedness and how it has evolved over the years.  In this study, which 

investigates educational opportunities for gifted students in Saudi Arabia, an exploration of 

the theoretical positioning of experts who have been involved in gifted education is of 

paramount importance.  

2.2 Definitions and the changing conceptions of „giftedness‟  

There is no universally accepted definition of giftedness and it is difficult to find 

agreement between authors, writers and others who are involved in gifted education. Views 

also range from those who believe that gifted pupils are simply exceptionally intelligent 

and can take care of themselves to those who passionately argue that these children need 

special attention. Reaching an agreement is a challenge because of the complexity of 

defining a concept which is beset with conflicting theories and viewpoints around the 

world. Van Tassel-Baska (1998) points out that the twentieth century has seen the greatest 

developments in the field of gifted education: 

The issue of taking an interest in gifted people is an old one, as for 

centuries philosophers tried to present various explanations, most of 

which relate to supernormal and outstanding capabilities, magic or 

inspiration (Programme of Identification and Care for Gifted Students 

( p.11). 
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In the past, the term „genius‟ was widely used to describe gifted children and this term is 

still used in the media. The modern term „giftedness‟ was first used in 1869 by Galton in 

his scientific activities towards understanding giftedness (Van Tassel-Baska, 2001). Much 

of the literature on gifted education has its origin in the USA. The idea that a high 

Intelligent Quotient (IQ) equated giftedness dominated for several decades. IQ is still used 

as a measure in many countries.  Important landmark studies include those of Terman and 

his associates (1925, 1926, 1947, and 1959), whose longitudinal studies provided 

information about highly gifted people.  This research which is to encompass the entire 

lives of the original group of 1528 gifted youths with Intelligent Quotients (IQs) above 140 

will continue until 2020.  The concept of IQ is described later in this chapter.  Terman and 

his co-researchers pioneered the field, but it is interesting to note that, while other factors 

such as age and achievement were considered, the definition of giftedness relied heavily on 

testing for high IQ levels.  The broad field that giftedness has become had, at its roots, a 

narrow definition and middle - to upper - class aspirations (Cornell, 1984).  Furthermore, 

in the 1940s, as Sternberg (2004) points out, intelligence tests were the main criterion used 

to identify the gifted and that many people still rely heavily on IQ or IQ related tests for the 

purpose of defining gifted students.   

We can trace back efforts on trying to make sense of the concept of intelligence to the 

early 1800s, to the work of Sir Francis Galton (1822-1911). Galton attributed the 

differences in people‟s intelligence to aspects of heredity and raised the question of what 

influence heredity had on human abilities. According to Sternberg (1994), Charles 

Spearman, a psychologist in Britain who was influenced by Galton‟s work and a 

psychometrician, discovered the ‗g‘ – general factor – as a measure of ability.  During the 

1890s, French researchers Alfred Binet and Theodore Simon were charged by the 

government to devise methods of assessment of children‟s abilities. Based on 

characteristics such as memory, reasoning and comprehension, the researchers designed 

tests to assess performance, known as Binet-Simon intelligence tests. In the USA, Lewis 

Terman, who was engaged in studying abilities of students, modified the Binet-Simon tests 

and launched the Stanford-Binet Intelligence Scale (Terman, 1916). Terman defined 

intelligence as the top 1% in general intellectual ability. These Intelligence tests became 

popular in the USA and other countries and have been used for educational purposes since 

their conception for the assessment of abilities and to plan provision. 

There are numerous other terms synonymous with the word „gifted‟ that have been used in 

the literature.  Amongst those are „precocious‟, „of high ability‟, „creative‟, „accelerated‟ 

and „talented (Silverman, 1982). In her international review of literature, Freeman (1998: 



 47 

1) uses the phrase „very able‟ and the term „gifted‟ which she describes as „that 

troublesome word with its implications of gifted bestowed intact from on high‟. She also 

states that many other modified terms such as „moderately gifted‟, „very gifted‟ highly 

gifted‟, „profoundly gifted‟, „seriously gifted‟ and „average gifted‟ are being used, pointing 

to the complexity of the terminology and definitions relating to the concept of giftedness.     

The Intelligence related perspective of giftedness is still in use in many countries and the 

level of giftedness is differentiated by some. A person with an IQ of 130 or above is 

classified as „gifted‟. For example, in Australia Gross (2000) classifies intellectually gifted 

students  as mildly, moderately, highly, exceptionally and profoundly gifted, according to 

their Intelligence Quotient (IQ) scores.  Levels of intellectual giftedness, as defined by IQ 

ranges, and the level of prevalence of such children in the general population, appear in 

summary form in Table 2.1 (Gross, 2000). 

Table 2.1: Levels of intellectual giftedness, as defined by IQ ranges  (Gross, 2000) 

Category of giftedness IQ score Proportion of population 

Mildly (or basically) 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 - 1:1 million) 

Profoundly gifted 180+ (Fewer than 1:1 million) 

2.2.1 Changing conceptions of giftedness  

The single dimensional conception of giftedness has led to much criticism over the years.  

For example, according to Sternberg and Grigorenko (2002) intelligence is not a fixed 

entity, but a flexible and dynamic one; it is a form of „developing expertise‟ which is an 

ongoing process of the acquisition and consolidation of a set of skills needed for a high 

level of mastery in one or more domains. Renzulli (2005) endorses the concept of 

developing expertise and states that intelligence is only one of the six forces that generate 

creative thought and behaviour.  It is the confluence of intelligence, knowledge, thinking 

styles, personality, motivation and the environment that forms gifted behaviour as viewed 

from a creative productive perspective  

Renzulli (2005) maintains that: 
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Intelligence is not a unitary concept but rather, there are many kinds of 

intelligence and therefore single definitions cannot be used to explain this 

complicated concept (p.251).   

Gardner (1983), through his seminal work,  added to the debate on the concept of a single 

dimensional view of intelligence when he formulated  the theory that human beings 

possess seven types of intelligences (he added more in later years). Gardner‟s theory of 

Multiple Intelligence is reviewed later in this chapter.  

Reflecting the changing views of ability and moving away from the single dimensional 

view of giftedness, the advisory committee led by Marland in the USA, (1972) suggested 

that it can be assumed that utilization of a set of criteria for the identification of gifted and 

talented will encompass a minimum of 3 to 5 per cent of the school population.  It was 

suggested that evidence of gifted and talented abilities may be determined by a multiplicity 

of ways which should include both objective measures and professional evaluation 

measures. Professionally qualified persons to make assessments were to include teachers, 

administrators, school psychologists, counsellors, curriculum specialists, artists, musicians 

and others with special training in assessing pupils‟ competencies. A commissioned 

committee which investigated the education opportunities necessary to nurture, guide and 

challenge the abilities and talents of young people had this to say: 

Gifted and talented children are those identified by professionally qualified 

persons who by virtue of outstanding abilities are capable of high 

performance. There are children who require differentiated educational 

programs and services beyond those normally provided by the regular school 

program in order to realise their contributions to self and society (Marland, 

1972, p2). 

They put forward a new definition for gifted children which also 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, 1972, p9). 
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The different terms – giftedness and talent – have gradually come into use to describe 

highly able children, although they seem to be used interchangeably.  Gagne (1985) made a 

distinction between the two words and explained that giftedness refers to domains of 

human abilities and talents to domains of human accomplishments.  

In 1970, the Congress of the United States, in a study focusing on providing education 

opportunities for gifted and talented children, set up an advisory committee (led by 

Marland), which put forward the following definition of gifted and talented students. The 

Marland report states: „children capable of high performance include those with 

demonstrated achievement and/or potential in any of the following areas, singly or in 

combination: 

1. General intellectual ability. 

2. Specific academic aptitude. 

3. Creative or productive thinking. 

4. Leadership ability. 

5. Visual and performing arts. 

6. Psychomotor ability. 

It is to be noted that the last – psychomotor ability – was eliminated from the definition 

soon after. 

The Marland report marked a shift from the single dimension definition of giftedness in the 

USA.  

Renzulli (1978) was among those who proposed a liberal definition of giftedness which 

departed from the narrow, single-dimensional IQ-based view.  This was welcomed world-

wide and has been the subject of much discussion throughout the 1980s.  Renzulli 

proposed that giftedness is an interaction of three basic clusters of human traits: 

 above-average general abilities  

 high levels of task commitment  

 high levels of creativity. 

This definition can be seen as a broader and less rigid one and Borland (2005) believes that 

on the basis of Renzulli‟s concept of giftedness more people could be identified as gifted. 

In the United Kingdom where development of gifted education has been slow, the first 

recorded acceptance of gifted children (who were referred to as „very able children‟) in 
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schools can be seen in the report ‗The Education of Very Able Children in Maintained 

Schools‘ (Her Majesty‟s Inspectorate, 1992) which put forward a number of identifying 

traits that characterise such children. This report, which also provided a broadened 

conception of giftedness, describes gifted children as those who demonstrate high general 

intellectual ability, creative or productive thinking, a specific aptitude in one or more 

subjects, ability in creative or performing arts and psychomotor ability and leadership 

qualities.  

It appears that the classic definition of giftedness as intelligence based on a single measure 

has been fading in favour of a broader view of multiple talents and abilities (VanTassel-

Baska, 1998). The term „creativity‟ also finds a place in the later definitions of giftedness. 

In Queensland (Australia), the 1993 Education Department policy adopted the following 

definition: „Gifted children are those who excel, or have the potential to excel, in any 

general or specific ability area‟ (Gross, 2000).  This definition, though brief, also reflects a 

broader conception of giftedness and includes many of the ideas from the previous 

definitions of giftedness.  

Although there have been many attempts by voluntary organisations to bring gifted 

education to the fore-front, it is only in 1999 that the UK government launched a policy 

initiative relating to gifted and talented education. The UK government definition of the 

phrase „Gifted and Talented‟ (DfES, 2006) clusters the two terms – „gifted‟ and „talented‟ - 

together with the explanation: Gifted describes learners who have the ability to excel 

academically in one or more subjects such as English, drama, technology. Talented 

describes learners who have the ability to excel in practical skills such as sport, leadership, 

artistic performance, or in an applied skill‟.  

The existence of domain-specific intelligences (Gardner, 1983; 1991; VanTassel-Baska, 

1998), has also been proposed in the past few decades. In VanTassel-Baska‟s (2005) 

conception of giftedness, giftedness becomes the manifestation of intelligence within 

specific domains at very high levels and conceptions that focus on domain-specific 

considerations hold the most promise for promoting talent development in individuals at all 

stages of development because of the capacity to make appropriate correspondence 

between aptitudes and interventions and between predispositions and interests. The view 

that ability is multi-dimensional and the fact that individuals vary considerably in their 

ability to function effectively in various domains adds support to this view. VanTassel-

Baska maintains that consideration must be given to the „rubber band effect‟ of human 

potential and that the key is to provide the best opportunities to stretch an individual‟s 
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potential flexibly in areas of best flexibility for learning. Koshy and Casey (1997) propose 

that for the purpose of making appropriate provision for gifted children, it is useful to view 

ability as a continuum as illustrated below. The authors defend this view by acknowledging 

the complexity of identification. They urge teachers to focus on provision rather than 

labeling children as gifted and non-gifted; through effective differentiated provision, 

children would demonstrate their particular gifts and talents.   

........                                                                                                                      ........ 

           able                                            more able                                       exceptionally able     

Having briefly considered the different definitions and explanations used for over a century 

to refer to giftedness or abilities that make them stand out from others, it can be seen that 

characteristics and attributes relating to giftedness have also varied throughout the century.  

There has been a shift from the initial intelligence-related view (Terman, 1925) to a 

creativity-related definition put forward by Torrance (1965) and then to a move to a wider 

view of giftedness, which includes numerous aspects of human contributions to life 

(Hagen, 1980; Fox, 1981; Gardener, 1991; Renzulli; Stenberg, 2004).  It is also worth 

noting that there are differences in the way giftedness is defined across cultures and 

different countries. 

This section focused on different definitions of giftedness and how the definitions evolved 

over time as conceptions of giftedness changed.  The definition of giftedness which was 

first conceptualised as a single dimensional, fixed, measure of human ability has changed 

to a more liberal definition which reflects the developing nature of ability which is multi-

dimensional.  The new definitions also take creative productivity into account which can 

encourage the translation of giftedness into achievement.      

2.2.2 Characteristics of the Gifted 

This section focuses on the characteristics of gifted students, some of which closely relate 

to the concept of giftedness which was described in the previous section. Lists of 

characteristics of gifted children are generally designed to help to recognize the attributes 

of gifted children in order to offer them suitable provision.   

One of the first studies which described the characteristics of gifted students was a study 

by Terman and Oden (1951).  Their study summarized the characteristics of gifted students 

which include characteristics other than test results and high grades, as can be seen below:  

 They have better physical, mental and fitness status than their peers. 

http://watertown.k12.sd.us/gate/chartics.htm


 52 

 They show high ability in reading, using language, mathematical skills, science 

and arts. 

 They have their own interests and practice different hobbies in order to gain a 

lot of information.  

 They are self-confident and score high grades in tests of personality stability. 

 They have aptitude and a leaning towards all kinds of careers.      

Twenty six years later, the American Education Office (Marland, 1972) listed six basic 

characteristics which are displayed by gifted students.  Each one is followed by a group of 

specific attributes and indicators which distinguish gifted students from others. They are as 

follows:  

General intellectual ability or talent 

Ordinary people and educators alike usually define this in terms of a high intelligence test 

score. Parents and teachers often recognize students with general intellectual talent by their 

wide-ranging amount of general information and high levels of vocabulary, memory, 

knowledge, and abstract reasoning. 

Specific academic aptitude or talent 

Gifted students with specific academic aptitudes are identified by their obvious 

performance on an achievement or aptitude test in one field such as mathematics.  The 

organizers of talent searches sponsored by a number of universities and schools identify 

students with specific academic aptitude who attain high scores in Scholastic Aptitude 

Tests (SATs).  SATs are used widely in the USA. 

Creative and productive thinking 

This characteristic deals with bringing up dissimilar ideas or elements to come up with new 

meanings that have social value. Characteristics of creative and productive students include 

openness to experience, being playful, willingness to take risks, tolerance of ambiguity, 

positive self-image and the ability to become submerged in a task.  Creative and productive 

students are identified through the use of tests such as the Torrance Test of Creative 

Thinking or through demonstrated creative performance. 

Leadership ability 

Leadership can be defined as the ability to direct individuals or groups to a common 

decision or action. Students with leadership characteristics use group skills and discussions 
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in difficult situations.  Many teachers recognize leadership through a student‟s keen 

interest and skill in problem-solving.  Leadership characteristics include self-confidence, 

responsibility, co-operation and the ability to adapt readily to new situations.  These 

students can be identified through instruments such as the Fundamental Interpersonal 

Relations Orientation Behaviour (FIRO-B). 

Visual and performing arts 

Gifted students with talent in the arts demonstrate special talents in visual art.  These 

students can be identified by using task descriptions such as the Creative Products Scales, 

which were developed for the Detroit Public Schools by Patrick Byrons and Beverly Ness 

Parke of Wayne State University. 

Psychomotor ability 

This involves kinaesthetic motor abilities such as practical, spatial, mechanical, and 

physical skills. It is seldom used as a criterion in gifted programmes (Marland, 1972). 

The above descriptions can be seen to be even broader and less rigid than relying solely on 

IQ measures, thereby allowing more people to be classed as gifted. A number of other 

authors have produced checklists describing the characteristics of gifted pupils (Koshy, 

1997; Freeman, 1998).  

Clark (1992) describes the characteristics of gifted students within five fields. They are: 

 Knowledgeable characteristics (thinking). 

 Emotional characteristics (feelings). 

 Physical characteristics (sensible)  

 Intuitive characteristics. 

 Social characteristics. 

Using a questionnaire for parents designed by Rogers (1986), the following characteristics 

emerged from a comparison of 100 „gifted‟ and „average‟ children:    

 rapid learning ability;  

 extensive vocabulary;  

 good memory;  

 long attention span;  

 perfectionism;  
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 preference for older companions;  

 sophisticated sense of humour;  

 early interest in books;  

 ability to do  puzzles and mazes;  

 maturity;  

 curiosity;  

 perseverance;  

 keen powers of observation.  

An Arabic study,  that was carried out by Al Soror in 1989 (cited in Alsurur, pp22, 2003) 

proposed the existence of five basic categories of gifted children‟s behavioural 

characteristics in Jordan. They are: 

 Behavioural characteristics in leadership such as being popular with peers, 

responsibility, co-operation and participation with teachers and peers. 

 Behavioural characteristics in learning such as a wide range of knowledge (quantity 

and quality), high knowledge ambitions and a considerable interest in reading.  

 Behavioural characteristics in creating; such as curiosity, imagination and risk 

taking.  

 Behavioural characteristics in perseverance; such as seeking perfectionism and 

participating in all activities and productions.  

 Behavioural characteristics in flexibility of thinking, such as rapid reactions, good 

ability in judging things and a willingness to change a routine. 

A working paper about measurement questionnaires on ages and stages has been used in 

the last four years in Saudi Arabia, which was originally developed in the USA.  This scale 

includes 19 branch measurements to measure the abilities of infants ranging from birth to 5 

years old.  Experimental studies were also carried out for that scale on more than one Saudi 

child who was under the age of five. It was claimed that the research has had positive 

results in identifying gifted students (Alothman, 2006).   

It is interesting to note from the Arabic study that there were many similarities between the 

characteristics displayed by gifted students in Arab countries and their peers in western 

countries. It would appear that culture does not directly affect gifted students‟ behavioural 

characteristics.  
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2.3 Models of Identification of gifted students and related theories   

The conceptions and definition of gifted children are closely related to the process of 

identification of giftedness. In this section literature on methods of identification of gifted 

students is reviewed, which will be followed by a review literature on aspects of provision 

of educational opportunities that will extend and/or enrich the learning of the gifted 

students. It could be argued that using accurate methods of identification is critical in 

determining the nature of provision. For example, Gubbins (1995) believes that identifying 

gifted and talented students is not just about answering the question, „who are they?‟ but it 

must also address the question, „how do we find them?‟ and „what do we do when we find 

them?‟ 

A number of methods of identification can be found in literature relating to giftedness. In 

some countries, the only means used for identification is the use of standardized tests.  In 

others, the standardized test is only one of the factors in the identification process and in 

addition to test scores, nominations and recommendations of teachers, parents, staff, and 

even self-nomination are used (Blackshear 1979; Denton and Postlethwaite, 1984).    

Bondagjy (2000) believes that a single test to determine general ability may not be 

sufficient and that subject-specific tests may need to be used: 

Standardized tests of intelligence offer a good base for staff to identify 

potential capability, including that of some pupils whose performance is 

otherwise undistinguished as poor.  In a few schools the tests are used in 

isolation without reference to individual aptitudes in specific areas of the 

curriculum, either as a short cut for selecting pupils for special enrichment 

courses, or for determining the composition of teaching groups of.  This is 

less useful than if combined with a subject-specific test. (p.20)  

Standardised tests are used widely by the supporters of the theories of a one-dimensional 

view of ability, which go back to the first theories of intelligence, such as Spearman‟s 

theory, mentioned in the previous section, which has been received with both enthusiasm 

and also with scepticism and rejection. The arguments against this single-dimension view 

of ability (based on general intelligence that consists of areas that are highly correlated 

with each other and that are mainly intellectual and tested using IQ tests) led to the creation 

of multi-dimensional theories of ability, such as that of Renzulli, (1978) Gardner (1983, 

1991), Sternberg (2000) and others.  The multi-faceted theories of giftedness are viewed by 

many to be more appropriate to define and identify high ability.  These authors along with 
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Csikszentmihalyi, Rathunde &Whalen (1997) and Benjamin Bloom (1985) have all made 

compelling arguments for a much broader conception of giftedness.  Chongde & Tsingan 

describes the contribution to the more liberal conceptions of giftedness as:  

 Many western theories of intelligence focus on its physiological or cognitive 

components. However, Howard Gardner‘s theory of multiple intelligences 

(1983, 1991), Robert Sternberg‘s triarchic theory of intelligence (1985) and 

Stephen Ceci‘s bioecological theory of intelligence (1996) are much broader 

in scope. They combine and extend aspects of the biological, hierarchical and 

contextual views of intelligence which include interactions between mental 

processes, contextual influences and multiple abilities. (2003, p18) 

The following section provides greater detail of the specific models of identification of 

giftedness and associated views on high ability, which have informed the nature of data 

collection in the present study. 

2.3.1 Identification using standardized tests 

This view of ability relies on standardised testing of giftedness and assigning a score to 

support the identification of ability. The screening phase, testing and nomination are three 

important steps for the identification of gifted students (Jrwan, 2002), because they enable 

the early identification of gifted students in schools.  Therefore, at the beginning of the past 

century, identification practices focused mainly on IQ test scores or other measures of 

cognitive ability (Renzulli, 2004).  They are still widely used today although they are not 

the only method used to identify gifted individuals, perhaps due to the criticisms levelled 

against ability testing and its limitations over the past two decades, as well as the 

development of a broader conception of giftedness. 

Simon and Binet designed the first intelligence tests, for educational purposes, that became 

widely popular in the early part of the 20th century.  Also very popular were the Alpha and 

Beta army tests, used during the First World War, in order to assess military personnel 

(Psychology online, 2005; Ballantyne, 2002). 

In the 1930s, Wechsler published his first scale of tests in which he used material from the 

Binet Alpha and Beta tests. These scales are the most widely used instruments for 

measuring intelligence in the field of psychology. An important feature of his test was that, 

when calculating the IQ, the test took the age of the individual into account.  Because of 

this feature, it is believed that the IQ stays constant over the life span of the person 
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(Psychology online, 2005). According to Colman (2001) the Intelligence Quotient is an 

index of intelligence which has a normal distribution with a mean of 100 and a standard 

deviation of 15. As a consequence, about 68 per cent of IQ scores in a population fall 

between 85 (one standard deviation below the mean) and 115 (one standard deviation 

above the mean), about 95 per cent fall between 70 and 130, about 99.74 per cent between 

55 and 145, and so on.  In this test an IQ of 130 is where „giftedness‟ is identified. This 

concept was first proposed in 1912 by the German psychologist (Louis) William Stern 

(1871–1938), who defined it as Mental Age (MA) divided by actual or chronological age 

(CA): IQ= MA/CA, and that is how it came to be called a quotient.  In 1916 the US 

psychometrician Lewis Terman (1877–1956) introduced the convention of multiplying the 

ratio by 100, to eliminate unwanted decimals and to express IQ as a percentage of 

chronological age, so that IQ = (MA/CA) × 100, and this means that a score of 100 is 

average for the age group by definition. That definition was used until the Romanian-born 

US psychologist David Wechsler (1896–1981) introduced the modern statistical definition, 

sometimes called the deviation IQ because it is based on standard deviations, in 1939.  

2.3.2 Identification using a broader conception of intelligence 

Broader conceptions of intelligence were introduced by experts such as Renzulli (1978) 

Gardner (1983) and Sternberg (1997). Their conceptions of giftedness often defied 

assessment through the traditional identification process using tests.  These educational 

researchers have deviated from the early theories and concerns about identification of 

giftedness.  For example, Baldwin (1984) proposed the Baldwin Identification Matrix, 

which provides a practical set of guidelines relating to the identification of giftedness.  

1. Giftedness can be expressed through a variety of behaviours and the 

expression of giftedness in one dimension is just as important as 

giftedness in another. 

2. Intelligence is a broad concept that goes beyond language and logic; 

it encompasses a wide range of human abilities. 

3. Carefully planned subjective assessment techniques can be used 

effectively, along with objective measures. 

4. Giftedness in an area can be a clue to the presence of potential 

giftedness in another area or a catalyst for the development of 

giftedness in another area. 

5. All cultures have individuals who exhibit behaviours that are 

indicative of giftedness (p. 3). 
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2.3.2.1 Renzulli's Three Ring model  

Instead of just considering high test scores for identifying giftedness, Renzulli (1978) 

recommends that we look for learners who exhibit above-average intelligence, a high level 

of creativity, and a strong task commitment.  His Three Ring Model of giftedness (Figure 

2.1) is represented by three interlocking clusters of ability that overlap and interact with 

each other. 

Figure 2.1: Renzulli‟s Three Ring Model of Giftedness 

 

 

 

 

 

 

 

Renzulli (1978) defines this group of abilities in two ways.  Firstly, he identifies a general 

ability such as numerical, memory and word fluency, which is quite similar to the general 

intelligence that cognitive ability tests measure.  Secondly, he does not overlook the other 

specific abilities such as the capacity for knowledge achievement and activities 

performance. 

Although Renzilli‟s model is the most quoted in literature relating to the identification of 

giftedness, it also has critics. According to Lee-Corbin and Denicolo (1998) there is a 

disadvantage in Renzulli‟s model for identifying children who are under-achieving because 

of low levels of motivation. The model is also described as not being reliable for 

identifying gifted students who have a very low level of task-commitment (Gross, 2004).  

2.3.2.2 Tannenbaum‟s Model 

The model proposed in1983 by Abraham Tannenbaum (Figure 2.2) extends Renzulli‟s 

Three Ring Model into a five-factor model.  This model incorporates a combination of 
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factors that are important in considering what giftedness is and what should be considered 

in identifying those who are gifted.  The factors include: general ability (referring to the g 

factor); non-intellectual factors such as dedication and willingness to make sacrifices to 

accomplish a goal; special ability factors that show outstanding performance in a particular 

area; environmental factors (stimulating home environment, for example); and chance 

factors that are unpredictable circumstances in life such as the status of parents, order of 

birth within a family, etc (Baldwin, 2005). 

Figure 2.2: Tannenbaum‟s Model of Giftedness 

 

 

 

 

 

 

 

 

2.3.2.3 Howard Gardner‟s theory of Multiple Intelligences (MI) 

In the early 1980s, another challenge to the conventional thinking on the nature of human 

intelligence and giftedness was launched by Howard Gardner (1983), with the presentation 

of a new theory described as the theory of MI which proposed the existence of Seven 

Intelligences.  Although the theory of multiple intelligences was not originally designed for 

educational purposes, it was embraced by educationists all over the world as a fair and 

practical way of assessing abilities and making appropriate provision (Koshy, 2002).  

Gardner‟s theory unites giftedness and talent and describes them as intelligences.  Koshy‟s 

(2002) interpretation of the seven intelligences is provided in Table 2.2. 
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Table 2.2: The attributes relating to Gardner‟s Multiple Intelligences 

Linguistic 

 

Enjoys activities involving the use of words, spellings, memorising 

poems, riddles; enjoys discussions - factual and imaginative; can 

verbalise ideas; expresses ideas orally or in writing; is a good story-

writer or teller; has an extensive vocabulary; asks many questions; 

shows interest in English and responds well to the challenge of other 

languages. 

Logical-

Mathematical 

 

Enjoys playing or working with number activities; awareness of pattern 

and subsequence; assembles puzzles with skill; produces logical 

arguments; sorts objects using different criteria and finds similarities 

and differences; problem-solving skills and shows skills in dealing with 

unfamiliar contexts; able to plan and describe steps in order and explain 

reasons. 

Spatial chess; painting; shows aptitude for constructions and designs; shows the 

ability to dismantle things and reassemble; ability to organise and group 

objects; demonstrates artistic flair; responds well to texture, colour and 

pattern; visualises details and perspectives. 

Musical Playing music; appreciating music; enjoys musical activities; shows 

aptitude to reproduce new melodies or rhythm; compose music patterns 

and melodies; shows ability to identify musical instruments heard in 

musical compositions; plays musical selections by ear or hums it 

melodically; experiments with objects to create different sounds. 

Bodily-

kinaesthetic 

Sports; gymnastics; good motor skills: skipping, jumping, balances; 

uses body with agility; shows ability to master new physical skills; 

enjoys touching and manipulating objects in order to learn about them; 

shows aptitude with movements, e.g. dancing. 

Interpersonal Enjoys helping others; shows a sense of fairness for members in a group 

and shows empathy; shows leadership skills; expresses feelings to 

others; shows the need to meet own needs through other adults and 

peers; participates in group activities; builds relationships easily. 

Intrapersonal Shows awareness of own strengths and weaknesses; shows ability to be 

self-reflective and engages in self-evaluation; shows self-confidence; 

capable of laughing at oneself; takes risks; sticks to own beliefs; shows 

ability to work independently; shows persistence in self-reflected 

activities. 
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Originally, Gardner (1983) proposed the seven forms of intelligence: linguistic, musical, 

logical-mathematical, spatial, bodily kinaesthetic, and intrapersonal (e.g. insight, 

metacognition), and interpersonal (e.g. social skills)   Later, in 1995, the forms had an extra 

eighth form of intelligence environmental or naturalist intelligence; in addition, in recent 

times, there has been added a ninth form of existential intelligence. 

Although Gardner obtained world acclaim for his seminal work on the theory of Multiple 

Intelligences, it too has its critics.  Freeman (1998) found a weakness in the evidence of 

Gardner‟s new theory, believing that it has not been subject to further investigation and 

that Gardner‟s theory it is not based on research evidence. Gardner, however, claims that 

his work has an empirical base.   

2.3.2.4 Sternberg's Triarchic Theory 

Sternberg's Triarchic Theory of Human Intelligence (1977, 1985 and 1995) subsumes both 

Spearman‟s „g‟ (general intelligence) and underlying information processing components 

(Fraser, 2004). Sternberg‟s definition of intelligence is:   

A mental activity directed toward purposive adaptation to, selection 

and shaping of, real-world environments relevant to one‘s life 

(Sternberg, 1984, p. 45).  

According to these principles, Sternberg developed a theory of intelligence 

with three components or sub-theories (Figure 2.3): 

1. Analytical (componential)  

2. Creative (experiential)  

3. Practical (contextual) (Stenberg, 1997) 

Figure 2.3: Sternberg‟s concept of successful intelligence 
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Table 2.3: An Overview of Sternberg's Triarchic Theory of Intelligence 

Triarchic Theory (Neill, 2004) 

Componential sub theory 

(Analytical) 

Experiential 

(Creative) 

Contextual Subtheory 

(Practical) 

Meta-components Performance 

Knowledge 

Acquisition 

Novelty 

Automation 

Adaptation 

Selection 

Shaping 

Sternberg's earlier componential approach to reasoning is what gave rise to his current 

theory. Sternberg believes that real-life success is a direct translation of the proper 

definition and measurement of intelligence.  The various theories of intelligence have been 

synthesized in Stenberg‟s Triarchic theory.   

These intelligences are not divorced from performance in the disciplines we 

include in our school curriculum, but provide a basis for consideration of 

the different ways in which children (and ultimately adults) are best able to 

know, understand, and finally to express themselves in the disciplines 

(Callahan, 2005 p1). 

However, there are critics who claim that Sternberg‟s theory is difficult to use in education, 

in particular in the case of assessment for practical abilities and creativity.  More recently 

Sternberg (2004) has stressed that:  

 Giftedness involves more than IQ 

 Giftedness has now cognitive (e.g. motivationally driven) components as well as 

cognitive ones.   

 Environment is crucial in terms of whether potential for gifted performance will be 

realised 

 Giftedness is not a single thing:  there are multiple forms of giftedness.  Hence, one-

size-fits-all assessment or programmes are likely to be too narrow. 
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The most recent contribution from Sternberg (2009) offers his WICs model (Wisdom, 

Intelligence, Creativity synthesised) where each of the three should be contribute to the 

development of giftedness.  Sternberg stresses that all the three strands in the model are 

modifiable and can be developed.  He believes that a person is not born gifted, but 

develops expertise and competence when genes interact with the environment.  

2.3.2.5 Francoys Gagne‟s Differentiated Model of Giftedness and Talent 

Gagne‟s (2009) proposes his Differentiated Model of Giftedness and Talent (DMGT) 

which he describes as a talent development theory whereby outstanding natural abilities or 

gifts, are progressively transformed into outstanding systematically developed skills and 

knowledge, which define expertise or talent in a specific occupational field. Gagne 

describes giftedness as the possession and use of untrained and spontaneously expressed 

outstanding natural abilities or aptitude or gifts in at least one ability domain to a degree 

that places an individual at least among the top 10% of age peers. „Talent‟ in his model 

describes the outstanding mastery of systematically developed competencies-knowledge 

and skills in at least one field of human activity to a degree which places an individual at 

least among the top 10% of „learning peers‟.   

Gagne‟s diagram (figure 2.4) stipulates different types or levels of learning, which has 

distinct qualities in each one of them (Mohan, 2007).  When examining or studying a child, 

there are diverse internal and external conditions needed to be comprehended.  These are 

the 5 major categories of learning:  

a. Verbal information – understanding „what‟ and the learning facts, names and 

descriptions. 

b. Intellectual skills – knowing „how‟ and symbols. 

c. Cognitive strategies – internally processed information and thinking skills used in 

cognitive activities. 

d. Motor skills – covers abilities in laboratory work, driving or machine interaction. 

e. Attitudes – internal states relating to the behaviour pattern. 
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Figure 2.4: Gagne‟s 5 Aptitude Domains 

 

In order to measure these natural abilities in a child, they can be observed within the course 

of their schooling.  For example, intellectual abilities are assessed through reading skills, 

conversing in foreign languages or solving new mathematical concepts, while the creative 

abilities are graded through ability to answer equations and create an original work in 

science, literature and art, as well as the physical abilities can be evaluated through an 

active participation in sport, music or woodwork, while the social abilities are known 

during a child‟s interactions with his/her classmates, teachers, and parents. According to 

Gagne, talents progressively emerge from the transformation of high aptitude into the well 

trained skill characteristics in a field of human ability. For the development of talent, 

however, other factors such as motivation, temperament, personality and environmental 

factors play important roles.  
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2.3.2.6 Mihaly Csikszentmihalyi‟s perspective on giftedness 

Another rich and contextualized conceptualization of giftedness is Mihaly 

Csikszentmihalyi‟s view of giftedness in terms of creativity and extraordinariness (Figure 

2.5).  For Csikszentmihalyi (1996), it is necessary to look wider than the individual‟s brain, 

mind or personality in order to understand her apparent gifts or talents.  It is the interaction 

between three core elements that is important: the individual, with her gifts, talents, goals 

and values; the domain or discipline in which the individual is working; and the field of 

peers, teachers, examiners, experts, etc  (Hymer & Michel, 2002, p15).   

Figure 2.5: Mihaly Csikszentmihalyi‟s system view of creativity and 

extraordinariness. 

 

A person may be gifted in one domain and not another. 

2.3.2.7 Domain specific giftedness 

In previous sections, conceptions of intelligence were discussed either based on the „g‟ 

factor or on a more broadened view of intelligence.  Another perspective on ability or 

giftedness is provided by Gardner (1983) and discussed earlier is the view that giftedness is 

domain specific.  If giftedness is conceptualised as domain specific then displays of 

giftedness would be within specific domains at high levels. Feldman and Goldsmith (1991) 

states that research on prodigies fits in well into this orientation, as they are individuals 
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with extra-ordinary abilities in a specific area at a young age.  Csikszentmihalyi and Wolfe, 

(2000) also maintains that giftedness is culturally bound and field-dependant.  

 Van Tassel-Baska (2005) has this to say about domain specific ability; 

―Giftedness is the manifestation of general intelligence in a specific domain of 

human functioning at a level significantly beyond the norm such as to show 

promise for an original contribution to a field of endeavour.‖  (p359) 

Practice and hard work play a significant role in people who reach the „heights of 

performance‟ (Ochse, 1990; Ericsson, 1996). Real-world productive and creative 

giftedness requires applications to fields and years spent in a career honing specific skills 

for particularised work (Van Tassel-Baska, 2005). 

2.4 Other Identification methods 

A three-part assessment process is conducted by school psychologists, in order to identify 

gifted children, according to Braden (1995):  

The first phase of identifying gifted children usually relies on a 

nomination process, in which children suspected of having exceptional 

talent are nominated by parents or teachers for additional assessment. In 

some settings, however, a group test date may be used to identify 

potentially academically talented and gifted students.  Individuals who 

pass the screening process are moved to the second stage of assessment, 

in which they are given group tests of intelligence. Individuals with high 

group tests scores (typically two or more standard deviations above the 

mean) move to the third phase of assessment, in which they may be given 

a test battery by the school psychologist (Braden, 1995, p 627). 

Often, the first sources of identification are parents, teachers and school counsellors.  In 

order to support children from culturally diverse backgrounds during the process of 

identification, attitudes towards these students may need to be adjusted and knowledge 

about giftedness must be gained.  In an effort to help the parents of gifted children, Karnes 

(1984) assisted them in helping their children to develop thinking skills and also to give 

parents greater insight into what giftedness meant.  Within a pre-school group setting she 

was successful in identifying gifted student behaviour.  A booklet was developed with 

games and activities to enhance areas important in determining giftedness, including 

creativity, leadership, problem-solving, classification, and language development.  Specific 
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directions for working with the children were given to parents, when they met in a series of 

nightly meetings in order to study these techniques. (Baldwin, 2005). 

According to some experts, (Baldwin, 2005) when dealing with students from ethnic 

groups, teachers and school counsellors need to have not only knowledge about giftedness 

but also a non-prejudiced attitude.  Frequently, it may be said that educational 

professionals, blinded by their misguided perceptions about students, particularly males, 

are prevented from seeing any gifted traits that a particular student might exhibit.  This is 

despite the fact that some non-conventional behaviour, such as boisterous activities and 

other attention-seeking behaviour, are simply designed to shock.  The following ideas that 

can help design protocols and assess students of colour were devised by educational 

scholars such as Scott, Deuel, Jean-Francois, and Urbano (1996):  

1. Through kindergarten screening programmes ethnic-minority gifted 

students can be located. 

2. Fluency is encouraged by the carrying out of the open-ended tasks.  These 

have proved to be the most promising. 

3. Verbal tasks that use familiar concepts and vocabulary do not necessarily 

discriminate against young ethnic minority gifted students (Baldwin, 2005). 

An overview of commonly used methods of identification 

Based on a review of international research, Freeman (1998) lists the most commonly used 

methods for the identification of gifted students. 

2.4.1 Using Tests  

Using IQ tests to measure ability involves determining the level of ability using an IQ 

score above which a child is referred to as gifted.  In the most commonly used Wechsler 

test, a score of 130 is used as a cut-off point.  Although the use of IQ tests is contested in 

terms of their limitations - cultural bias and its inability to measure subject specific skills 

and multiple talents – it is still used in many countries.  Freeman (1998) points out that in 

spite of its limits in measuring all round ability, it has been proved many times as a valid 

and reliable measure of potential for academic ability and school achievement.  Terman‟s 

study 1916 is the first operational attempt to identify gifted students, whom he called 

genius students (Alsurur, 2003).  
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There are two main types of intelligence test: 

1. Individual intelligence tests. 

2. Group intelligence tests. 

The first intelligence tests are given to one person at a time and the Group Intelligence 

Tests are supplied to a number of people during a period; the second one is commonly 

used, to see if the students should move to a complete gifted assessment (Hassanan, 1997).  

After the 1960s, argument arose over the use of intelligence tests for children, because it 

was thought it was unfair for children from different cultural backgrounds and minorities 

in many countries. As the argument continues, the tests are still in use.  However, at this 

time it is much less likely to be used as the only means of identifying intellectual 

performance and the potential of gifted children in view of its perceived weaknesses 

(Newland, 2007).  A further weakness is identified by Emmanouilidou (2007): 

Another characteristic of intelligence testing is that it is fundamentally 

normative and related to a standardisation that makes it difficult to include 

the very few exceptional children (Emmanouilidou, 2007, p.107). 

The most important tests are the Stanford-Binet IQ test (1905) and the Wechsler Individual 

Achievement Test (1981), which are the most common individual IQ tests; also, they are 

the most generally used by schools.  Also the Woodcock-Johnson cognitive test may be 

used, related to the individual achievement test. (Carolyn, 2006) 

 1977 saw the development and codification of The Stanford-Binet Intelligence Scale, 

Wechsler Intelligence Scale for Children and Torrance Tests of Creative Thinking to fit 

with Arabic environmental structures In Jordan. 

According to Webster (1998), different tests give slightly different scores:  

 IQ 120: This category consists of 10% of the student population.  

 IQ 135: This group is the top 2% of the population and consist of the „very able‟ or 

„gifted children‟.  

 IQ 160+: This is a very rare „exceptionally able‟ group and represents a very small 

minority (1 in 10,000 students roughly). 
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2.4.2 Teacher recommendation  

Koshy (1997) maintains that teacher assessment should be a favoured and effective option 

as teachers, along with the parents, are in the best possible position to make judgements on 

children‟s abilities.  However, Koshy advises caution in that if the opportunities are not 

provided for the children, it would be difficult to make an assessment of their abilities.  

Freeman (1998) raises several points which may affect teachers‟ accurate assessment of 

their children‟s abilities.  For example, teachers‟ perceptions can vary. In Freeman‟s study 

in different cultures and in different countries the percentage of children identified by 

teachers as gifted varies. In Germany 3.5% of the children were identified as gifted, 

whereas in the USA it varied between 6% and 10% and in Indonesia 17.4 % of children 

were assessed as „gifted‟.       

Freeman offers some practical observations that can reduce the risk of teacher 

recommendation and the biases that can affect their choices.  

 Teachers should use outcomes of particular tasks and not test scores; 

for smaller groups, discussions related to subject could be useful. 

 Children‘s abilities may change over time. 

 It is more helpful to rely on particular aptitudes that children may 

display, rather than a general perceived intelligence or positive 

attitude towards school work. 

 Teachers need to interact personally with the student (e.g. 

discussions). 

 If possible, an external observer may prove very helpful. 

 Teachers should self-reflect and check any biases concerning social 

class, ethnicity, gender, disabilities, learning difficulties, etc. 

 Indications for giftedness also include motivation and interest. 

 Teachers are encouraged to use as many assessment methods as 

possible. 

 Multiple sources of information are handy; however, group 

discussions can be dominated by strong characters. 

 Out of school activities may give valuable information to the teacher. 

 Direct consultancy with the pupils has essential value.(p.10)  



 70 

2.4.3 Checklists 

Checklists, from both parents and teachers, are commonly used in the identification of 

gifted students.  This is because checklists assist teachers and parents to enhance their 

awareness of the more able pupils, to organize their observations.  According to Leyden 

(1985) although checklists can be a significant guide for teachers in assessing the abilities 

of the students, they may also be misleading and not always relate to individual issues, 

because checklists vary considerably and can be confusing and even socio-culturally 

exacted. 

Whitmore (1985) gave a complete listing of observable giftedness characteristics of 

intellectual ability.  Whitmore believes that intellectual giftedness is manifested by the ease 

and speed in the growth of the cognitive behaviour, which create outcomes that are 

excellent both in quantity and quality.  She explains these characteristics are: 

Derived from the principal categories of intelligent behaviour which 

distinguish human beings from other animals (p.96). 

In 1998 Webster made a checklist which consists of two parts.  The first part asks the 

teacher to identify particular abilities such as: verbal communication, written 

communication, reading ability, abilities and interests in particular subjects (open to 

specification by the teacher), general knowledge, memory for detail, observation, original 

thinking, inquisitiveness, problem-solving and speed of thought, imagination, task 

commitment/concentration, independent learning and ability to relate to peer group.  The 

teacher is asked to rate these abilities as poor, weak, average, good, or excellent. 

The second part describes some other characteristics of gifted students such as: noticing, 

curiosity, good reader, articulate and fluent, interested in what older children are usually 

interested in, communication with adults, insight/perception, wide range of interests, 

enjoyment of order and logic, quick worker, good memory, sensitivity, sense of fairness, 

imagination and sense of humour.  

However, Freeman (1998) suggests a different set of criteria which could be used in a 

checklist: 

 Knowledge and excellent memory use of information, with self-regulation- they know 

how they learn best and can monitor their learning. 

 Thinking fast to solve problems and get to the essential information more quickly. 

 Flexibility of thinking and alternative solutions to learning and problem-solving. 
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 Speed of thought – may take longer to plan but then make decisions quickly 

 Having exceptional ability to concentrate for long periods.  

 Early literacy. 

2.4.4 Parental nomination 

Parents are the individuals who know their children better than teachers or the 

Headteacher, because parents can see their children in various contexts, including social 

situations.  They also have the opportunity to observe their children‟s development from 

their birth.  Nevertheless, parents could be biased and may overemphasize their children‟s 

achievement for different reasons (Zimmerman & Clark, 2004).  Seon-Young and 

Olszewski-Kubilius (2006) point out one benefit of parent nomination in that it allows 

many  children to go through gifted search programmes‟ testing who would not otherwise 

be recognized by schools or teachers, and most of the students then have high results which  

qualify them for input in the programmes. 

Emmanouilidou (2007) believes that parents should play a part in the identification of 

gifted students from informal observations and through communication with the school 

staff and teachers. However, she recommends that the parents need support with 

professional checklists to document their observations in a transferable, comparable and 

quantifiable way. Smutney (1995) suggests that parents should bring to schools any 

important projects which the child has made at home such as photographs, voice and visual 

of performances, etc. Emmanouilidou (2007) has the following advice:  

Parents are not always able to evaluate their child‘s achievements in 

comparison with his/her age group. Giftedness is exhibited in relation to the 

average performance of the child‘s age, so if there is no average standard for 

comparison, the parents can only observe behaviours but not estimate the 

levels of high ability (p.109). 

To conclude this section, an attempt is made to review the strengths and limitations of the 

methods of identification commonly recommended for teachers to identify gifted children 

in the UK (DfES, 2007), which reflect most of the methods discussed above.  
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Table 2.4: Identification Methods-Gifted pupils, a review of their strengths and limitations 

Method Strengths Limitations 

National 

Curriculum 

based Tests 

Judged against school 

curriculum. 

Can measure progress over 

time. 

Easily transferable data across 

schools and LEAs. 

Based on clear criteria. 

High levels of achievement 

dependent on quality of educational 

experience, rather than ability. 

Units of measurement can be too 

broad, particularly for assessing in 

detail the youngest children. 

Baseline Breadth of assessment issues. 

Can involve qualitative and 

quantitative data. 

Can vary across the country. 

Some schemes lack experience. 

Class Teacher 

Nomination 

Offers opportunity to recognise 

pupils‟ responses to teaching, 

levels of initiative and interest, 

lateral thinking and extent of 

problem solving. 

Uses detailed knowledge of 

class teacher, makes use of 

teacher‟s ongoing assessments 

of pupils and is closely linked 

to provision. 

Can be very subjective if not 

undertaken against agreed criteria. 

Dependent on access to experienced 

class teacher with confident, 

challenging and flexible teaching 

style and therefore can be disrupted 

by teacher changes or supply issues. 

Classroom 

Observation 

Can help confirm other 

assessments through systematic 

data collection based on agreed 

criteria. 

Assess child in familiar context 

doing familiar tasks. 

Time consuming if done in addition 

to normal classroom practice. 

Can be subjective if not undertaken 

rigorously and on a series of 

occasions (including variety of 

teaching contexts). 

Examination of 

Pupil Work 

Good measure of recorded 

outcomes. 

Helps refine teacher 

expectations through analysis 

of high quality work. 

Can be useful when done in 

clusters. 

Can be subjective if not undertaken 

rigorously.  

More easily measures achievement 

than potential. 

Reliant on access to good range of 

learning opportunities and high 

teacher expectation. 

Restricts range of potential 

measured to that recordable, 
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limiting especially for youngest 

children. 

Subject 

Specific 

Checklists 

Can allow children with 

specific learning disabilities 

(e.g. dyslexic children) 

opportunity to demonstrate 

ability in other subject area. 

Can be useful in identifying 

children with high ability in 

specific area.  

Can draw on strengths of 

specialist subject teacher and 

contribute to curriculum design 

Extensive checklists can be time 

consuming and unwieldy to 

administer. 

Checklists cannot be relevant for 

each individual. 

 

Generic 

Checklists 

Easily accessible.  Simple to 

handle. 

 

Can run the risk of creating 

stereotypes.  Too general to be 

useful in curriculum terms.  Validity 

remains questionable. 

Reading Tests Easy to administer. 

Reading competence can give 

useful indication of future 

performance. 

Most schools have access to 

some age standardised score 

which allows for “Summer 

Born” factor to be considered. 

 

Reading is a skill rather than an 

ability, and high scores on a reading 

test are not a reliable indicator of 

cognitive ability. 

Educational 

Psychologists 

Invaluable in identifying high 

ability linked to complex issues 

e.g. areas of SEN. 

 

Time consuming and expensive. 

Unnecessary for most gifted pupils. 

Parents and 

Peers 

Intimate knowledge of the 

individual. 

Can take account of 

performance outside school 

environment. 

Subjective, and difficult to give 

clear criteria. 

Younger children would find it 

difficult and possibly divisive to 

judge peers. 

2.5 Disadvantaged gifted learners 

In the US context, Van Tassel-Baska (1998) maintains that one of the most neglected 

groups amongst gifted students is the bright student from a disadvantaged background and 

that the under-representation of students from minority ethnic groups and lower social 
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classes in enrichments programmes needs to be addressed.  In England, Lucey (2003) 

found that students from middle classes tended to dominate the membership of gifted and 

talented cohorts of students created in response to the UK Government‟s (DfEE, 1999) 

requirement that each secondary school (11-16 age group) select 10% of their intake and 

form a gifted and talented group.  Identifying the gifts and talents of students from poorer 

backgrounds where parents may not be able to support their children‟s education at home 

or because their schools are located in difficult areas where there are teacher shortages may 

be a global problem.  Based on an evidence base, the need for considering practices 

designed to improve academic opportunities of promising learners from lower income 

families is highlighted by Robinson et al (2006).  The authors emphasize the need for 

programmes and services that are of sufficient intensity and duration and which take into 

account family circumstances in order to increase achievement and ultimately leverage 

these learners into a successful learning trajectory.  The reassuring message from Robinson 

et al is, that although these students confront grave challenges, they also have the resilience 

and the ability to be successful 

2.6 Provision for Gifted Students 

In recent times there has been a body of literature which discusses the need for a shift from 

simply identifying gifted children to placing the emphasis on educational provision.  

Treffinger and Feldhusen (1996), who have been involved in research in gifted education 

in the USA where most of the major developments have taken place in the past 3 decades, 

highlight the need for considering the learning  context as they  describe the use of the 

„blanket term‟ gifted as indefensible.   

2.6.1 The role of adults  

The need for adult guidance as a crucial factor in developing the potential of gifted learners 

is based on Vygotsky's Zone of Proximal Development (ZPD) as being distinct from actual 

development.  The idea that, with scaffolding and working with more knowledgeable 

adults, children can learn faster and develop new ideas is especially applicable to gifted 

children.  When considering the context of the role of adults, Freeman (1998) highlights 

the need for developing teacher expertise in enhancing the learning experience of gifted 

children.  She explains that faced with pupils who read voraciously and absorb information 

rapidly, ask questions, invent problems, provide creative solutions and cope with abstract 

ideas from a young age, some teachers may feel inadequate.  Freeman cites the example in 

the USA where a survey (Hansen and Feldhusen, 1994) found that teachers who had 

received special training in teaching gifted children were more effective and in the UK a 
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study (Kerrya and Kerryb, 1997) showed differences in the attitudes and teaching 

strategies between teachers who had or not attended teacher training sessions.    

2.6.2 Models of provision  

Many models have been established, during recent decades, in making educational 

provision for gifted students.  Coleman and Gallagher (1995) offer guidelines for 

provision, which include the implementation of a differentiated curriculum, a more rapid 

pace of education, range of service options, appropriate counselling and support and  

Schneider (2002) suggests: 

These practices can be achieved through the use of a number of 

programming options, such as enrichment, differentiation, acceleration, 

curriculum compacting, alternative curriculum, extra-curricular activities, 

and personal development ( p12). 

2.6.3 Enrichment models 

This section focuses on models of Enrichment Programmes.  Most countries, where gifted 

education has been in existence for at least two decades, use enrichment programmes in 

many schools.  An Enrichment Model is the most widely used in gifted education and the 

one that has guided the majority of schools for gifted students around the world.  The 

Ministry of Education in Saudi Arabia, where the present study is located, uses it in gifted 

programmes in schools more than any other model.  According to Alsurur (2003), 

Enrichment Programmes are the most acceptable to the local communities because of low 

cost, ease of application and comprehensiveness in improving education.   

Enrichment has been described as studying a topic at a greater than usual depth, in greater 

detail and with greater understanding than is standard in the curriculum.  A high quality 

programme for the gifted would, therefore, utilize a variety of methods in order to achieve 

enrichment (Schneider 2002).  

According to Pimm, Howley, Pendarvis and Davis, „Enrichment‟ is defined as  

 

Richer, more varied educational experiences, a curriculum that has been 

modified or added to in some way (cited in Schiever and Maker, 1991 p99).   

Schiever & Maker (2003, p164) describe the goal of an enrichment programme as: 
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to offer students a curriculum that is greater in depth or breadth than that 

generally provided; that is, to challenge, and after-school or Saturday 

classes, resource rooms, additions to regular classroom curriculum, or 

special interest clubs may be used as ways to implement an enrichment 

programme.  

In the following sections, a number of well known models of enrichment are presented, 

which mostly originated in the USA.   

2.6.4 Renzulli's Enrichment Triad Model  

Joseph Renzulli is one of the most influential theorists on gifted programme delivery 

today, whose work began in 1977.  He proposed his Three Ring Model of identification - 

above average ability, creativity and task commitment forming a triad of attributes 

contributing to giftedness-which was the focus of his early work (Hearne & Maurer, 2000).  

Figure 2.6: Renzulli‟s Enrichment Triad model  

 

Three components describe the organizational and service delivery model developed by 

Renzulli.  Type I enrichment (general exploratory experiences), Type II enrichment (group 

training activities), and Type III enrichment (individual and small group investigations of 

real problems) (Maker & Shiever, 2005). 

Three types of enrichment constitute the enrichment triad model: 

http://www.amazon.com/exec/obidos/search-handle-url/103-4205785-7612641?%5Fencoding=UTF8&search-type=ss&index=books&field-author=C.%20June%20Maker
http://www.amazon.com/exec/obidos/search-handle-url/103-4205785-7612641?%5Fencoding=UTF8&search-type=ss&index=books&field-author=Shirley%20W.%20Shiever
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Type I - General Interest/Exploratory activities: 

The major component of this type is that it „capitalizes on differences in children‟s 

interests and learning styles‟ (Renzulli, 1994, p.212).  Activities are pre-planned to provide 

students with many wide-ranging experiences, such as excursions to clubs and other places 

of interest, talks by guest speakers, brainstorming sessions, the development of new 

hobbies, and other events that are outside the normal curriculum.  

Type II - Group Training Activities / Skills Development: 

The development of thinking and feeling processes are the focus of these activities. The 

students are involved in designing, experimenting, comparing, analyzing, recording and 

classifying information through the application of creative, critical thinking skills and 

practical problem-solving (Olenchak & Renzulli, 2004). 

Type III - Individual and Small Group Investigation of Real Problems: 

Having worked through Type I and II activities, the students can now apply the knowledge 

and the skills they have developed to the Type III activities.  Through working on specific 

areas of study, they become investigators of real problems and work towards putting 

together a presentation to a real audience.  Activities include debating, researching, 

surveying or producing a book, a presentation or a play; it may even include writing a 

journal article.  These types of activities include the following goals: providing the 

opportunity to apply interests, applying gained knowledge and skills to carry out a debate, 

a presentation or solution of a particular problem (Olenchak & Renzulli, 2004). 

A significant feature of Renzulli's Enrichment Triad model is that all 

students can work at the first two levels, and the activities generated within 

these levels support the third level. Type III activities are more appropriate 

for gifted students, as they allow for the generation of creativity (DET, web, 

2007). 

Renzulli‟s model gives children opportunities to gain knowledge and awareness of their 

own cognitive processes through the strong metacognitive component within the model. 

Such cognitive awareness becomes a powerful factor influencing academic self-concept 

according to Mendaglio and Pyryt (2003).  The  Triad Model has been 

proposed as an effective model which continues to be used around the world.  For 

example, in the United States alone it is used in over 2000 schools (Carber & Reis, 2004).  



 78 

2.6.5 The Purdue Three-Stage Enrichment Model (1978) 

This model was developed in order to provide a foundation for the enrichment of gifted 

elementary students. It is both a programme model and a curriculum for gifted students 

(Feldhusen & Kolloff, 1986). This model is known for supporting problem-solving skills 

and creative thinking for gifted students (Kolloff & Feldhusen, 1984). 

Creative development, strengthening of convergent problem-solving, research skills and 

independent learning are all goals of this model.  The three stages in the model are: 

Stage I: In the development of divergent and convergent thinking skills the focus is on 

originality and elaboration, decision-making predictions, fluency, flexibility and other 

related skills. This all helps the teacher to develop exercises in creative, logical and critical 

thinking. 

Stage II: In the development of creative problem-solving skills, students are provided with 

the opportunity to learn a variety of techniques and strategies which can be applied to any 

creative problem-solving process. Students are encouraged to learn and adopt creative 

thinking techniques. 

Stage III: This allows for the development of independent study skills.  It allows an 

individual student to select a topic for investigation.  Gifted students should focus on the 

definition and clarification of problems, the gathering of dates and the interpretation of 

findings as well as developing creative methods of obtaining results (Feldhusen & Kolloff, 

1986).   

2.6.6 Autonomous Learner Model  

The Autonomous Learner Model was developed by Betts in 1985 in the USA.  It is another 

model of enrichment, which supports self-advocacy and has also been modified for 

learning disabilities of high ability (Brody & Mills, 1997). A definition of an Autonomous 

Learner is  

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 and Knapp, 1981, p.45)  

http://www.tki.org.nz/r/gifted/handbook/references_e.php#Betts
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The Autonomous Learner Model was devised in the USA by Professor George Betts and 

Jolene Kercher, in order to promote self-directed learning in gifted and talented students.  

The main objectives of the model are to: 

1. Develop self-concept and positive self-esteem. 

2. Comprehend one‘s abilities in relation to self and society. 

3. Develop skills to interact effectively with peers, siblings, parents, and 

other adults. 

4. Increase knowledge in a variety of areas and develop critical and 

creative thinking skills. 

5. Develop decision-making and problem-solving skills. 

6. Integrate activities which facilitate the cognitive, emotional, social, 

and physical development of the individual. 

7. Develop individual passion area(s) of learning. 

8. Demonstrate responsibility for self-learning in and out of the school 

setting. 

9. Ultimately become responsible, creative, independent, life-long 

learners (Betts & Kercher, 1999). 

Through the model‟s special design, students move towards the role of learners, controlling 

the learning process while the teacher assumes the role of facilitator.  If a flexible approach 

is applied, the model may be used in a regular classroom (regardless of the various 

different phases of development), as well as in small group settings such as an individual 

course or in cross curricula areas of education. 

Five major dimensions form the model:  

One – Orientation 

Four areas are contained in this dimension:  

 Understanding, creativity, intelligence, talent and giftedness.   

 Personal/self development. 

 Group building activities. 

 Programmes and activities for schools (Betts, 2003). 
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Two - Individual Development  

Six specific areas are contained in this dimension: 

 Technology. 

 Productivity. 

 Inter/intra personal. 

 Learning skills. 

 College and career involvement.  

 Organizational skills (Betts, 2003). 

Three - Enrichment  

The enrichment dimension‘s main purpose is to introduce learners to the concept of 

learner-based content.  This entails going beyond teacher- based content and 

encourages learners to emulate the role of teachers in their daily task of developing 

their own content, processes and products.  Five specific areas are contained in 

this dimension:  

 Adventure trips. 

 Exploration. 

 Investigation. 

 Cultural activities. 

 Service (Betts, 2003). 

Four - Seminars  

Seminars are facilitated by teachers and developed by the learners themselves. Five 

main areas are focused on in these seminars:  

 Controversial.  

 General interest. 

 Futuristic.  

 Advanced knowledge. 

 Problematic (Betts & Kercher, 1999). 
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Five - In-Depth Study 

Most teachers are aware, to some degree, of the concepts introduced by Torrance 

(1983) but have been unable to systematically implement them.  The focus of this 

model is on: 

 Individual projects. 

 Group projects. 

 Mentorship. 

 Presentations. 

 Assessment of self and others (Betts & Kercher, 1999). 

Figure 2.7: A diagrammatic representation of the Autonomous Learner Model (1999 

by Betts & Kercher) 

 

2.6.7 Future Problem Solving Model (FPS) 

This model was developed over thirty years ago by Alexander Osborne and Sydney Parnes, 

and is promoted through Osborne's creative education foundation in Buffallo, New York   
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FPS is taught by the future Problem Solvers organization and practised by 

teams of school children throughout the world (Webne-Behrman, 1998, p. 

57). 

The process flows logically through the six steps of: 

1. Objective (Mess) Finding – Identifying the challenge, goal and future 

direction.  

2. Fact Finding - Observing the problem and collecting data about the 

problem as objectively as possible.  

3. Problem Solving – The various parts of the problem are examined in 

order to identify the major part, so as to state the problem in an open-

ended way.   

4. Idea Finding - Brainstorming so as to generate as many ideas as 

possible regarding the problem. 

5. Solution Finding – The solution that is the most appropriate needs to 

be identified. Specific information needs to be developed and selected 

in order to evaluate the alternative solution. 

6. Acceptance Finding - A plan of action needs to be created (Maker, 

1986). 

The process, unlike alternative problem-solving methods, emphasises the need to reserve 

judgment on possible solutions and ideas until a final decision is reached.  This ensures 

that the flow of ideas in the third step is uninterrupted and all possible solutions are 

accepted.  The teacher plays an important role in this stage, especially in making students 

feel at ease to make suggestions.  In these brainstorming sessions it is the quality of the 

ideas and not the quantity that has been sought (Maker, 1986).  

2.7 Organisational Structures for Provision  

A range of organizational structures and strategies are also employed to enhance provision 

for gifted students and one of the ways in which it is achieved is through the process of 

acceleration.  

2.7.1 Acceleration  

Acceleration is often described as different to Enrichment.  The Acceleration Model offers 

gifted students, or groups of learners, the opportunity to study with older children (grade 

skipping) and may also involve a total group undertaking a course of study usually used 
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with older students. According to Koshy (2002), the term „acceleration‟ is used to signify 

several things, but there is always new content taught.  For example, early entry into school 

could be one type of acceleration.   

Kulik and Kulik (1984) considered twenty-six studies, which focused on controlling the 

effects of acceleration. They concluded that the thirteen searches [that used same-age 

controls] were clear: acceleration causes achievement. According to Jasaitis, acceleration 

can be achieved in a number of different ways including:  

 Early entry to school.  

 Grade skipping or "double promotion".  

 Ungraded classrooms where students of varying ages are grouped together 

and the curriculum is based on individual mastery rates rather than the age 

of the student. 

 Curriculum compacting, which involves skipping material that the student 

has already mastered.  

 Grade telescoping which involves completing a programme that usually 

requires a fixed number of years to finish in less than the usual time.  

 Concurrent enrolment, enabling a child to attend more than one school at a 

time. 

 Subject acceleration, which involves offering the student an advanced 

curriculum in a single subject.  

 Advanced placement classes.  

 Classes taught at an accelerated rate or at a higher level of difficulty which 

enable a student to gain credit for completing a curriculum usually taught in 

subsequent years. 

 Mentorship, individual instruction at an advanced level in a single subject 

offered by an expert in that subject.  

 Credit by examination.  

 Early admission to college) Jasaitis, 1994, p 6-7 . 

2.7.2 Differentiation 

The process of Differentiation is used to modify the curriculum to accommodate gifted 

students with their specific needs. Curriculum differentiation is a broad term referring to 

the need to tailor teaching environments and practices to create appropriately different 
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learning experiences for different students. Keirouz (1993) suggests typical procedures for 

gifted and talented students include:  

 Deleting already mastered material from the existing 

curriculum, 

 adding new content, process, or product expectations to the 

existing curriculum, 

 extending the existing curriculum to provide enrichment 

activities, 

 providing course work for able students at an earlier age than 

usual, and,  

 writing new units or courses that meet the needs of gifted 

students.  

White (2006) point out the definition of the differentiation approach in the literature 

involves: 

Recognizing individual differences and trying to find institutional 

strategies which take account of them (p.17) 

In various studies, differentiation is a general model supporting educational programmes 

which satisfy the diversity of students‟ needs similar to enrichment and acceleration (Al-

alola, 2004). 

Maker's model (1982) of a differentiated curriculum suggests that a curriculum needs to be 

differentiated in terms of:  

 Learning environment. 

 Content modification. 

 Process modification. 

 Product modification.  

2.7.3 Curriculum Compacting  

According to Baum et al (1998) one way of differentiating the curriculum for gifted 

learners is by Curriculum Compacting. The authors maintain that in the talent development 

process, we need to find time for gifted students to pursue self –selected, interest –based 

enrichment activities for them to develop their individual talents. In order to create time for 

this, teachers need to modify instruction and activities which Renzulli and Reis (1993) 
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describe as Curriculum Compacting. The process involves eliminating previously mastered 

learning and replacing it with enrichment activities and learning of more advanced 

concepts. 

2.8 Other relevant aspects pertinent to this study  

2.8.1 Culturally situated giftedness 

As Freeman (1998) explains, no conception of giftedness or talent works in a cultural 

vacuum. An international review of giftedness highlights a range of methods of 

identification of giftedness and provision for gifted students which reflects the cultural 

view points of the particular countries and cultures within which they are situated. In the 

UK itself, there are variations of conceptions of giftedness and talent as demonstrated in 

the recent research carried out by Koshy et al (2010). The level of ability or giftedness of a 

child may be perceived differently within the education system.  For example, Freeman 

(2005) highlights the fact that in the same town, a child in a competitive-entry school may 

be seen as of only of moderate ability although he or she could be regarded as “gifted” in a 

nonselective school. 

Freeman (2005) describes how different concepts and cultures can affect choice of the 

gifted and talented. The identification of gifted and talented children can be influenced in a 

variety of ways. Freeman raises a few issues to illustrate her point. The identification of 

“gifted” children can depend on what is being looked for, such as: tested academic 

excellence for formal education, innovation for business, solving puzzles as are provided 

for IQ tests or competitive athletics.   

Parental attitudes and beliefs can also influence the way students manifest their giftedness 

and talent. Gender biases – two boys for every girl are chosen as gifted – also exist all over 

the world, from Britain to China (Freeman, 2005) 

There are also differences in the way children are selected for gifted programmes in 

different cultures.  IQ based and problem solving tests are used in places like Hong Kong 

and Taiwan.  The World –class tests designed and produced  by the Qualification and 

Curriculum authority (2001) for gifted students are now used in Hong Kong.  In Saudi 

Arabia and other Arab countries there is a prominence of test-based selection of children 

for gifted programmes. In China, children‟s palaces provide non-selective, inexpensive, 

high level out-of-school education for youngsters who are prepared to put in the effort 

(Freeman, 2005) 
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2.8.2 Creativity and Giftedness 

Renzulli (2005) is one of the experts who challenges the concept of intelligence or 

giftedness as a unitary measure. He maintains that giftedness can be viewed under two 

broad categories – Schoolhouse giftedness and Creative –Productive giftedness. Renzulli 

states that both types are important and there is usually an interaction between the two 

types. Schoolhouse giftedness is also referred to as test taking or lesson learning giftedness 

which can be measured by IQ and other type of tests.  Creative-Productive giftedness 

cannot be measured through tests.  Renzulli recommends the development of Creative-

Productive giftedness and believes that more students can become creative in that their 

work and ideas will actually have an impact on others and cause change.  Programmes 

which address this kind of creativity are qualitatively different from schooling. 

 

Renzulli‟s Three ring conception of giftedness (1986) which was described earlier in this 

Chapter defines giftedness as an interaction of above average ability, task-commitment and 

creativity. Creativity is a complex concept to define. In MacKinnon‟s (1964) study a panel 

used the following criteria to assess creativity: 

 

1. Originality of thinking and freshness of approaches to architectural problems. 

2. Constructive ingenuity. 

3. Ability to set aside established conventions and procedures when appropriate. 

 

Sternberg, (2005) who has studied aspects of creativity extensively puts forward his WICS 

model of giftedness. WICS is an acronym standing for Wisdom, Intelligence and Creativity 

Synthesised. In the discussion of this model, Sternberg states that creativity is not an 

attribute limited to the historical greats – the Darwins, the Picassos and the Hemmingways 

and that it is something that anyone can use. Creative people, according to Sternberg, have 

to develop some particular characteristics, which include: 

 

1. Redefining problems. Instead of being stuck in a box, redefining the problem 

means extricating oneself from the box. 

2. Creative people question assumptions and eventually lead others to do the same. 

3. Realising that creative ideas do not sell themselves. The ideas are often viewed 

with suspicion and distrust. So you need to convince others of the creative 

competence. 
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4. Recognising that knowledge is a double-edged sword. On the one hand one cannot 

be creative without knowledge. At the same time, those who have expert level 

knowledge can experience tunnel vision, narrow thinking and entrenchment. 

5. Willingness to surmount obstacles. The creative thinker needs the fortitude to 

persevere. 

6. Willingness to take risks. Creative people take sensible risks and produce ideas that 

others ultimately admire and respect and trend-setting. 

7. Tolerance of ambiguity. A creative idea tends to come in bits and over time. 

However, the period in which the idea is developing tends to be uncomfortable. 

Without the ability to tolerate ambiguity many may jump to a less than optimal 

solution. 

8. Finding what one loves to do. Teachers must help students find what excites them 

to unleash their students‟ best creative performances. People who truly excel 

creatively in a pursuit, whether vocational or avocational, almost always genuinely 

love what they do. 

 

So it can be seen that creativity and giftedness are closely related. Even in every day 

conversation, one equates genius or masterpieces as the work of creative people. When 

asked, 800 school co-ordinators in the UK about their conceptions of giftedness, 71% 

reported that creative achievements were the best indications of giftedness (Balchin, 2009). 

 

2.8.3 Gifted students from disadvantaged backgrounds 

 

The issue of underachievement and lack of aspirations amongst students from 

disadvantaged backgrounds has been highlighted by academic researchers (Casey and 

Koshy, 2002; 2006). Although the declared aim of the gifted and talented initiative of the 

UK Government‟s Excellence in Cities initiative (DfEE, 1999) was to raise the profile of 

students from inner-city areas, as Lucey (2003) pointed out students from the middle 

classes tended to dominate the gifted and talented cohorts in British schools. The story has 

been much the same in the USA where special programmes have been provided for gifted 

students, for several decades. It has been asserted that one of the most neglected groups in 

amongst gifted and talented students is the bright student from a disadvantaged background 

and that the under-representation of students from minority ethnic groups and lower social 

classes in enrichment programmes needs to be addressed (Van Tassel-Baska, 1998). The 

message in the US federal report-National Excellence, A case for developing America‘s 

talent (Ross, 1993)- is that talented children who come from economically disadvantaged 
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homes or are members of minority groups are especially neglected and many of them will 

not realise their potential without some type of intervention.  

 

Based on their studies in schools in disadvantaged urban areas in the UK Casey and Koshy 

(2006) argue that there is submerged talent among students from poorer backgrounds and 

special strategies for identification and specially designed intervention programme s are 

necessary to unlock the potential of these students. Similar concerns have also been 

highlighted in other countries. For example, Chaffey (2009) highlights that children from 

indigenous children are under-represented in gifted programmes in Australia and calls for 

specially designed methods for identification in order to address this problem. 

 

2.9 Summary  

This chapter provided an overview of the literature that involves the gifted education. It 

started with exploring the theories of intelligence, as some consider it as a basic 

characteristic of giftedness. Afterwards, the most fundamental theories of giftedness have 

been explored in depth. This was followed by the characteristics of gifted students, in order 

to clarify how their giftedness is manifested through their behaviour. The following section 

focused on the methods that are being used to identify gifted students. Furthermore, the 

educational provision models have been analysed.  

The following chapter will start with the general aims that will be pursued and will analyse 

in depth the main questions, the research methods that will be followed, details about the 

sample to be used as well as the expected difficulties of the research process. 
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CHAPTER 3 

Research Design and Methodology  

3.1 Introduction 

The preceding chapter helped place the research in an academic context, but also hinted at 

some of the methodological uncertainties involved in a substantive study of provision for 

gifted children. This chapter provides a rationale and explication of the methods used in 

relation to the research questions concerned with the definition of giftedness, the 

identification of gifted students and support for them within Saudi Arabia. A brief review 

of the conceptual concerns that shaped the overall methodological approach is followed by 

consideration of basic ontological precepts. There follows a discussion of issues in relation 

to sampling and data collection. Subsequent discussion centres on the development of 

research instruments, pilot work, documents drawn upon, the fieldwork settings and 

approaches to analysis of the research data.    

3.2 Theoretical concepts which informed the design of the research design  

The main themes which arose from the extensive literature review and how these helped  

to produce the data collection are described in this section. 

3.2.1 Conceptions, definitions and identification of giftedness 

A range of conceptions of giftedness and talent are held by experts in the field. These 

ranged from a single dimensional view of ability to a broader view of human potential. The 

existence of multiple intelligences and the role of motivational creativity were discussed. 

A range of methods used for identifying giftedness, many of which reflected the various 

conceptions held by those who were involved in both policy making and practice. The 

methods included test-based selection, using characteristics lists and teacher assessment. 

Biases were shown to exist in terms of gender and social class in that more boys and more 

students from educated and affluent families were selected for programmes. Whether 

children demonstrated all round abilities or domain specific aptitudes are also constantly 

debated issues. 

A student questionnaire included questions which reflected on these themes; these were 

designed to gather information on the following: 

 Family background, occupation of both father and mother. 
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 Size of family and number of siblings. 

 The level of educational support given at home. 

 Expectations from parents. 

 Level of academic achievement. 

 Work habits. 

 Thoughts about school and subjects. 

 Social activities. 

 Students‟ views on being gifted and if they were aware if their membership of the 

“gifted” cohort. 

The practitioners‟ questionnaire and interviews also sought information on how students 

were identified and what percentage of students were selected as “gifted”. They were also 

asked about how long a policy on identification has been in place and if the policy has 

been revised. 

3.2.2 Nature of provision through activities 

Enrichment programmes are provided for gifted children in most countries, as presented in 

the literature review. Most of the models originated from the USA. The nature of the 

activities, provided for gifted students in Saudi Arabia was studied through questions 

relating to:  

 The existence of in school and out of school activities, both academic and non-

academic. 

 The students‟ thoughts on the activities. 

 The level of participation in the activities. 

Practitioners were also asked about the existence of academic and non-academic activities 

for gifted children, as well as the nature of in-and out-of school activities. 

3.2.3 Classroom provision 

As the quality of what is offered in the classroom for gifted students is of vital importance, 

the literature review considered the nature of the curriculum offered, teaching styles and 

organisational structures. Whether there were opportunities for being creative was also of 

interest to the researcher. The content of questionnaires and interviews were designed in 

such a way that the researcher could evaluate the nature of gifted education within Saudi 

Arabia. 
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Students were specifically asked about: 

 Their work habits. 

 How they enjoyed school and activities. 

 Teaching styles 

 Learning styles, exploring aspects of enjoyment, asking questions and challenge. 

 How they perceived learning and learning different subjects. 

3.2.4 Policy issues, training and quality 

The researcher felt it was important to explore issues of policy and the level of 

involvement of the practitioners in providing good quality education for gifted students. 

Information was gathered on the following aspects which were to be analysed and reflected 

on, in order the answer the research questions. Practitioners were asked about: 

 Their level of their involvement in gifted education policies. 

 Communication systems between themselves and officials. 

 Their understanding of issues relating to aspects of giftedness. 

 The level of training they received. 

 The nature of special programmes and special schools. 

 The role of gifted centres. 

 The role of social workers. 

 Their general view of gifted education in the country. 

3.3 Epistemological basis of the research 

The research was informed by two broad, not always congruous, requirements that had to 

be considered in the design and conduct of the investigation. As a professional educator I 

was sponsored by my government in the expectation that the research would, at least in 

part, contribute to policy and practice in the educational provision and support for gifted 

students in Saudi Arabia. But as an academic researcher it was necessary to adopt a more 

reflective and critical approach to data collection and interpretation of the findings - an 

approach that does not necessarily lead directly to applicable results. A balance thus had to 

be struck between an empiricist focus, based upon describing and evaluating the utility of 

emerging policy and practice in the provision for gifted children and - on the other hand - 

remaining sensitive to how cultural and sociological contexts might not only shape 

emergent findings but also the design and conduct of the research itself.  
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Accordingly, from an epistemological perspective my positioning in the research tended to 

reflect a pragmatic, critical realism. This broad approach - often linked to Bhaskar (1989) 

and Harré (1970) - reflects three broad characteristics of relevance to the research 

described here. First, as McEvoy and Richards (2003) note, critical realism acknowledges 

the potential utility of interpretivist (or even relativist) approaches to understanding the 

views, motivations and behaviours of  research participants. But, significantly, this does 

not discount the reality of parameters, structures and enforceable prescriptions in the real 

world. Research such as that described here cannot focus solely on the perceptions and 

interpretations of research subjects but, instead, has to relate these findings to the reality of 

existing structures of control and intercession (in this case the cultural, historical and 

systemic characteristics of educational policy governance and educational provision in 

Saudi Arabia). This is reflected in a second self-evident but fundamental characteristic. A 

critical realist perspective accepts that there may exist different domains or levels of 

perception and action, such as the fields of national policy formulation, the shaping of 

educational provision at a regional or institutional level and actual practices in the delivery 

of such provision. Understanding how diverse domains of intent and behaviour interact can 

inform a broader understanding of how the reality of policy and practice is constituted and 

contested in fields such as education. This relates to a third premise. The parameters and 

structures within which individuals act may be challenged, subverted or indeed maintained 

by these actors. In other words, we have to balance an understanding of official depictions 

of provision for gifted students in policy pronouncements and government interventions 

with the realities reported by individuals operating at less rarefied levels (McEvoy and 

Richards 2003: 412-413). These three characteristics offered a broad epistemological 

foundation and rationale for the application of a mixed method approach to the design, 

conduct and analysis of the research.   

The synthesis of such qualitative approaches with a more quantitative dimension should be 

shaped by five factors - the research problem, the training and experience of the researcher, 

the psychological attributes of the researcher, the focus of the study and the needs of the 

audience (Nassar, 2001). Accordingly, I consulted researchers who had conducted similar 

projects in order to reach a view in relation to these factors.  The need for generalisable 

findings pointed, as noted, to the need for quantitative methods but could not include the 

complex nature of key concepts such as giftedness and educational enrichment.  The 

research design thus had to be underpinned by a mixture of methods – incorporating both 

quantitative and qualitative methods.  The former consisting of questionnaires, whereas the 

latter consisted of interviews.  As stated by Creswell (2003), that with the development and 
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perceived legitimacy of both qualitative and quantitative research, this form of data 

collection, although relatively new, is nevertheless expanding.  

The purpose of incorporating a mixed method is to allow for the expansion of an 

understanding from one method to another, so as to converge towards or confirm findings 

from different and varied sources (Tashakkori and Teddlie, 2003). This approach is not 

without difficulties. Most obviously, the researcher has to be versed in the relevant 

methods. And data collection and analysis may become more complex and take longer than 

would otherwise be the case. Accordingly, when designing the study, the researcher needs 

to convey clearly the intent of mixed methods research and its applications. Procedures 

then involve identifying the type of mixed methods strategy of inquiry - the data collection 

and analysis approaches, the researchers‟ role and the overall structure (Creswell et al, 

2003). So, in the case of this research, the two groups involved - those students in the 

gifted programme and the staff working in the Ministry of Education specifically tied to it 

– both had questionnaires carried out in an independent and neutral manner, as will be 

outlined later when specifically discussing the methodology. This reflected the quantitative 

feature of the study. The staff also participated in a group interview – a research technique 

discussed in detail later in the chapter. During this task, the researcher positioned himself 

as a neutral investigator conducting a fair and responsible research in order to attain 

improvements and further developments in the Gifted Programme of the Kingdom‟s 

administration of the Ministry of Education. All the participants were made aware of this 

and the fact that all the feedback and responses obtained will be treated with the utmost 

confidentiality. The group interview, which will later be outlined, was carried out in the 

style of a debate; the researcher acted as a neutral chair – noting all responses without any 

expressions or indicating any inclinations to any specific views. Both of these methods 

were given equal weight and both given equal priority during the collection and analysis of 

the data. The data results were integrated at the stage of analysis, with theoretical 

perspectives of the data (e.g. the varying factors of the students and staff) given explicit 

consideration. 

These criteria can be drawn from Cresswell et al‟s (2003, p.211) outline of four criteria 

that feed into selecting a mixed method strategy of inquiry: 
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Table 3.1: A mixed method strategy 

Implementation Priority Integration 
Theoretical 

Perspective 

No sequence 

Concurrent 

Equal At Data Collection 

Explicit 

Sequential-

Qualitative first 
Qualitative 

At Data Analysis 

At Data 

Interpretation 

Sequential-

Qualitative first 
Quantitative Implicit 

With Some 

 Combination 

3.4 Sampling  

The mixed method approach had implications for the sampling strategies employed in the 

research. At the most basic level, there are two broad approaches to sampling – random 

(probabilistic) and non-random (non-probabilistic). A random sample taken from a defined 

population or set of cases is premised on the idea that every individual or case therein has 

an equal probability of inclusion (O'Leary, 2005). Non-random sampling, however, 

involves the selection of individuals or cases when such a requirement is deemed 

unnecessary. In some research, particularly qualitative investigations, samples are selected 

with specific purposes in mind – a selectivity oriented towards the generation of relevant or 

rich data.  

The approach can take two forms - judgement sampling and quota sampling (Albaldawi, 

2005). Gerrish and Lacey observe that a: 

judgement sample is used when the person in the sample is judged to have 

the right knowledge or information for entry (Gerrish and Lacey, 2006, 

p168). 

Quota sampling, on the other hand, is used to select a number of subjects from each 

category deemed apposite to a particular project (such as male and female or employed and 

unemployed). The numbers (or quotas) within each such category may be proportionate to 

those in corresponding categories in a wider population (proportionate quota sampling) or 

not proportionate (non-proportional quota sampling) (Brain, 2000). Quota sampling can 

thus either act as a “synthetic” substitute for random sampling or as a nuanced form of 

purposive sampling.  
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Even in the case of non-random sampling Seale (2004) suggests that some consideration 

needs to be given to sample sizes, where there is the possibility of marked heterogeneity in 

research populations and associated responses:  

The main determinant of sample size is almost always the need to look 

separately at the results of different subgroups of the total sample (separate 

age groups, socio-economic groups, and so on). The total sample size is 

usually governed by the sample size required for the smallest subgroup: as a 

rough guide, the smallest subgroup will need to have between fifty and sixty 

members (Seale, 2004, p.67). 

In the case of this research, I was interested in the views of particular informants 

(educators, policy makers and students with some connection to provision for gifted 

students) and a specific research context (relevant localities within Saudi Arabia).  I, 

therefore, chose to use non-random judgement sampling among pre-determined categories 

of cases - gifted students aged 12-17, as well as those involved or interested in programmes 

for the gifted (i.e. teachers, specialists, social workers, school head teachers and those in 

the Ministry of Education related to the district of Al-Qasim).  Similarly, the study was 

limited to Al-Qasim because it is one of the areas that ran a programme for gifted students 

in Saudi Arabia. Indeed, this district is the only one in Saudi Arabia that has two schools 

especially for students of particularly high ability. 

3.5 Method of selecting the samples for the present study  

In this section I will explain in more detail how the two sample groups (students and 

professionals) were chosen. 

3.5.1 Gifted students 

The students in this sample had to meet the following inclusion criteria: 

 Be labelled by the Ministry of Education as „gifted‟ because my research field 

is related to the Ministry of Education in Saudi Arabia. 

 Be under the umbrella of the Ministry of Education at the time of the research 

and follow special programmes.   

 Be between the ages of 12 and 17 years old, because these ages are the only 

ages considered suitable for gifted programmes in this district. 
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Schools and students were selected from the list of schools registered in the Al-Qasim 

regional Education Office for gifted students. There were 186 students, both male and 

female, selected from 13 schools for males and 10 for females in Buraidah (capital of Al-

Qasim) and the surrounding area. 

3.5.2 Employees 

Fifty-two employees were chosen from the Ministry of Education. These included 

specialist teachers of gifted students, head teachers, social workers, practitioners in the 

gifted students‟ programme and teachers in other subjects. Each practitioner had a 

particular role in the education of the gifted and talented students. First, the student 

supervisors assisted the students to be aware of their abilities, develop their potential and 

solve problems to achieve social, educational, vocational and psychological compatibility 

within their schools. The supervisors usually hold a degree in the social work, psychology 

or science departments. Second, teachers of gifted students are the teachers who have 

undertaken courses in the area of gifted programmes. In a third respect, practitioners of 

gifted programmes are those who have professional training in the area of gifted education 

and are currently working with programmes in gifted centres. Finally, the category of 

„other workers‟ includes those who work with gifted students but do not hold any training 

in the area of gifted education such as librarians and technicians. The preponderance of 

men in these samples reflected the fact that custom and religion precluded direct contact 

between the male researcher and female research participants (and also, perhaps - in terms 

of available fieldwork sites and participants - a legacy of the historical and cultural 

emphasis initially placed on the education of males in Saudi Arabia). Subsequent findings 

should be considered in light of this gendered orientation but the latter was not a primary 

focus of the research.  

Table 3.2: Breakdown of questionnaire sample, by status 

Series Sample N M F 

1. Students 186 170 16 

2. Ministry of Education Employees  52 33 19 

 2a. Social workers (Student Supervisors) 14 10 4 

2b. Head teachers 12 7 5 

2c. Teachers 10 7 3 

2d. Teachers of gifted students 6 2  

2e. Practitioners of gifted programmes 6 4 2 
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2f. Other workers 4 3 1 

Total 238 203 35 

The figure below (Figure 3.1) shows the percentages of participants by status across all 

levels. From this, it can be seen that approximately half of the respondents were students 

and half various workers. 

Figure 3.1: The percentages of participants by status across all levels. 

 

 

 

 

 

 

3.6 Methods of data collection 

3.6.1 Questionnaires 

Questionnaires are ideal for those who, within time and resource constraints, want to 

collect relatively large quantities of data from large samples:    

Questionnaires gather information directly by asking people questions 

and using them as data for analysis. They are often used to gather 

information about attitudes, behaviours, activities and, responses to 

events and usually consist of a list of written questions. Respondents can 

complete questionnaires in timed circumstances, by post, or by 

responding to researchers directly who, armed with the questionnaire, 

can actually ask them the questions directly (Wisker, 2001, p 147). 

Questionnaires are a widely used and efficient means of collecting data (Cohen et al, 

2007). Typically, questionnaires gather data about current conditions and practices and to 

ascertain attitudes and opinions of respondents about an issue, object or situation.  

Nonetheless, the use of questionnaires is not without problems. A well-designed 

questionnaire has to be easily understood by respondents and be likely to produce accurate 

0

20

40

60

80

100

120

140

160

180

200

1 2

Breakdown of questionnaire sample, by  status

Other workers

Practitioners  in 
gifted education

Teachers of gifted 
students

Teachers

Headteachers  

Social workers 

Students
Students Non students 



 99 

and relevant information that can be readily processed by the researcher (Wiersma, 1986).  

But the recipient may not be pleased to receive a questionnaire and his or her motivation to 

respond carefully and honestly, if at all, might be low. In a second regard, the 

questionnaire tells one only the user's reaction as the user perceives the situation. Bowling 

(2002) suggests that the first of these problems can be ameliorated to an extent by giving 

considerable thought to the instrument‟s appearance. A layout with too much information 

is uninviting - it must appear digestible to the participant. Legibility and space are 

obviously important (Bondagjy, 2000), but a particularly long questionnaire may be off-

putting to respondents.  

The nature of the research question itself, as advocated by Mertens (1998), can lead a 

researcher to choose appropriate research methods. For the purpose of this specific study, 

both the teachers and practitioners who were involved in the gifted programme were asked 

their views pertaining to programmes and strategies designed to identify gifted students.  In 

addition, their perceptions in relation to the provision of programmes for gifted students 

(including both curricular and extra-curricular), the role of the social workers, training in 

the gifted field and attendant policies at the level of individual schools were explored.  

Another set of questionnaires was designed concerning the students. This involved 

describing some aspects of the family background of gifted students involved in the study, 

appropriate elements of self-reflection and self-evaluation on the part of gifted students and 

the perceived influence of schools upon the academic achievement by these students. 

Further, the views on the strategies employed by schools - factors beyond formal lessons, 

as well as the social life of gifted students involving to both non-academic and academic 

activities after formal classes were explored. 

This study sought to produce results that would be quantifiable in nature and presented in a 

way that can be generalised to an extent, allowing for interesting outcomes to be formed.  

Thus, having the potential of being reproducible in similar environments, though with 

limited precision, but with hints for realities in comparable settings. Both the 

questionnaires in their conclusions also contained open questions, thus inviting the 

practitioners and gifted students to share personal perspectives without the constraints of 

proposed choices of answers provided. This, therefore, allowed a qualitative component to 

be added to the already quantitatively rich questionnaires. 

Developing a questionnaire based on the original aims of a study is a demanding task and 

many aspects of the procedure must be taken into account. Initially, a focus and a 

reflection on the purpose, aims and objectives of the study and, mostly, on the research 
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question to be answered; through this, data collection is addressed. The questions need to 

be in accordance with the basic content and aims of the inquiry, such as “What are the 

topics we are interested in and why?” and “Which questions will produce meaningful 

answers?” The selection of the right questions, an effective pre-coding logical order and 

the provision of clear instructions (where appropriate) seem to be vital for the quality of 

the data collected (Newell, 1993). In the case of this study, the aforementioned procedure 

was vital in shaping the study and allowed the research to be more focussed and more 

specific.  

As far as the types of questions are concerned, to partially use Mertens‟ (1998) 

terminology, the following types were employed within the questionnaires for both of the 

two populations:  

Closed demographic questions 

These seek to attain some of the personal characteristics of the respondents.  

Open questions 

These invite respondents to share examples of their views of the gifted student programme 

in the Saudi schools or even with respect to their personal talents and interests.  

Knowledge questions 

These enable the detection of the awareness regarding particular aspects of the topic 

(giftedness, talent) and an understanding of perspectives, attitudes, definitions, awareness 

and views. However, it was emphasised from the beginning that there was accountability 

with respect to the submitted answers and that the study is looking for personal answers 

and not testing any objective knowledge.  

Attitude questions 

These asked them to state their views on certain aspects of the programme, thus equating to 

the importance and gravity that they hold in relation to some concept within a context. 

First, I needed to collect information about the gifted students‟ programmes in the Ministry 

of Education in the Kingdom of Saudi Arabia from both students and workers.  I decided 

to collect this information using a combination of closed and a few open-ended questions.  

Reilly (2002) believes that:   

You can dig for information both ways— open or closed. Ideally, you 

should ask all open-ended questions. Realistically, you may need to ask 
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a few closed-ended questions to regain conversational control or to 

confirm what you heard from the lengthy response (p. 256). 

The questionnaires contained mostly closed questions, while the interview guides allowed 

both open and closed questions. Frascara (1994), Maxfield and Babbie (2004) suggest  

some advantages of closed questions - they are more easily analysed, more specific, 

relatively easy to code and can be obtained relatively quickly by the researcher.  

The students‟ questionnaire  

The questionnaire addressed to students consisted of sixty questions and seven sections as 

follows: 

Section 1.  Family background: this section focused on the students‟ family background 

information.  It consisted of eight questions. 

Section 2.  Academic achievement: this section requested information on how well the 

students understand themselves concerning their academic achievement at school.  It 

consisted of thirteen questions. 

 Section 3.  School influence: this section asked how much schools influence the students‟ 

academic achievement.  It consisted of eight questions. 

Section 4.  Learning strategies: this section looked at strategies they often apply to their 

learning at school.  It consisted of eleven questions. 

Section 5.  Social issues: this section asked gifted students about their social life.  It 

consisted of six questions. 

Section 6.  Activities: this section focused on the extent of their participation in academic 

or non-academic activities after their classes.  It consisted of two questions. 

Section 7.  Personal academic opinion: this section was concerned with the personal 

academic opinion of the gifted students.  It consisted of ten questions. 

The practitioners‟ questionnaire 

The second questionnaire was designed for the practitioners and consisted of twenty two 

questions and three sections as follows: 

Section 1 Identification: this section comprised eight questions.  It was constructed with 

the aim of obtaining information about the identification programmes for gifted students at 

the Ministry of Education in Saudi Arabia. 

Section 2 Provision: this section consisted of ten questions.  It was constructed with the 

aim of obtaining information about the academic and non-academic provision for gifted 

student programmes in Saudi Arabia‟s Schools. 
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Section 3 Training: this section included four questions.  It was constructed with the aim 

of obtaining information about all parts of training in the gifted field at schools. 

 

Full copies of the students and practitioners questionnaire can be found  in Appendix 2 and 

3.  

 

3.6.2 Interviews 

A great deal has been written about the advantages of using interview studies in 

educational research. These are outlined by Armstrong: 

The advantages of interviews…are that they provide opportunities for 

interviewers to ask probing questions about the candidate‘s experience…, 

[and] enable a face-to-face encounter to take place. (Armstrong, 2003 p. 

422-423).     

Interviews thus provide a means to acquire potentially rich and detailed information. The 

flexibility of interviews allows the researcher to ask additional questions where necessary 

to obtain a deeper understanding of the interviewee‟s opinion.  As Robson says: 

Interviewing as a research method typically involves you, as researcher, 

asking questions and, hopefully, receiving answers from the people you 

are interviewing. It is very widely used in social research and there are 

many different types (Robson, 2002, p. 240). 

Interviews can be focused, structured, semi-structured (open-ended or open). Semi-

structured interviews allow the researcher to discover the views of interviewees concerning 

facts or events. These views can help to confirm provisional findings or interpretations.  

The technique of open-ended interviews involves questions whose subject and sequence 

have not been completely identified before the interview. One of the benefits of employing 

this technique is that it permits flexibility in the subject and the sequence, according to 

each individual respondent. At the same time, it affords a certain sensitivity that can take 

into account the manner in which the researcher and the respondent are interacting 

(Holstein and Gubrium, 2004). As Gerrish and Lacey comment: 

The flexibility of the interview format and structure is one of its greatest 

advantages. The interview is malleable and can be adapted to fit the 

needs and purpose of different studies (Gerrish and Lacey, 2006, p.347). 
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However, there are some disadvantages. Interview research can be time-consuming and 

expensive, especially if the study involves data collection from a widely dispersed sample. 

Analysis of in-depth data also takes a lot of time (Robson, 2002). And Wiersma (1986) 

found that the presence of the interviewer can affect the responses in a negative or positive 

way. More specifically, Mooney et al claim that: 

The most serious disadvantages of interview research are cost and the 

lack of privacy and anonymity. Respondents may feel embarrassed or 

threatened when asked questions that relate to personal issues such as 

drug use, domestic violence and sexual behaviour. As a result, some 

respondents may choose not to participate in interview research on 

sensitive topics. Those who do participate may conceal or alter 

information or give socially desirable answers to the interviewer‘s 

questions (e.g. ―No, I do not use drugs‖) (Mooney et al, 2005, p. 20). 

Among these disadvantages, for example, there is the possibility that the researcher may 

influence the respondents, consciously or unconsciously, through facial expression, 

intonation, by pausing at certain points, by asking leading questions or through assorted 

subtle cues (Oppenheim, 2000). 

3.7 The research 

The development of the questionnaire and interview schedule began at Brunel University 

because, at the time, the researcher was in London.  The first drafts were in English, as this 

was to be the language in which they were to be reported within this thesis.  The researcher 

also translated the instruments from English to Arabic because the Arabic versions enabled 

the researcher to discuss them with colleagues in Riyadh and Al-Qasim.  These preliminary 

discussions resulted in a number of alterations in both the wording and the sequencing of 

items or questions. Subsequently, the researcher translated the questionnaire into Arabic.  

The Arabic versions, along with their English versions, were submitted to two professors 

in the College of Social Science in Imam University in Riyadh, and three Arabic 

postgraduate students, to ensure that they were valid and correct translations.  After that, 

the researcher submitted the English versions to the supervisor at Brunel University for 

comment and review. The supervisor also discussed them with other members of staff in 

the Faculty of Education. Some minor revisions were made based on recommendations 

from the latter. Examples of the revisions included new questions, shortening some 

sentences and changing some structural features of the instrument. The revised instruments 

were then translated back into Arabic by the researcher. Before leaving London for Saudi 
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Arabia to conduct the pilot and main studies, the researcher wanted to ensure accurate 

communication of ideas and meaning. Therefore, copies of the Arabic versions were 

handed to seven Arabic postgraduate students from the Saudi Students Club to verify that 

the last Arabic version accurately conveyed what appeared in the English versions.  After 

further minor alterations, the penultimate Arabic versions were printed.  When in Saudi 

Arabia again, the researcher submitted the penultimate Arabic versions, along with English 

ones, to three professors in the faculties of the Education Department, the Social Work 

Department and the Psychology Department, at Imam University and King Saud 

University in Riyadh, to review the questionnaire and interview schedules. Their 

suggestions were also very helpful, especially in the use of proper structures and wording.   

Some of the more substantive improvements included: 

 Changing the wording of some items to make their meaning clearer. 

 Changing the sequence of some items and questions. 

 Adding more items, questions and some suggested answers. 

 Dividing some items and questions into two separate parts.  

 Rewriting the form to facilitate the entering of data with the SPSS 13.0.1 

Program. 

After the necessary changes were made, the three instruments were sent back to the three 

consultants to examine the new version. They reviewed each instrument item-by-item, 

question-by-question, and they suggested some necessary alterations to make them more 

appropriate to the Saudi context. The last step was to pilot it with twenty students from 

different age groups and twelve workers, then to eliminate the questions which were found 

to be unsuitable or unclear. After the necessary amendments had been made, the final 

Arabic versions were considered valid and were printed for use in the full study.   

The questionnaire and interview schedule were then approved officially and permission 

from the Ministry of Education in Saudi Arabia was obtained to interview students and 

employees as part of the research. To that end, the researcher visited all the selected 

schools and held discussions with the Head teachers to finalise appropriate dates and times 

for the fieldwork. The researcher was present when the male students were filling in their 

questionnaires, to provide help with any questions or queries. Female students filled in 

their forms in the presence of a social worker who communicated with the researcher via a 

mobile phone. This took considerable time because there are two types of schools in Saudi 
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Arabia, one for boys and the other for girls, and no one can enter them if they are of the 

opposite sex (not even teachers).  

Most respondents were co-operative and appeared sincere.  The interviews took place in a 

relaxed atmosphere, and the informants talked freely without appearing nervous.  I also 

tried not to allow my own biases or opinions to affect my behaviour, in accordance with 

guidance in the methodological literature:  

Engaging young people in interviews has been relatively problem-free. 

Although some interview respondents have been naturally shy and 

reticent, the majority have been very willing to talk about their 

experiences – possibly because they have had few opportunities to do so 

in the past and value the opportunity to share their knowledge and 

experiences with someone who believes them and is non-judgemental 

(Kemshall and Littlechild, 2000, p.133). 

Finally, I tried to listen carefully, to talk only when necessary by encouraging the 

respondents to speak freely. 

3.8 Field of study 

In order to meet the objectives of this study, I chose schools from the Al-Qasim district and 

- in particular - the city of Buraidah (the capital of the district) together with surrounding 

areas. These sites were selected because the Ministry of Education had full programmes for 

gifted students in this region in a relatively small number of schools and cities.  Thirteen 

schools for males and ten schools for females were identified by the Ministry of Education 

as the only schools that had enough gifted students to sustain the envisaged research.  

3.9 Research population 

Varma and Mallick (1999) suggest that if the findings of a study are to be considered 

usable, the researcher needs to be clear about the population to be surveyed and the nature 

of the units making up that population. Moreover, the intended or target population should 

be carefully defined. As the objective of this study was to draw conclusions about the 

gifted students‟ programmes in the Ministry of Education in Saudi Arabia from the 

perceptions of the workers, teachers and gifted students in the Al-Qasim district, non-

random sampling was employed (because the number of gifted identified was limited, I 

could not choose a non-random sample).  The population was made up of the following 

groups: 
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 Gifted students studying in schools under the authority of the Ministry of 

Education (Buraidah Region). 

 A member of the personnel responsible for gifted students in the Ministry of 

Education in Riyadh.  

 A member of Riyadh's King Abdul Aziz Institute for the Gifted.   

 All those working in the gifted students‟ care centre which is part of the 

Administration of Education in the area of Al-Qasim District. 

 Employees from schools that host gifted students: head teachers, specialists, 

social workers and teachers of gifted students.  

 Teachers that specialise in working with gifted students and who are termed as 

"Gifted Students‟ Teachers". 

The research population consisted of 238 people, these numbers being available for 

research in the data collection period.  

3.10 The Interview Guide  

The second method used in this research was the interview. Items in the interview schedule 

were selected in order to allow respondents to talk freely. Three sets of interviews were 

conducted; 15 interviews with gifted programme workers, a group interview with 5 

interviewees, and 5 individual interviews with senior workers on gifted students 

programmes. Detailed information about these interviews is provided shortly.  

3.10.1 Selecting interviewees  

3.10.1.1 Group Interview 

In the morning in the Office of the Director of the Centre, from the group who were 

working in the Al-Qasim Gifted Students Care Centre at the time I selected 5 random 

individuals for the group interview, which was carried out in the form of a discussion. The 

discussion was about the Centre and the programmes offered and the views of all about the 

programmes of the Ministry of Education for gifted students. At the start of this session, I, 

as the researcher outlined the aims and objectives of the task and they were all reassured 

that the information provided will be used for research purposes and thus be held in the 

strictest form of confidentiality. All the subjects were allowed as much time within reason 

to express their respective views and thoughts, which was then succeeded by an open time 

for the other members to agree or disagree. As the chair, I remained completely unbiased 

and neutral and did not show my views or inclinations – so to further encourage the 

participants in expressing themselves freely. I did this by not reacting to their views with 
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any motions or expressions and did not interrupt. From this session, I was able to 

amalgamate their respective and, more importantly, collective views of the programme.  

These results were transcribed and subsequently analysed.  

There are some advantages of group interviews. The main advantage is that it is possible to 

obtain information from diverse informants relatively quickly. The second advantage is 

that group interviews provide some excellent controls and dependability checks on the 

information that participants tend to give for the views of others (Bryman, 2008). In 

addition, it allows the individuals involved to interact with each other in enunciation, 

rationalising, challenging and developing views – a potentially rich supplement to a 

succession of isolated personal opinions (Lehoux et al 2006). 

It was interesting to note that when comparing the results from the Group Interview, there 

was not any information that was left unpreserved in the individual interviews carried out 

in the form of questionnaires.  This was also the case vice-versa.  It therefore allowed the 

results to be reinforced and confirmed and thus ensuring reliability.  However, the group 

interviews allowed, in some aspects, a greater depth in obtaining information, since it was 

not explicitly asked within the questionnaire.  Incorporating such a method in the study 

allowed for this extra dimension. 

3.10.1.2 Individual interviews 

The questionnaire sample was an „opportunity‟ sample, with a 100% return of responses 

made possible through my position, because I was there with the students and the social 

workers or other teachers when they answered it. I conducted interviews with 15 gifted 

programme workers, aiming to obtain their views about their experience of working with 

these programmes and opinions on their role and what they felt were the main influences. 

These interviewees were available when I went to obtain the information. Before starting 

the fieldwork, the purpose and nature of the research were outlined to the participants and I 

asked for their co-operation by explaining the importance of the study. I assured them that 

I would maintain confidentiality and do my best not to disturb normal school work. Every 

effort was made to cause minimum disruption within the overall research requirements. As 

Schensul and LeCompte note:  

Rapport ultimately rests on the connections through which ethnographers 

have been introduced to the community setting, how comfortable researchers 
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are with the people in the field, how well they maintain confidentiality 

(Schensul and LeCompte, 1999, p. 75).  

Finally, I made notes during each phase of the research, and immediately afterwards, to 

avoid forgetting any important information. A research diary was also kept to record my 

ideas, worries, feelings, problems met, appointments and any addresses as the study was 

conducted.  

Further individual interviews were conducted with five senior workers who at the time 

were working on gifted student programmes:  

 The Supervisor responsible for enrichment programmes for gifted students in the 

Ministry of Education in Riyadh. 

 Director of the Office of the President of King Abdulaziz and His Companions 

Foundation for the gifted.  

 Director of the Al-Qasim Gifted Students Care Centre. 

 Director of the Prince Sultan bin Abdulaziz Complex Education for gifted students.  

 Director of the Gifted Students Care Centre for girls. 

These interviews were based on informants completion of a questionnaire in the presence 

of the researcher – a means of ensuring that all relevant questions were addressed, while 

also facilitating discussion and clarification. The instrument encompassed three main 

sections and 22 questions (completion took an average of 30 minutes). Subjects were 

encouraged to ask the researcher if they queried the clarity of any of the questions or 

mentioned points. A sample of a completed questionnaire can be viewed in Appendix 

Number 2, 3 and 4. 

The advantage of the individual interview is that it can offer greater depth and it facilitates 

sustained probing in relation to important questions. It allows the researcher to obtain more 

detailed data and facilitates greater rapport between the researcher and informant – with an 

increased insight in the individuals‟ emotions and freedom to expand and explain matters 

without any restrictions in providing closed answers. 

3.11 Documentary data 

Documentary data is a potentially important element or indeed foundation of qualitative 

research (Noaks et al, 2004). In this regard I observed many lessons and obtained materials 
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such as activity plans, CD program materials, some books and documents related to gifted 

student programmes in Saudi Arabia (e.g. Enrichment Programme for Gifted Students and 

Problem Solving Steps Programme). 

Documentary data can be particularly useful in contextualising or corroborating findings 

accrued from other research methods: 

The advantage of using different kinds of sources lies in the fact that both 

the aim and character of the texts vary depending on their type. This allows 

cross-referencing of views collected and assists in eliminating errors and in 

collating information from different documents. Consequently, such 

methodology reduces the subjectivity inherent in this kind of documentation 

(Rodrigo, 2001, p. 148).  

I also visited the Ministry of Education in Riyadh, The General Administration for Gifted 

Students, The Gifted Students Care Centres and King Abdul Aziz Institute for the Gifted.  

In addition, I visited the King Fahad National Library in Riyadh and obtained a number of 

relevant articles, documents and reports on gifted student programmes in Saudi Arabia. 

3.12 Observation  

Observation is a familiar technique in the study of education (Merrell, 2003). Actions in 

the fieldwork setting are typically noted, interpreted and perhaps coded by the observer, 

recorded and coded into important units (Dane, 1990). More specifically, observational 

data: 

are used for the purpose of description—of settings, activities, people and 

the meanings of what is observed from the perspective of the participants.  

Observation can lead to deeper understandings than interviews alone, 

because it provides knowledge of the context in which events occur, and 

may enable the researcher to see things that participants themselves are not 

aware of, or that they are unwilling to discuss (Hoepfl, 1997). 

There are two types of observations in the realm of research: direct and unobtrusive. Direct 

is where the researcher is made apparent to the subject whilst assessing – which can 

however often lead to the subject reacting differently i.e. out of the norm. This may not 

necessarily be a bad connotation, as it will reveal and highlight to the individual the desired 

result. The main advantage of this is flexibility, whereby the approach can be changed as 

needed. Also it measures behaviour directly – and not reports of behaviour or intentions. 



 110 

The main disadvantage, however, is that it is limited to behavioural variables and cannot be 

used to study cognitive or affective variables. Unobtrusive is where the researcher involved 

is not apparent to the individuals and hence are unaware that they are being observed. 

Here, there is not the concern that the observer may change the subject's behaviour, 

however, issues of validity need to be considered. Numerous observations of a 

representative sample need to take place in order to standardise the findings. Interpreting 

observations is also important to consider and there are three types of observational 

variables: Descriptive, Inferential and Evaluative. The first requires no inference making 

on the part of the researcher and what is seen is effectively noted. The second requires the 

researcher to make inferences about what is observed and the underlying emotion. The 

third requires the researcher to cast an inference and a judgment from the behaviour 

Brown, 2009). 

Accordingly I made some notes during my observations and reviewed these both before 

and during analysis of the other data (but the observational process was a supportive and 

secondary measure). These observations were recorded during the study by a researcher on 

schools, which involved completion of a questionnaire and interviews with both a student 

and practitioner who worked with gifted students. This aspect of the study lasted about a 

month. The researcher used some significant observations in order to support the results of 

questionnaires and interviews, and further when it is interpreted and analyzed. For 

example, the behaviour of students has been observed through gifted programs. The 

aspects that were noted were: the methods and ways of teaching the gifted, the services 

provided in the schools and the general atmosphere in the schools. 

3.13 Pilot phase 

Gilmore tells researchers to: 

be sure to allow enough time to conduct a pilot test.  The time invested in 

this important preliminary activity should result in an effective format 

and increased response rate (2005, p 55). 

Accordingly, a pilot study was conducted before the main phase of the research. The 

rationale for this approach is encapsulated by Tashakkori & Teddlie (1998) a pilot survey 

is an essential part of any Social Survey to test the survey so that corrections can be made 

before the real investigation starts.  
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All professional social scientists doing surveys conduct pilots and no matter how careful, 

eminent or experienced the researcher is corrections are always made.  It is only then that 

finalised questions can be made and it is usually worthwhile to include coding boxes for 

computer analysis in the final questionnaire (Cockburn, 2003, Internet reference)   

After checking the validity of the questionnaire and its translation into Arabic, the 

questionnaire was piloted. The pilot questionnaire was distributed randomly by the 

researcher to three Head teachers, two social workers, four teachers, three other 

practitioners and twenty gifted students from different ages. 

3.14 Data analysis 

The data obtained in the fieldwork for the present study were of two basic types:  

 Quantitative data obtained from the questionnaire completed by workers, 

teachers and gifted students 

 Qualitative data obtained from the interviews with teachers and workers in 

the programme for gifted students.  

The analysis was carried out by using one of the most popular statistical analysis software 

packages - Statistical Package for Social Sciences (SPSS 13.0.1 for Windows). The 

purposive nature of the sampling did not preclude detailed statistical experimentation but 

pointed to a broadly descriptive approach to the reporting of findings – patterns and 

relationships within the data would be particular to a specific time, place and context rather 

than representative of wider populations.  The following statistical methods were also used 

in the analysis of data for accuracy and speed of production: 

 Simple proportional diagrams. 

 Percentages whereby variables are described. 

 Charts and diagrams. 

All tape-recorded interview data were transcribed and, together with the notes taken by the 

researcher from the unrecorded interviews, were subjected to analysis.  This involved 

initial coding of data against themes identified for the interview guide prior to the research 

(a preliminary framework analysis). These provisional codes were then refined further as 

the data were interrogated on an iterative basis until the researcher was satisfied that a 

viable coding frame had been developed. 
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3.15 Insights from the literature and the thematic content of research instruments 

The preceding chapter, in surveying the literatures concerned with the idea of giftedness, 

identified considerable diversity in approaches to the definition of giftedness, suggested 

ways of identifying gifted students and thoughts on the most appropriate forms of 

educational provision for this group. Such diversity - it was concluded - attests not just to 

different academic emphases but also to the importance of culture and attendant 

institutional practices in mediating and shaping definitions of and responses to giftedness. 

The themes to be explored through research instruments (such as the questionnaire 

distributed to students) thus had to reflect two emphases. On the one hand there was a 

necessary focus upon issues highlighted by the review of literature (such as identification 

policies and enrichment activities in relation to gifted students). On the other hand, the 

exploratory nature of the research and the fact that it was concerned with one country (a 

non-comparative approach) pointed to the need to begin to explore the lived experiences 

and cultural lenses through which ideas of giftedness and educational responses were being 

shaped in Saudi Arabia. In other words, the thematic content of the research instruments 

had to reflect the fact that this was a study of programmes for gifted students but within a 

specific time and cultural milieu. 

 

This twin emphasis was reflected in the questionnaire that would be completed by 186 

gifted students. The instrument began with a series of items vitiated by a view in sections 

of the literature that gifted students from disadvantaged backgrounds tend to be under-

represented in specialist programmes (findings are reported in chapter four). Related 

questions thus focused on the socio-economic characteristics and educational background 

of the gifted students parents‟ and perceived family expectations and levels of support 

(Appendix 2 - items 1 to 8). Later items, again reflecting themes within the literature, 

addressed the issues of enjoyment and task-commitment associated with some 

understandings of giftedness and creativity. The gifted students were invited to respond to 

statements such as “I like to be perfect with my studies”, “I work hard to improve myself” 

and “I enjoy difficult tasks which encourage me to work hard” (items 10 to 21). But these 

data were augmented by contextual questions on friendships and social activities (items 43 

to 48). In a similar vein, student views on the extent of enrichment and extension activities 

at their schools (a major theme within the reviewed literature) were associated with lived 

perceptions of the power wielded by teachers and views on the ability of these teachers to 

make learning interesting (items 22 to 30). Such items, I suggest, helped to provide an 

insight into a socio-cultural context in which to view more descriptive findings such as 
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those on whether the students considered themselves gifted and how they might have been 

so characterized (items 51-54) plus self-reported academic results (item 9 and items 55 to 

59). In other words, I was concerned to move beyond measuring the self-reported 

academic manifestations of giftedness in order to begin to understand what it means to be 

gifted and to be so regarded in the specific cultural context under examination. 

 

Similarly, reflecting this twin-track approach, some of the key topics of debate identified in 

the literature review were addressed by items in the questionnaire completed by 52 

practitioners concerned with the education of gifted students, such as teachers, head 

teachers and social workers (the findings are discussed in chapter five and the research 

instrument is added as Appendix 3). The section within the literature review on “methods 

of identification of gifted students and related theories” was reflected in questionnaire 

items regarding specific practices and policies for such identification and associated 

procedures for liaison and record-keeping in the Saudi schools under consideration 

(Appendix 3 - items 2 to 8). Other questions concentrated on some of the issues raised in 

the section of the literature review concerned with “provision for gifted students”. These 

included items on the prevalence of academic extension and enrichment activities (items 9 

to 13). Each practitioner was, for example, asked whether their school (where applicable) 

provided academic extension activities after normal school hours (item 10) and about 

specific initiatives such as summer schools for the gifted (item 12). Related topics included 

the existence or otherwise of a named coordinator of provision for gifted students, whether 

gifted students had access to a social worker and the training of staff in connection with the 

education of gifted students (items 15, 16, 19 and 20).  

 

But in order to reflect a more evaluative, “lived” perspective, interviews with individuals 

involved at a programme level with provision for gifted students and a group interview 

with five such participants were also conducted. All these participants were drawn from the 

wider sample of 52 practitioners but they tended to include more senior individuals (such 

as the Supervisor responsible for enrichment programmes within the Ministry of Education 

and the Director of the Al-Qasim Gifted Students Care Centre).  They were able to address 

some of the matters pointed to in the literature, such as Ministry of Education‟s definition 

of giftedness and its approach to the identification of gifted students (Appendix 4 - items 

13, 14 and 16). But as discussion of the findings in chapter six illustrates, these qualitative 

data also facilitated a more nuanced understanding of perceived difficulties and 

shortcomings with regard to the implementation of policies. The discussions would reveal, 

for example, significant regional differences in the time and energy devoted to identifying 
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gifted students, uneven provision of information to head teachers about the identification 

of such students and the absence of a central register of the students. Other reported 

problems would include a lack of specialized staff, limited training opportunities for 

personnel and some problems of co-ordination between schools for gifted students and 

specialist centres. Again, the fluidity of the interview schedule helped to begin to give an 

understanding of the culturally situated definitions, policies and practices relating to 

giftedness and gifted students within Saudi Arabia.      

3.16 Ethical considerations  

One of the first and most important issues that had to be dealt before starting my study was 

to resolve any potential ethical considerations. Alldred and Gillies (2002) write that ethical 

considerations are more substantial when a study focuses on the lives of people.  

Emmanouilidou (2007) suggests that, on one hand, some ethical issues are very clear and 

reasonable, (such as to employ good manners), but on the other hand there are a  number of 

issues that are less obvious and need to be clarified before embarking on any project.  

Basic principles rather than an exhaustive list of detailed proscriptions and prescriptions 

are thus important. In that respect, the University of Brunel official policy suggests that 

ethical reflection is necessary whenever the conduct of research may impinge on the rights 

and interests of others. 

This code is intended to provide a set of generic ethical requirements to 

be observed when designing, conducting, recording and reporting 

research that involves human participants. Compliance with this good 

practice will provide assurance that the dignity, rights, safety and well-

being of research participants are of primary importance in any research 

study, that they are protected and that the results of the research are 

credible. [Research  involving  human  participants  may  include  healthy 

volunteers,  patients  or  clients  and  may  include  research  on  

identifiable  human  material or identifiable data relating to individuals]. 

(Brunel University code of ethical requirements for research involving 

human participants, 2009).  

Before commencing the data collection from the participants, as stated by Gray (2004), all 

were made to be aware of the following: the aims of the research, who is undertaking it, 

who is asked to participate and why, the information that is sought, time required, 

voluntary or obligatory participation, access to the data and anonymity. This information 

was available in the covering letter addressed to the Ministry of Education of Saudi Arabia, 
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as well as in the introduction to the questionnaire and prior to the interview. During this 

task, for example, the researcher conducted himself as a neutral candidate conducting a fair 

and responsible research in order to attain improvements and further developments in the 

Gifted Programme of the Kingdom‟s administration of the Ministry of Education. All the 

participants were made aware of this and the fact that all the feedback and responses 

obtained will be treated with the utmost confidentiality. 

However, some limitations may arise from aspects of research; for example, as outlined by 

Kelly and Ali (2003), qualitative research in particular raises many ethical considerations.  

As the approach has become more popular during the last decade, there have been 

increasing concerns on how ethical concepts ensure the quality of research findings.  

Primarily, as acknowledged by Bogdan and Knopp-Biklen (1982), it is important to 

remember the fact that the study participants are not materials but rather individuals who 

react to the research situation. It has to be made clear that qualitative research does not 

study people in order to cast judgments on them. But, rather, the aim of the researcher is to 

develop empathy with people under the study and to make genuine efforts to understand 

their various opinions. 

In addition, it is the right of participants to be aware of the general objectives of the 

research as well as the possible dangers and obligations that are involved (Radnor 2001, 

pp.39). Their participation must be voluntary and the researcher should be in place to 

guarantee their anonymity – in addition to making the subjects aware that they are free to 

drop out at any stage without offering any explanation of any sort. These ethical 

considerations were kept in mind throughout the whole of the present research project, 

allowing for an upright, honest and transparent methodology, purporting to be the 

backbone of the outlined research. 

3.17 Summary  

This chapter recounted the research design and methods employed in the investigation.  

The chapter outlined the rationale for the fieldwork design and considered the issues of 

sampling, instrument development and analysis. The findings are presented in the next 

three chapters. The first of these chapters centres on results from the questionnaire research 

oriented towards gifted students; the second encompasses the views of those who work 

with these students or develop attendant policies. Attention then switches to findings 

derived from the interviews.  
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CHAPTER 4 

THE RESULTS OF THE STUDY 

Regarding Gifted Students Questionnaire 

4.1 Introduction 

This part of the thesis reports results from the questionnaire survey administered to 186 

gifted students (170 males and 16 females) aged between 12 and 17 years in the period 

between April 2006 and June 2006. The first section of this chapter describes some aspects 

of the family background of gifted students involved in the study. The second part of the 

chapter concentrates upon apposite elements of self-reflection and self-evaluation on the 

part of gifted students. In the third section, discussion turns to the perceived influence of 

schools upon academic achievement by these students while the fourth part of the chapter 

explores views on the strategies employed by schools in this respect. The chapter then 

concentrates upon opposite factors beyond formal lessons. The fifth and sixth parts of the 

discussion thus consider the social life of gifted students and the non-academic and 

academic activities after formal classes. The chapter concludes with data on self-reflection 

by gifted students in the survey with regard to the idea of „giftedness‟, its identification and 

achievement in different academic subjects.  

It is pointed out that in this chapter and the two subsequent chapters (5 and 6) the results 

are presented. Analysis, commentary and discussions of the findings are presented in detail 

in Chapter Seven.  

4.2 Section One: Family Background  

This section introduces the family background of the participating gifted students as 

ascertained through the questionnaire survey.  
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4.2.1 Parents‟ highest academic qualification 

 

 Father Mother 

Education Type Frequency Percentage Frequency Percentage 

1 No schooling 4 2.2 14 7.5 

2 Junior school 

diploma 7 3.8 30 16.1 

3 Middle & High 

school diploma 45 24.2 53 28.5 

4 College diploma 8 4.3 9 4.8 

5 University degree 85 45.7 76 40.9 

6 Masters 22 11.8 3 1.6 

7 PhD 15 8.1 1 0.5 

Total 186 100 186 100 

Table 4.1: Parents highest academic qualification (Q1) 

As table 4.1 indicates, most gifted students‟ parents have higher education (HE) 

qualifications. The percentage of fathers with HE qualifications is higher than that of 

mothers - 45.7% of the fathers and 40.9% of the mothers have university degrees. 

Similarly the percentage of fathers with a postgraduate degree was higher than for mothers. 

Indeed, the percentage of mothers with no formal education was much higher than that for 

fathers - 16.1% of mothers had a junior school diploma but 7.5% of this group had 

received no formal education. This gender imbalance was only oriented in favour of 

women at the intermediate level - 24.2% of the fathers and 28.5% of the mothers obtained 

middle and high school diplomas. These gender differences are perhaps due in part to 

Saudi social mores - mothers are often thought of being not in great need of higher levels 

of education or of incomes required to support a family. Indeed, according to Islamic social 

law, a father has primary financial responsibility for his family even if his wife is wealthier 

than him. 
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4.2.2 Parental occupation 

Occupation Type 

Father Mother 

Frequency Percentage Frequency Percentage 

1 Self employed 24 12.9 3 1.6 

2 Business person 9 4.8 0 0.0 

3  Teacher 50 26.9 60 32.3 

4 Civil servant 63 33.9 12 6.5 

5 Engineer  7 3.8 0 0.0 

6 University lecturer  12 6.5 2 1.1 

7 Doctor 0 0.0 1 0.5 

8 No job (at home) 2 1.1 99 53.2 

9  Others 19 10.2 9 4.8 

Total 186 100 186 100 

 Table 4.2: Mother and fathers‘ occupation. (Q2) 

Table 4.2 shows that the largest proportion of the parents of gifted children worked for the 

government in teaching or other government jobs. Over a third of fathers were civil 

servants and nearly 27% were teachers. Similarly a third of mothers were teachers and 

6.5% of them were in other government jobs. It is also perhaps worth noting that such jobs 

tend to be relatively attractive in Saudi Arabia due to relatively high salaries, fewer 

working hours compared to other occupations and longer leave than in other public sector 

jobs. However, mothers of gifted students in the survey often stayed at home (rather than 

engage in paid employment) - 53.2% of mothers were at home but just 1.1% of fathers fell 

into this category. This could well reflect Arabic culture and Islamic ideas as well as 

personal preferences. Accordingly, the results indicate that no females were engineers - 

Arabic culture does not associate heavy „physical‟ jobs with females.   
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4.2.3 Family size 

Number of people Frequency Percentage 

1  Four (4) 4 2.2 

2  Five (5) 5 2.7 

3  Six (6) 27 14.5 

4  Seven (7) 38 20.4 

5  Eight (8) 48 25.8 

6  Nine (9) 27 14.5 

7  More 37 19.9 

Total 186 100 

Table 4.3: Number of people living in the home. (Q3) 

Table 4.3 shows that most families described in the survey have a relatively large number 

of children. Over a quarter had eight people living in the household, a fifth had seven and 

nearly 20% had over nine. There does not, however, to be a prima facie case for 

associating household size with giftedness among children. The average household in 

Saudi Arabia has seven individuals and it is not unusual for women to have over five live 

births (Raphaeli, 2003). 

4.2.4 Number of brothers and sisters  

Number of 

siblings 

Brothers Sisters 

Frequency Percentage Frequency Percentage 

1 One 37 19.9 43 23.1 

2 Two 50 26.9 50 26.9 

3 Three 48 25.8 42 22.6 

4 Four 22 11.8 19 10.2 

5 Five  11 5.9 7 3.8 

6 More 7 3.8 11 5.9 

7 None 11 5.9 14 7.5 

Total 186 100 186 100 

Table 4.4: Number of brothers and sisters. (Q4A & Q4B) 

From this table, we can see that more than half of the gifted students had two brothers and 

two sisters; 9.7% of them had six siblings. Just 13% of students had no siblings. As with 

household size, there is no immediate case for linking the number of siblings to giftedness 

in children. 
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4.2.5 The birth order 

The birth order Frequency Percentage 

1 First 51 27.4 

2 Second 43 23.1 

3 Third 38 20.4 

5 Fourth 19 10.2 

6 Fifth 12 6.5 

7 Sixth 12 6.5 

8 More 11 5.9 

Total 186 100 

Table 4.5: The birth order among other brothers and sisters. (Q5) 

Perhaps more interestingly, given the relatively large size of most families, over half of the 

gifted students in the sample were first or second born children in their families.  

4.2.6 Help from parents 

Helping students Frequency Percentage 

1 Father 8 4.3 

2 Mother 29 15.6 

3 Both 70 37.6 

4 Others 12 6.5 

5 Nobody 67 36 

Total 186 100 

Table 4.6:  Helping students with studies at home. (Q6) 

Table 4.6 indicates that most gifted students receive help from their parents with study at 

home. For example, 64% of the students received this help and just 36% of them depended 

on themselves. Furthermore, the results show that mothers support their children‟s study 

more often than fathers – nearly 16% of students received support from mothers alone but 

only about 4% had such assistance from fathers alone. This could be because mothers stay 

at home more than the fathers. In a third regard it can be seen that 37.6% of parents work 

together to help their children with study at home.  
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4.2.7 Family expectations 

Family expectations Frequency Percentage 

1  Support the family financially 5 2.7 

2  Find a good job 50 26.9 

3  Obtain master degree or above 114 61.3 

4  Others 17 9.1 

 Total 186 100 

Table 4.7:  Family‘s expectations of students. (Q7) 

As table 4.7 indicates, the majority of gifted students believe that their family expect them 

to obtain a good quality degree. Over 61% of students believed that the family‟s 

expectation of them centred on obtaining a masters degree or above while 26.9% of 

participants thought these expectations included finding a good job. On the other hand, a 

minority of them believed the family‟s expectations were for them to support the family 

financially. Most families of gifted students thus appear to have high expectations of their 

children. The size of the sample and number of potential variables does however preclude 

statistical confirmation of this intuitive relationship between expectations and academic 

performance.  

4.2.8 Kind of parental support 

Kind of support Frequency Percentage 

1 Material 7 3.8 

2 Spiritual 18 9.7 

3 Both (Material & Spiritual) 159 85.5 

4 None 2 1.1 

Total 186 100 

Table 4.8: Kind of parental support. (Q8) 

Table 4.8 indicates that most gifted students receive both material and spiritual support 

from their parents. 85.5% of them said they received both. However, there were just 1.1% 

of them that did not get any support from their families. The issue of spiritual support is 

notable, of course, in that it raises an issue if definition and renders comparison with 

familial support in less (or even differently) „religious‟ cultures more difficult.  
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4.3 Section Two: Academic Achievement 

This section looks at how well students understand themselves in relation to their academic 

endeavours and achievement at school.  

4.3.1 Most recent academic results 

  Students‟ results Frequency Percentage 

1 80% to under 85% 0 00 

2 85% to under 90% 1 0.5 

3 90% to under 95% 25 13.4 

4 95% to under 100% 132 71 

5 100% 28 15.1 

Total 186 100 

Table 4.9: Most recent academic results. (Q9) 

We can see from the table that most gifted students had, not surprisingly, scored highly in 

recent assessments. Over 70% had obtained a score of more than 95% for their most recent 

assessment and 15.1% of them received 100%.  

4.3.2 Academic ambitions 

The average results Frequency Percentage 

1 Strongly disagree 37 19.9 

2 Disagree 16 8.6 

3 Slightly disagree 22 11.8 

4 Between  23 12.4 

5 Slightly agree 15 8.1 

6 Agree 16 8.6 

7 Strongly agree 57 30.6 

Total 186 100 

Table 4.10: Reported desire to pass exams and obtain a degree (Q10) 

In this table, we can see that most gifted students aim to pass exams and obtain degrees. 

Nearly 31% of them strongly agreed with these aims and 16.7% also „agreed‟. On the other 

hand, the table shows that nearly 20% of students strongly disagreed with these aims while 

20.4% just „disagreed‟. A further 12% of students, however, did not agree or disagree in 

this regard.  
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4.3.3 Confidence in Academic Abilities 

 Frequency Percentage 

1 Strongly disagree 1 0.5 

2 Disagree 1 0.5 

3 Slightly disagree 10 5.4 

4 Between  13 7 

5 Slightly agree 63 33.9 

6 Strongly agree 98 52.7 

Total 186 100 

Table 4.11: Reported confidence in academic abilities (Q11) 

Table 4.11 shows that most gifted students are confident about their academic abilities. 

Nearly 87% of them were confident and just 6.4% did not feel confident about their 

academic abilities. A further 7% were not sure about their abilities. 

4.3.4 Students working hard 

 Frequency Percentage 

1 Strongly disagree 1 0.5 

2 Disagree 3 1.6 

3 Slightly disagree 14 7.5 

4 Between  18 9.7 

5 Slightly agree 42 22.6 

6 Strongly agree 108 58.1 

Total 186 100 

Table 4.12: I work hard in order to improve myself. (Q12) 

Table 4.12 suggests that most gifted students reported that they “work hard” in order to 

improve themselves. Nearly 81% of the students reported working hard and just 9.6% of 

disagreed with such a description. About 10% of the respondents were neutral in this 

respect. 
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4.3.5 Working hard to please their parents 

 Frequency Percentage 

1 Strongly disagree 2 1.1 

2 Disagree 1 0.5 

3 Slightly disagree 4 2.2 

4 Between  5 2.7 

5 Slightly agree 9 4.8 

6 Agree 23 12.4 

7 Strongly agree 142 76.3 

Total 186 100 

Table 4.13: I have to work hard to please my parents. (Q13) 

But for whom were many of the students „working hard‟? Table 4.13 shows that most 

gifted students work hard to please their parents. Over 93% agreed with a sentiment to this 

effect and just 3.8% disagreed. The degree to which these figures chime with students‟ 

views on whether relationships with parents were positive or negative was not, however, 

explored. 

4.3.6 The importance of education for career ambitions 

 Frequency Percentage 

1 Strongly disagree 2 1.1 

2 Disagree 1 0.5 

3 Slightly disagree 1 0.5 

4 Between  8 4.3 

5 Slightly agree 12 6.5 

6 Agree 31 16.7 

7 Strongly agree 131 70.4 

Total 186 100 

Table 4.14: Education is important for my future career development. (Q14) 

We can see that most gifted students believed that education is important for their future 

career ambitions. Nearly 94% of the students agreed with this statement and just 2.1% 

disagreed.  
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4.3.7 School Life   

 Frequency Percentage 

1 Strongly disagree 9 4.8 

2 Disagree 7 3.8 

3 Slightly disagree 21 11.3 

4 Between  42 22.6 

5 Slightly agree 34 18.3 

6 Agree 34 18.3 

7 Strongly agree 39 21.0 

Total 186 100 

Table 4.15: School life is interesting. (Q15) 

 

This table shows us that 57.6% of gifted students thought school life was interesting. On 

the other hand, 19.9% of them disagreed. A further 11% of the students neither agreed nor 

disagreed. These last two figures might, in speculative terms, be attributable to teaching 

methods, too many subjects, insufficient school activities or simply the personal 

dispositions of students. Accordingly, the research inquired about the attitude of students 

towards what were perceived as „difficult‟ academic challenges and their orientation to the 

character trait of „perfectionism‟. 

 

4.3.8 Difficult Tasks 

 Frequency Percentage 

1 Strongly disagree 23 12.4 

2 Disagree 20 10.8 

3 Slightly disagree 20 10.8 

4 Between  34 18.3 

5 Slightly agree 22 11.8 

6 Agree 33 17.7 

7 Strongly agree 34 18.3 

Total 186 100 

Table 4.16: I enjoy difficult tasks which encourage me to work hard. (Q16) 

 

Table 4.16 shows us that 47.8% of gifted student enjoyed „difficult‟ tasks that encouraged 

them to „work hard‟ and that 34% of them did not enjoy such tasks. About 18% of the 

students neither agreed nor disagreed in this regard. These figures suggest a weak, far from 

definitive, relationship between the perceived difficulty of educational tasks and the degree 
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to which school is perceived as interesting by gifted students. But what role did a 

perfectionist orientation play with regard to how studies were perceived?    

4.3.9 Perfectionism  

 Frequency Percentage 

2 Disagree 2 1.1 

4 Between  9 4.8 

5 Slightly agree 11 5.9 

6 Agree 27 14.5 

7 Strongly agree 137 73.7 

Total 186 100 

Table 4.17: I like to be perfect with my studies. (Q17) 

This table (conflating a symmetrical Likert scale) indicates that most gifted students like to 

be perfect in their studies. Over 90% of them took this view while only 7% disagreed. But 

was this tendency towards perfectionism an innate character trait or was it borne of 

experience (whereby repeated high achievement conditions future personal expectations 

and motivation)? In order to address this question the students were asked about the extent 

to which schoolwork was seen as easy and about their anxiety in connection with 

assessments. Finally, within this suite of questions, the relative influence of peers in the 

selection of optional classes by gifted students is considered (on the basis that a 

perfectionist orientation would lead these pupils to choose the classes in which they 

expected to perform best, regardless of options pursued by classmates). 

4.3.10 School work 

 Frequency Percentage 

1 Strongly disagree 2 1.1 

2 Disagree 3 1.6 

3 Slightly disagree 6 3.2 

4 Between  43 23.1 

5 Slightly agree 34 18.3 

6 Agree 54 29 

7 Strongly agree 44 23.7 

Total 186 100 

 Table 4.18: School work is easy for me. (Q18) 
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In this table, we can see that the majority of gifted students believed that school work was 

indeed easy. About 70% of them believed this and just 5.9% of them did not. But this may, 

of course, be because the majority of gifted students, by definition, find educational 

challenges easier than less able students. 

 

4.3.11 Anxiety when answering questions  

 Frequency Percentage 

1 Strongly disagree 58 31.2 

2 Disagree 27 14.5 

3 Slightly disagree 12 6.5 

4 Between  36 19.4 

5 Slightly agree 20 10.8 

6 Agree 21 11.3 

7 Strongly agree 12 6.5 

Total 186 100 

Table 4.19: I worry when answering questions. (Q19) 

 

The table above shows that about half of the gifted students did not worry when they 

answer questions and nearly 29% were anxious in that regard. But they answered 

questions.  

4.3.12 Worries about making a mistake 

 Frequency Percentage 

1 Strongly disagree 30 16.1 

2 Disagree 21 11.3 

3 Slightly disagree 23 12.4 

4 Between  55 29.6 

5 Slightly agree 19 10.2 

6 Agree 18 9.7 

7 Strongly agree 20 10.8 

Total 186 100 

Table 4.20: I worry when I have made a mistake. (Q21) 

In a similar respect just over 30% of gifted students worried when they make a mistake and 

about 40% indicated that they did not worry.  



 129 

4.3.13 Class selection and classmates 

 Frequency Percentage 

1 Strongly disagree 44 23.7 

2 Disagree 12 6.5 

3 Slightly disagree 14 7.5 

4 Between  25 13.4 

5 Slightly agree 19 10.2 

6 Agree 23 12.4 

7 Strongly agree 49 26.3 

Total 186 100 

Table 4.21: I will attend class if my friends attend. (Q20) 

As intimated above, the research instrument also sought to gauge the relative influence of 

peers (as opposed to a perfectionist orientation) in the selection of optional classes. We can 

note that a larger proportion – nearly 50% - of the sample (who had some degree of choice 

in subjects) indicated that they were influenced by the preferences of their classmates. But 

those who reported no such influence amounted to nearly 40% - so the relative influence of 

peers in the selection of optional class in relation to a search for subjects that offered the 

prospect of the best grades appears to be quite limited.  

4.4 Section Three: School Influence  

This section explores how much schools influence students‟ academic achievement. 

4.4.1 Students like their School  

 Frequency Percentage 

1 Strongly disagree 8 4.3 

2 Disagree 5 2.7 

3 Slightly disagree 17 9.1 

4 Between  43 23.1 

5 Slightly agree 25 13.4 

6 Agree 38 20.4 

7 Strongly agree 50 26.9 

Total 186 100 

Table 4.22: Although schools have many rules and restrictions, students still like schools. 

(Q22) 
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From the table above, it can be noted that 60% of gifted students still liked their school, 

although it had many rules and restrictions. Only 16.1% of the students did not like their 

school and about 23% of the students neither agreed nor disagreed with the sentiment.  

4.4.2 The power of teachers  

 Frequency Percentage 

1 Strongly disagree 6 3.2 

2 Disagree 4 2.2 

3 Slightly disagree 8 4.3 

4 Between  34 18.3 

5 Slightly agree 22 11.8 

6 Agree 39 21 

7 Strongly agree 73 39.2 

Total 186 100 

Table 4.23: Teachers have more power than students. (Q23) 

The overwhelming majority of students feel that the teachers still have a strong power over 

students - 72% of gifted students endorsed this statement and only 9.7% indicated the 

reverse. Just over 18% of students in the survey neither agreed nor disagreed in this 

respect. 

4.4.3 Decision making and teachers  

    Frequency Percentage 

1 Strongly disagree 23 12.4 

2 Disagree 12 6.5 

3 Slightly disagree 33 17.7 

4 Between  45 24.2 

5 Slightly agree 35 18.8 

6 Agree 13 7.0 

7 Strongly agree 25 13.4 

Total 186 100 

Table 4.24: Teachers decide everything at a school. (Q24) 

According to the results presented in table 4.24, teachers are seen by students to exercise a 

high degree of power in relation to decision making in the learning context - 39.2% of 

respondents felt that teachers decided anything they wanted within school. Only 36.6% 
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disagreed with a statement to that effect while 24.2% of the students neither agreed nor 

disagreed. 

4.4.4 Teachers making learning interesting 

 Frequency Percentage 

1 Strongly disagree 10 5.4 

2 Disagree 10 5.4 

3 Slightly disagree 21 11.3 

4 Between  58 31.2 

5 Slightly agree 29 15.6 

6 Agree 28 15.1 

7 Strongly agree 30 16.1 

Total 186 100 

Table 4.25: My teachers make learning interesting. (Q25) 

Table 4.25 indicates that the majority (64.8%) of gifted students believed that their 

teachers made learning interesting and enjoyable and that 22.1% believed the contrary. On 

the other hand, 31.2% of respondents neither agreed nor disagreed with the sentiment. 

4.4.5 Encouragement from teachers  

 Frequency Percentage 

1 Strongly disagree 6 3.2 

2 Disagree 3 1.6 

3 Slightly disagree 15 8.1 

4 Between  30 16.1 

5 Slightly agree 21 11.3 

6 Agree 58 31.2 

7 Strongly agree 53 28.5 

Total 186 100 

Table 4.26: Students usually receive positive responses from teacher. (Q26) 

This table shows that a large proportion of gifted students in the survey (71%) believed 

that they received encouraging responses from the teachers. Fewer than 13% of the 

students replied that they did not receive such positive responses and 16.1% neither agreed 
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nor disagreed in this respect. Overall, these figures suggest that most students perceive a 

good relationship between students and teachers. 

4.4.6 Students‟ thoughts on „gifted‟ programmes  

 Frequency Percentage 

1 Strongly disagree 19 10.2 

2 Disagree 7 3.8 

3 Slightly disagree 7 3.8 

4 Between  30 16.1 

5 Slightly agree 25 13.4 

6 Agree 34 18.3 

7 Strongly agree 64 34.4 

Total 186 100 

Table 4.27: I do well in this school because I like gifted students' programmes. (Q27) 

 

The table above suggests that 66.1% of gifted students sought to do well because they were 

favourably disposed towards the specialised programmes at their school.  Just fewer than 

18% held contrary views and 16.1% neither agreed nor disagreed. This clearly underlines 

the importance of these programmes in encouraging gifted students to strive to do well in 

their studies.  

4.4.7 The idea of changing school  

 Frequency Percentage 

1 Strongly disagree 73 39.2 

2 Disagree 28 15.1 

3 Slightly disagree 15 8.1 

4 Between  27 14.5 

5 Slightly agree 12 6.5 

6 Agree 11 5.9 

7 Strongly agree 20 10.8 

Total 186 100 

Table 4.28: I would achieve better marks if I changed school. (Q28) 

Table 4.28 indicates that 62.4% of gifted students in the survey did not believe they would 

achieve better marks were they to change schools (23.2% were of the opposite opinion). A 
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further 14.5% of the students neither endorsed nor contested the idea that they would 

receive higher marks were they to transfer to another school. The overall trend suggests 

that gifted students are either confident of their abilities irrespective of the schools in 

which they find themselves or that they feel that there is no difference in the support 

provided in different schools.  

4.4.8 Academic extension or enrichment activities  

 

 Frequency Percentage 

1 Strongly disagree 45 24.2 

2 Disagree 16 8.6 

3 Slightly disagree 15 8.1 

4 Between  32 17.2 

5 Slightly agree 18 9.7 

6 Agree 25 13.4 

7 Strongly agree 35 18.8 

Total 186 100 

Table 4.29: My school has enough academic extension or enrichment activities for gifted 

pupils after school. (Q29) 

According to the findings presented in table 4.29, 41.9% of gifted students thought that 

academic extension or enrichment activities  were sufficient but a comparable proportion 

thought otherwise (17.2% of students were neutral in this respect). It should however be 

noted that my own notes, taken during the fieldwork, indicate a generally positive 

orientation among gifted students towards extension and enrichment activities. 
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4.4.9 Non-academic extension and enrichment activities 

 

 

 

 

 

 

Table 4.30: My school has enough non academic extension or enrichment activities for 

gifted pupils after school. (Q30) 

Table 4.30 shows that the majority of students in the survey indicated that their school did 

not have enough non-academic extension or enrichment activities for gifted pupils after 

school. Just over 85% of gifted students replied that these programmes were not sufficient 

while 23.2% of them felt they were appropriate in extent. About 17% of gifted students 

were neutral on this issue. But the bulk of responses suggest under-provision of enrichment 

or extension activities from the point of view of gifted students. This sentiment was echoed 

by data from my own fieldwork notes – a source that also shows that some teachers and 

workers had only a limited awareness of these programmes.   

4.5 Section Four: Learning strategies   

This section focuses on the strategies employed and resources drawn upon by the gifted 

students in the sample in relation to their learning. Is there anything distinctive or 

remarkable about such strategies or provision that have to be considered in relation to the 

policies and initiatives oriented towards supporting these students? 

 

 

 

 

 

 

 

 

 

 

 

 Frequency Percentage 

1 Strongly disagree 62 33.3 

2 Disagree 28 15.1 

3 Slightly disagree 18 9.7 

4 Between  35 18.8 

5 Slightly agree 12 6.5 

6 Agree 12 6.5 

7 Strongly agree 19 10.2 

Total 186 100 
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4.5.1 Students thinking during class  

 Frequency Percentage 

1 Strongly disagree 15 8.1 

2 Disagree 23 12.4 

3 Slightly disagree 16 8.6 

4 Between  48 25.8 

5 Slightly agree 26 14.0 

6 Agree 29 15.6 

7 Strongly agree 29 15.6 

Total 186 100 

Table 4.31: During class time students often miss important points because of thinking 

about other things. (Q31) 

 

From this table, it is clear that a large proportion of gifted students report that they often 

missed important points within lessons because they were thinking about other things. Just 

over 45% of gifted students agreed with this statement and just 29.1% of them disagreed 

(about 26% did not have a view one way or the other).  These findings perhaps suggest that 

one of the reasons why such a large number of students are distracted during class is 

because a number of subjects at school and teaching methods usually focus on 

memorization while discouraging discussion – factors that may lessen concentration on the 

part of students Alternatively, the content of the monologues by teachers may not be 

particularly challenging for gifted students. 

 

4.5.2 Formulating questions while reading  

 Frequency Percentage 

1 Strongly disagree 13 7.0 

2 Disagree 15 8.1 

3 Slightly disagree 15 8.1 

4 Between  29 15.6 

5 Slightly agree 17 9.1 

6 Agree 31 16.7 

7 Strongly agree 66 35.5 

Total 186 100 

Table 4.32: I formulate questions while reading. (Q32) 

This table shows that most of the gifted students in the survey formulate questions to help 

them focus on reading. Over 61% of them formulated such questions but only 23.2% 



 136 

reported that they did not adopt this strategy. About 16% of the students did not have an 

opinion either way in response to this statement. 

4.5.3 Students think through a topic when studying 

 Frequency Percentage 

1 Strongly disagree 2 1.1 

2 Disagree 2 1.1 

3 Slightly disagree 3 1.6 

4 Between  15 8.1 

5 Slightly agree 11 5.9 

6 Agree 36 19.4 

7 Strongly agree 117 62.9 

Total 186 100 

Table 4.33: Students think through a topic when studying. (Q33) 

This table indicates that a high percentage of gifted students (about 88%) thought 

reflectively and reactively whilst reading. Only 3.8% of them reported a more mechanical 

approach to reading. Approximately 8% were neutral in relation to this issue. 

 

4.5.4 Student notes in class to avoid confusion 

 Frequency Percentage 

1 Strongly disagree 13 7.0 

2 Disagree 10 5.4 

3 Slightly disagree 18 9.7 

4 Between  31 16.7 

5 Slightly agree 26 14.0 

6 Agree 35 18.8 

7 Strongly agree 53 28.5 

Total 186 100 

Table 4.34: Student notes in class to avoid confusion. (Q34) 

It would appear that most gifted students take notes in class when they become confused, 

and they make sure they clarify matters afterwards. About 61% of gifted students did this 

while 22.1% of them did not take such notes. Nearly 17% of students neither agreed nor 

disagreed. 
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4.5.5 Students attending school 

 Frequency Percentage 

1 Strongly disagree 3 1.6 

2 Disagree 2 1.1 

3 Slightly disagree 2 1.1 

4 Between  17 9.1 

5 Slightly agree 15 8.1 

6 Agree 54 29.0 

7 Strongly agree   

Total 186 100 

Table 4.35: Students attending school regularly (Q35) 

The table here suggests that a large proportion of gifted students attend school regularly 

(87.1%) and just 3.8% did not regularly attend. 9.1% of the students did not express 

agreement or disagreement in this regard. 

4.5.6 Students‟ revision before an exam 

 Frequency Percentage 

1 Strongly disagree 40 21.5 

2 Disagree 22 11.8 

3 Slightly disagree 18 9.7 

4 Between  36 19.4 

5 Slightly agree 32 17.2 

6 Agree 13 7.0 

7 Strongly agree 25 13.4 

Total 186 100 

Table 4.36: Students‟ reporting sufficient time for revision before an exam (Q36) 

The figures above that some gifted students find enough time to review their notes or to 

read before an exam - 43% of them were of this view but 37.6% thought the opposite.   
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4.5.7 Students work on own without help from anyone. 

 Frequency Percentage 

1 Strongly disagree 35 18.8 

2 Disagree 31 16.7 

3 Slightly disagree 13 7.0 

4 Between  37 19.9 

5 Slightly agree 20 10.8 

6 Agree 25 13.4 

7 Strongly agree 25 13.4 

Total 186 100 

Table 4.37: Students work on their own without help from anyone. (Q37) 

This table indicates that the larger proportion - approximately 43% - of gifted students do 

not try to do their work on their own and without help from anyone (in particular, when 

they have difficulty learning class material). Around 38% % of the sample indicated that 

they did not communicate with anyone and solved academic problems alone. 

Approximately 20% were neutral in their responses. 

4.5.8 Students asking for help from other students 

 Frequency Percentage 

1 Strongly disagree 20 10.8 

2 Disagree 14 7.5 

3 Slightly disagree 18 9.7 

4 Between  40 21.5 

5 Slightly agree 32 17.2 

6 Agree 34 18.3 

7 Strongly agree 28 15.1 

Total 186 100 

Table 4.38: Students asking for help from other students. (Q38) 

Table 4.38 shows that a number of gifted students ask their classmates for help when they 

could not understand the material in the course - 50.6% of the students asked for such 

assistance and 28% of them did not ask their classmates for help when they could not 

understand the material. Just over 21% of indicated neutrality in relation to this statement.  



 139 

4.5.9 Students attending academic extension or enrichment activities 

 Frequency Percentage 

1 Strongly disagree 46 24.7 

2 Disagree 23 12.4 

3 Slightly disagree 18 9.7 

4 Between  27 14.5 

5 Slightly agree 11 5.9 

6 Agree 17 9.1 

7 Strongly agree 44 23.7 

Total 186 100 

Table 4.39: Students attending academic extension or enrichment activities. (Q39) 

This table indicates that a large number of gifted students (64.8%) do not attend academic 

extension or enrichment activities for gifted pupils after school (38.7% of respondents 

indicated they attended these programmes). Nearly 15% of the students gave an 

inconclusive response.  

4.5.10 Students attending non academic extension or enrichment activities 

 Frequency Percentage 

1 Strongly disagree 56 30.1 

2 Disagree 33 17.7 

3 Slightly disagree 13 7.0 

4 Between  28 15.1 

5 Slightly agree 15 8.1 

6 Agree 16 8.6 

7 Strongly agree 25 13.4 

Total 186 100 

Table 4.40: Students attending non academic extension or enrichment activities. (Q40) 

A significant proportion of the sample (54.8%) did not attend non-academic extension or 

enrichment activities for gifted pupils after school. Only 30.1% of the students attended 

these types of programme while 15.1% did not give a direct answer one way or the other. 

Whether these figures reflected the availability or relative attractiveness of such 

programmes was not, however, explored in this suite of questions.  
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4.5.11 Enjoyment of extension programmes 

 Frequency Percentage 

1 Strongly disagree 18 9.7 

2 Disagree 6 3.2 

3 Slightly disagree 7 3.8 

4 Between  31 16.7 

5 Slightly agree 19 10.2 

6 Agree 28 15.1 

7 Strongly agree 77 41.4 

Total 186 100 

Table 4.41: I enjoy extension programmes. (Q41) 

But of those students who attended extension programmes about two-thirds reported that 

they enjoyed such provision and 16.7% took the opposite view. Yet the preceding tables 

(tables 4.39 and 4.40 above) show that a majority of gifted students do not attend these 

programmes. This may be due to the perceived weaknesses of these programmes, their 

non-availability in most schools or – possibly – family attitudes towards the activities. 

4.5.12 Do extension programmes help students to learn more? 

 Frequency Percentage 

1 Strongly disagree 14 7.5 

2 Disagree 2 1.1 

3 Slightly disagree 12 6.5 

4 Between  24 12.9 

5 Slightly agree 19 10.2 

6 Agree 38 20.4 

7 Strongly agree 77 41.4 

Total 186 100 

Table 4.42: Do extension programmes help students to learn more? (Q42) 

This table highlights a belief among most gifted students (72%) that extension programmes 

are useful to their studies. Just over 15% thought otherwise while 12.9% neither agreed nor 

disagreed. This accords with the earlier observation, made on the basis of my field notes, 

that gifted students often enjoy and have an interest in these programmes but that there are 

not enough programmes such activities in most Saudi schools. 
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4.6 Section Five: Social issues   

Gifted students do not live in a social vacuum. As with the issue of familial encouragement 

and support, the social circles of these students may provide a contextual insight. Are there 

any distinct characteristics in the social life of gifted students? Or are attendant variables 

largely ephemeral in their influence? 

4.6.1 Number of friends  

 Frequency Percentage 

1 Strongly disagree 2 1.1 

2 Disagree 2 1.1 

3 Slightly disagree 1 0.5 

4 Between  14 7.5 

5 Slightly agree 5 2.7 

6 Agree 24 12.9 

7 Strongly agree 138 74.2 

Total 186 100 

Table 4.43: I have many friends (Q43) 

This table shows that a large proportion of gifted students have a considerable number of 

friendships - 89.8% of the students reported having „many‟ friends and just 2.7% of them 

indicated just a few friendships. Parenthetically, however, we should perhaps be wary of 

findings that stem from asking adolescents to essentially report on their popularity and 

social skills. 

4.6.2 Classmates 

 Frequency Percentage 

1 Strongly disagree 4 2.2 

2 Disagree 3 1.6 

3 Slightly disagree 7 3.8 

4 Between  18 9.7 

5 Slightly agree 14 7.5 

6 Agree 38 20.4 

7 Strongly agree 102 54.8 

Total 186 100 

Table 4.44: I like my classmates. (Q44) 
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This table shows that 82.7% of gifted students in the survey reported liking their 

classmates. Less than 8% suggested otherwise. Clearly, there are - again - potential 

problems in effectively asking respondents to report on their own sociability or popularity. 

But relationships with peers, at a speculative level, may be an important factor in the 

experience of gifted students within educational settings (an issue that would, ideally, merit 

further investigation). 

4.6.3 Enjoying parties 

 Frequency Percentage 

1 Strongly disagree 3 1.6 

2 Disagree 3 1.6 

3 Slightly disagree 11 5.9 

4 Between  27 14.5 

5 Slightly agree 21 11.3 

6 Agree 39 21.0 

7 Strongly agree 82 44.1 

Total 186 100 

Table 4.45: Enjoying parties. (Q45) 

This table shows that a large proportion (76.4%) of gifted students like to go to parties and 

that only 9.1% did not. Whether these figures differ markedly from the broader student 

population is not known. 

 

4.6.4 Visiting other families  

 Frequency Percentage 

1 Strongly disagree 2 1.1 

2 Disagree 1 0.5 

3 Slightly disagree 6 3.2 

4 Between  15 8.1 

5 Slightly agree 11 5.9 

6 Agree 37 19.9 

7 Strongly agree 114 61.3 

Total 186 100 

Table 4.46: I am happy when I visiting relatives. (Q46) 
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This table shows that most gifted students are happy to visit their relatives - 87.1% of the 

students enjoyed these visits while 4.8% of them did not. Just over 8.1% of the students 

neither agreed nor disagreed in this respect. These results and those reported above suggest 

that, on the whole, gifted students have the ability to establish and appreciate good social 

relationships. They are, for the most part, neither isolated nor socially awkward it would 

seem. 

 

4.6.5 Attending social activities 

 Frequency Percentage 

1 Strongly disagree 3 1.6 

2 Disagree 4 2.2 

3 Slightly disagree 13 7 

4 Between  28 15.1 

5 Slightly agree 22 11.8 

6 Agree 39 21 

7 Strongly agree 77 41.4 

Total 186 100 

Table 4.47: I like to attend social activities (Q47) 

 

Indeed, this table indicates that most gifted students (74.2%) like participating in social 

activities. About 11% did not while just over 15.1% neither agreed nor disagreed with the 

relevant statement.  

 

4.6.6 Identifying students for help if necessary 

 Frequency Percentage 

1 Strongly disagree 10 5.4 

2 Disagree 00 00 

3 Slightly disagree 5 2.7 

4 Between  25 13.4 

5 Slightly agree 18 9.7 

6 Agree 46 24.7 

7 Strongly agree 82 44.1 

Total 186 100 

Table 4.48: I try to identify students in this class whom I can ask for help if necessary 

(Q48) 
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But what of the more instrumental aspects of social relationships with classmates? A large 

proportion (almost 80%) of gifted students indicated an interest in identifying students in 

their classes whom they could ask for help if necessary. Only about 8% of respondents 

indicated a deliberate aversion to this strategy. 

4.7 Section Six: Activities  

This section will discuss to what extent gifted students participate in academic or non-

academic activities after classes. How central, in other words, are academic activities to the 

gifted students beyond the confines of school? 

4.7.1 The number of hours per week on academic activities 

Activities Reading 
Finishing 

homework 
Taking notes 

Group 

discussion 

Study in the 

library 

Memorise 

Quran 
Others 

Hours Freq Per Freq Per Freq Per Freq Per Freq Per Freq Per Freq Per 

0 Less 5 2.7 3 1.6 25 13.4 26 14 32 17.2 10 5.4 128 68.8 

1 One 48 25.8 68 36.6 83 44.6 67 36 83 44.6 44 23.7 12 6.5 

2 Two 25 13.4 36 19.4 27 14.5 21 11.3 27 14.5 19 10.2 5 2.7 

3 Three 27 14.5 27 14.5 21 11.3 26 14 14 7.5 18 9.7 6 3.2 

4 Four 16 8.6 15 8.1 10 5.4 15 8.1 9 4.8 20 10.8 7 3.8 

5 Five 26 14 10 5.4 6 3.2 6 3.2 4 2.2 19 10.2 5 2.7 

6 Six 8 4.3 4 2.2 7 3.8 3 1.6 6 3.2 4 2.2 3 1.6 

7 Seven 15 8.1 8 4.3 1 0.5 8 4.3 2 1.1 13 7 5 2.7 

8 Eight 9 4.8 5 2.7 2 1.1 3 1.6 4 2.2 4 2.2 1 0.5 

9 Nine 1 0.5 4 2.2 00 00 3 1.6 1 0.5 8 4.3 4 2.2 

10 Ten 3 1.6 5 2.7 4 2.2 5 2.7 3 1.6 13 7.0 3 1.6 

11 More 3 1.6 1 0.5 00 00 3 1.6 1 0.5 14 7.5 7 3.8 

Total 186 100 186 100 186 100 186 100 186 100 186 100 186 100 

Table 4.49: The number of hours per week on academic activities. (Q49) 

This table indicates the number of hours per week that gifted students in the survey report 

that they devote to different academic activities. Just over 62% of respondents, for 



 145 

example, study between 1 and 4 hours per week while 33.3% of them did so for between 5 

and 10 hours. At the extremes, 2.7% indicated that they did no study while 1.6% of 

respondents reported that they studied for more than 11 hours per week. In modal terms, 

nearly 80% of the gifted students spent 1 to 4 hours each week (1.6% spent less than an 

hour on homework and 19.5% spent between 5 and 10 hours). The results also indicate that 

75.8% of the students occupied between 1 and 4 hours per week writing notes but that 

13.4% of them did not write any notes. Nearly 11% of them wrote notes between 5 to 10 

hours a week.  

 

These results also suggest that 69.4% of students devoted between 1 and 4 hours in group 

discussion related to study – an activity that occupied 1.6% of the sample for more than 11 

hours a week. In addition, 71.4% of the students went to the library for between 1 and 4 

hours per week, while 17.2% did not go at all. A further 10.8% of students spent between 5 

and 10 hours in the library with 1.6% devoting more than 11 hours a week to this activity. 

Attempting to memorise the Quran occupied between 1 and 4 hours for over 54% of 

students – an activity that occupied 7.5% of respondents for more than 11 hours a week. 

“Other” activities detained 16.2% of respondents for between 1 and 4 hours weekly while 

this non-specific category encompassed between 5 and 10 hours per week for 11.3%.  

In summary, it is evident that most gifted students spend a significant proportion of their 

time studying - 33.3% reported 5 and 10 hours per week in this respect.  A further 32.9% 

of students occupied between 5 and 10 hours a week memorising the Quran. This gives an 

indication of religiosity in this region. After that, 19.5% of the students occupied between 

5 and 10 hours finishing homework. This gives an indication of their interest in homework. 

About 15% of the students occupied between 5 to 10 hours in group discussion and 11.3% 

on other programmes. Also, 10.8% of them went to the library and took notes. 
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4.7.2 The number of hours per week on non-academic activities 

Activities 

Meeting 

with 

friends 

Playing 

computer 

games 

Chatting in 

the Internet 

Going out 

with friends 
Sports 

Doing a 

part-time 

job 

Others 

Hours Freq Per Freq Per Freq Per Freq Per Freq Per Freq Per Freq Per 

0 Less 14 7.5 8 4.3 71 38.2 28 15.1 9 4.8 139 74.7 143 76.9 

1 One 24 12.9 29 15.6 52 28.0 41 22.0 20 10.8 5 2.7 10 5.4 

2 Two 17 9.1 25 13.4 7 3.8 23 12.4 27 14.5 11 5.9 2 1.1 

3 Three 23 12.4 13 7.0 15 8.1 13 7.0 21 11.3 5 2.7 4 2.2 

4 Four 20 10.8 25 13.4 6 3.2 15 8.1 24 12.9 8 4.3 2 1.1 

5 Five 13 7.0 21 11.3 6 3.2 18 9.7 15 8.1 7 3.8 7 3.8 

6 Six 18 9.7 14 7.5 4 2.2 8 4.3 7 3.8 2 1.1 .00 .00 

7 Seven 10 5.4 8 4.3 7 3.8 10 5.4 17 9.1 5 2.7 2 1.1 

8 Eight 13 7.0 10 5.4 5 2.7 6 3.2 5 2.7 .00 .00 1 .5 

9 Nine 14 7.5 6 3.2 1 .5 1 .5 4 2.2 .00 .00 3 1.6 

10 Ten 20 10.8 10 5.4 3 1.6 11 5.9 15 8.1 2 1.1 6 3.2 

11 More 00 00 17 9.1 9 4.8 12 6.5 22 11.8 2 1.1 6 3.2 

Total 186 100 186 100 186 100 186 100 186 100 186 100 186 100 

Table 4.50: The number of hours per week spent on non-academic activities.  (Q50) 

 

Table 4.50 shows the number of hours each week that gifted students devoted to non-

academic activities. Just over 47% of the students met friends for between 5 and 10 hours 

per week while 45.2% of them devoted less than 5 hours to this activity. A further 7.5% 

did not meet any friends or, if they did so, devoted less than one hour a week to this 

activity. In a related regard, 49.5% of the students went out with friends for between 1 and 

4 hours per week while nearly 30% of them went out with friends for between 5 and 10 

hours of their time. Just over 15% did not go out with friends. In another regard 49.4% of 

the students devoted between 1 to 4 hours per week to computer games while 37.1% of 

them devoted between 5 and 10 hours to this activity. Only 4.3% spent less than one hour 

per week on computer games. Sport occupied 49.5% of the students for between 1 and 4 

hours per week – something that occupied 34% of respondents for between 5 and 10 hours 
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per week. The results also show that 43.1% of the students chatted on the Internet for 

between 1 and 4 hours per week (38.2% of them did not chat at all on the Internet). This 

activity occupied 14% of the students for between 5 and 10 hours chatting and 4.8% for 

more than 11 hours a week.  The results also indicate that 15.6% of gifted students 

occupied between 1 and 4 hours per week doing a part-time job.  

To summarise, we can see that most gifted students spend their spare time with friends 

(47.4% of them spent between 5 to 10 hours per week in this respect). And 29% of 

students devoted between 5 and 10 hours to going out with friends while 14% of them used 

the internet for chatting. About 34% of the students occupied between 5 to 10 hours on 

sport. This perhaps underlines the previous observation that gifted students have good 

relationships with their friends and a healthy social life. At the same time, however, 37.1% 

of students occupied between 5 and 10 hours a week on computer games.  

Through the results of the preceding tables, it can be observed that gifted students in these 

schools spend time on non-academic activities more than academic activities. This 

highlights the importance of reviewing education policy, the method of teaching students, 

educating students and their families and the management and distribution of such 

activities. 

4.8 Section Seven: Self-reflection  

This section of the chapter focuses upon self-reflection on the part of the gifted students in 

the survey with regard to the idea of „giftedness‟, its identification and achievement in 

different academic subjects.  

4.8.1 Self-rating of giftedness 

 Frequency Percentage 

1 Yes 148 79.6 

2 No 2 1.1 

3 Don‟t know 36 19.4 

Total 186 100 

Table 4.51: Self-rating of giftedness. (Q51) 

Through this table, it is clear that most gifted students know that they are classified as 

gifted. Nearly 80% indicated such awareness, 1.1% of them did not and just over 20 „did 

not know‟.  
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4.8.2 Identification of giftedness 

 Frequency Percentage 

1 School 77 41.4 

2  Teacher 59 31.7 

3  Family 26 14.0 

4  Yourself 19 10.2 

5  Other 5 2.7 

Total 186 100 

Table 4.52: Who identifies students as gifted? (Q52) 

This table indicates that the label „gifted‟ is most likely, perhaps not surprisingly, to be 

applied within educational settings - 73.1% of the gifted students in the survey were so 

labelled by their school or a teacher. A further 14% of believed that they were „discovered‟ 

by their family. Just over 10% of the students indicated that they had identified themselves 

in this respect. Only 2.7% of them had their giftedness identified through other means. 

4.8.3 The intelligence test 

 Frequency Percentage 

1 Yes 160 86 

2 No 10 5.4 

3 Don‟t remember   16 8.6 

Total 186 100 

Table 4.53: The intelligence test. (Q53) 

The results presented at table 4. 53 refer to the large percentage of gifted students 

identified as such through intelligence tests. Over 85% of the students had taken 

intelligence tests while 5.4% of them had not taken such tests. A further 9%% of the 

students did not remember whether they had taken such a test. 
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4.8.4 When were students identified as gifted? 

Period prior to survey Frequency Percentage 

1 Under 6  months 72 38.7 

2  6 to 12  months 27 14.5 

3 12 to 18  months 20 10.8 

4  18 to 24 months 22 11.8 

5 2years to 3 years 26 14 

6  3 years to 4 years 7 3.8 

7  Up 4 years 12 6.5 

Total 186 100 

Table 4.54: When were students identified as gifted? (Q54) 

These figures indicate that a large number of gifted students were identified as gifted 

within the preceding two years at the time of the survey. Over 53% had been identified 

within the previous year and 22.6% had been identified between one and two years 

beforehand. A further 14.6% of the students were discovered between two and three years 

prior to the study, while only 10.3% of them were identified as gifted in a period of three 

years and over before the research. This illustrates the delays that can attend the 

identification of gifted students (particularly as most of the students were aged between 12 

and 17 years). 
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4.8.5 The subjects in which gifted students do well  

Subject 
Freque

ncy 
Percentage Subject 

Frequenc

y 
Percentage 

1 Quran
1
 24 12.9 13 

Home  

Economics 
00 00 

2 Hadith
2
 2 1.1 14 

Knitting 

sewing 
00 00 

3 Tafsir
3
 6 3.2 15 Art 2 1.1 

4 Fiqh
4
 5 2.7 16 

Physical 

Education 
8 4.3 

5 Tawheed
5
 5 2.7 17 English 15 8.1 

6 Grammar 19 10.2 18 History 3 1.6 

7 Dictation 3 1.6 19 Geography 3 1.6 

8 Literature 4 2.2 20 Physics 1 .5 

9 Reading 3 1.6 21 Chemistry 1 .5 

10 Writing 2 1.1 22 Biology 00 00 

11 Maths 53 28.5 23 Other 00 00 

12 Science 27 14.5 Total 186 186 

Table 4.55: The subject in which gifted students do well. (Q55) 

It is clear that most gifted students report that they have always done well in mathematics - 

nearly 30% of those who responded did well in this subject. About 14% of them did well in 

sciences, 12.9% in the Quran and 10.2% of them in grammar and 10% in English. 

Remaining subjects elicited corresponding percentages of between 0 and 4.3%. These 

results are consistent with many previous studies, (in particular those that focus upon 

mathematics and science). 

                                                 
1
 Quran: The Islamic Holy Book believed to be the word of God  

2
 Hadith: The Islamic Holy text attributed to the Prophet Muhammad 

3
 Tafsir: Explanation of the Quran 

4
 Fiqh: Islamic jurisprudence 

5
 Tawheed: Islamic Creed 
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4.8.6 Subject receiving good marks 

Subject Freq. % Subject Freq. % 

1 Quran 23 12.4 13 
Home  

Economics 
00 00 

2 Hadith 10 5.4 14 
Knitting 

sewing 
00 00 

3 Tafsir 3 1.6 15 Art 00 00 

4 Fiqh 6 3.2 16 
Physical 

Education 
6 3.2 

5 Tawheed 8 4.3 17 English 12 6.5 

6 Grammar 21 11.3 18 History 2 1.1 

7 Dictation 4 2.2 19 Geography 00 00 

8 Literature 5 2.7 20 Physics 1 0.5 

9 Reading 1 .5 21 Chemistry 00 00 

10 Writing 3 1.6 22 Biology 00 00 

11 Maths 53 28.5 23 Other 00 00 

12 Science 28 15.1 Total 186 186 

Table 4.56: The subjects in which gifted students receive good marks. (Q56) 

Not surprisingly, self-reporting by students on the subjects on in which they tended to 

receive „good‟ marks tended to follow a similar pattern to responses concerned with 

disciplines in which they thought they had tended to do „well‟. The table above indicates 

that 28.5% of gifted students reported regular receipt of good marks in mathematics. 

Corresponding figures were 15.1% in relation to sciences, 12.4% with regard to the Quran 

and 11.3% in connection with grammar. Finally, 6.5% of respondents reported good marks 

in relation to English. 
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4.8.7 Subject learnt quickly 

Subject Freq. % subject Freq. % 

1 Quran 16 8.6 13 
Home  

Economics 
00 00 

2 Hadith 12 6.5 14 
Knitting 

sewing 
00 00 

3 Tafsir 8 4.3 15 Art 1 0.5 

4 Fiqh 10 5.4 16 
Physical 

Education 
4 2.2 

5 Tawheed 7 3.8 17 English 5 2.7 

6 Grammar 19 10.2 18 History 1 0.5 

7 Dictation 4 2.2 19 Geography 1 0.5 

8 Literature 4 2.2 20 Physics 1 0.5 

9 Reading 1 0.5 21 Chemistry 00 00 

10 Writing 00 00 22 Biology 00 00 

11 Maths 60 32.3 23 Other 00 00 

12 Science 32 17.2 Total 186 186 

Table 4.57: The subject in which gifted students learn quickly. (Q57) 

These results indicate that most gifted students reported learning quickly in mathematics, 

science, grammar and the Quran. The results show that 32.3% of gifted students nominated 

mathematics, 17.2% of them science, 10.2% grammar and 8.6% the Quran in relation to 

learning quickly. The remainder of the subjects scored between 0% and 6.5% in this 

respect.  
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4.8.8 The subjects in which gifted students do not do well  

Subject Freq. % Subject Freq. % 

1 Quran 3 1.6 13 
Home  

Economics 
00 00 

2 Hadith 5 2.7 14 
Knitting 

sewing 
00 00 

3 Tafsir 5 2.7 15 Art 2 1.1 

4 Fiqh 4 2.2 16 
Physical 

Education 
6 3.2 

5 Tawheed 1 .5 17 English 29 15.6 

6 Grammar 16 8.6 18 History 3 1.6 

7 Dictation 4 2.2 19 Geography 3 1.6 

8 Literature 2 1.1 20 Physics 1 0.5 

9 Reading 00 00 21 Chemistry 00 00 

10 Writing 3 1.6 22 Biology 00 00 

11 Maths 16 8.6 23 Other 00 00 

12 Science 7 3.8 24 None 76 40.9 

 Total 186 186 

Table 4.58: The subject in which gifted students do not do well. (Q58) 

As seen in table 4.58, a proportion of gifted students did not do well in relation to some 

subjects. Nearly 15.6% reported difficulties in relation to the English language and 8.6% 

mentioned grammar (a similar figure to that for mathematics).The results perhaps highlight 

the importance of reviewing the manner of teaching English in these schools. I noted from 
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my observations, for example, that the English curriculum focuses on grammar intensively 

and that the teachers tend to speak Arabic during English classes.  

4.8.9 The subject that gifted students like 

Subject Freq. % Subject Freq. % 

1 Quran 26 14.0 13 
Home  

Economics 
00 00 

2 Hadith 2 1.1 14 
Knitting 

sewing 
00 00 

3 Tafsir 7 3.8 15 Art 4 2.2 

4 Fiqh 5 2.7 16 
Physical 

Education 
20 10.8 

5 Tawheed 8 4.3 17 English 12 6.5 

6 Grammar 10 5.4 18 History 2 1.1 

7 Dictation 00 00 19 Geography 2 1.1 

8 Literature 3 1.6 20 Physics 2 1.1 

9 Reading 00 00 21 Chemistry 00 00 

10 Writing 3 1.6 22 Biology 1 0.5 

11 Maths 54 29 23 Other 00 00 

12 Science 25 13.4 Total 186 186 

Table 4.59: The subjects that gifted students like. (Q59) 

The results in the table above show that significant proportions of gifted students prefer 

mathematics (29%), the Quran (14%), sciences (13.4%) and grammar (10.8%) 

respectively. Other subjects elicited a rating of between 0 and 6.5%. 
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4.8.10 Students‟ career aspirations 

 Frequency Percentage 

1 Personal work 7 3.8 

2 Business person 6 3.2 

3 Teacher 28 15.1 

4 Civil servant 1 0.5 

5 Engineer 30 16.1 

6 University lecturer 27 14.5 

7 Doctor 57 30.6 

8 No job (at home) 00 00 

9 Others 30 16.1 

Total 186 100 

Table 4.60: Students‟ occupation in the future. (Q60) 

This table shows that the largest proportion of the gifted students who participated in the 

survey, 30.6%, aspired to be doctors. About 16% expressed a preference for engineering, 

15.1% for teaching and a comparable proportion listed a range of other professions. These 

results indicate the high ambitions of gifted students - most of them prefer demanding 

occupations and do not consider the possibility of unwaged economic activity.  

4.9 Summary of the findings 

This chapter presented the findings of the first part of the primary research – a 

questionnaire administered to 186 gifted students aged between 12 and 17 years in the 

period April to June 2006. The broader resonances of the findings are considered in 

chapter seven. But some of the results are summarised here ahead of findings reported in 

the next two chapters that pertain to a parallel survey of „professionals‟ involved in 

supporting gifted students.  

In biographical terms most of the gifted students in the sample had parents with higher 

education qualifications and fathers tended to be more highly educated than mothers. 

Parental expectations of the gifted students were high and most of the students were 

motivated in part by a desire to please their parents. Over a third of these students received 

help with their studies from both parents but 36% tended to work on their own. And, in 

keeping with findings from other studies, about half of the gifted students were first or 
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second-born in their families. The majority of the students (nearly 80%) identified 

themselves as gifted (although about 53% had been formally characterised as „gifted‟ 

within the year preceding the research). The largest proportion of these students (about 

30%) aspired to be Doctors. A comparable proportion envisaged a career in education at 

various levels and 16% wanted to become engineers. In non-academic terms most of the 

gifted students had a „large‟ number of friends and only 2.7% reported having few friends. 

Most of the gifted students (47.4%) met their friends for 5-10 hours per week. 

Approximately three-quarters enjoyed going to parties, a similar proportion enjoyed 

„social‟ activities and nearly 90% enjoyed visiting relatives (an activity with a particular 

resonance in Saudi culture).  

In terms of the learning environment 60% of the students liked their school, even in the 

face of many rules and restrictions, and the majority of believed that their teachers made 

learning interesting and provided broadly positive feedback. Most of the gifted students did 

not believe that they would have a better mark if they changed school but the sample was 

split in relation to whether they thought their schools provided sufficient academic 

extension or enrichment activities after school. Over 80%, however, reported positive 

relationships with their classmates. As far as parental help with studies, most of the 

students receive help from both of the parents (37.6%) and 36% work on their own at 

home. The students themselves were ambitious (with most aiming for degrees), tended to 

regard education as fundamental to the achievement of their aims (and over 85% were 

confident in their academic abilities). About half of the students reported enjoying 

challenging academic tasks and a similar proportion did not „worry‟ when answering 

questions (indeed, about 70% felt that school work tended to be „easy‟). 

With specific regard to learning, the majority of gifted students spend between 1-4 hours a 

week studying and a similar amount of time to homework and academic-related group 

discussion. Among approaches to learning adopted by students, most of the respondents 

reported formulating questions to help themselves focus on their reading. Over 88% 

indicated that they reflected on a topic while reading. Most of the gifted students preferred to 

take notes when they were confused in class in order to clarify matters afterwards. As far as 

preparation for exams is concerned, about 43% of the students stated that they have enough 

time to read or review their notes before an exam, but 37.6% indicated otherwise. And just 

over half of the students asked for help from other students, With regard to academic 

extension or enrichment activities, most (64.8%) of the gifted students replied that they do 

not attend any such sessions (although two-thirds of the attendees described them as 

„enjoyable‟.
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CHAPTER 5 

 

THE RESULTS OF THE STUDY 

Regarding the Practitioner Questionnaire 

5.1 Introduction 

This chapter focuses upon results from quantitatively oriented survey of 52 professionals 

who worked with the gifted students upon which the research centred – head teachers 

(n=12); teachers (n=16); social workers (n=14) and administrators/designers of gifted 

programmes and other related personnel (n=10). The chapter, in largely narrative form 

ahead of discussion later in chapter seven, is in two sections. The first concentrates upon 

survey results pertaining to programmes and strategies designed to identify gifted students. 

The second section considers results in relation to the provision of programmes for gifted 

students (including academic and non-academic extension and enrichment activities) the 

role of the social workers, training in the gifted field and attendant policies at the level of 

individual schools. 

5.2 Section One: Programme for the Identification of Gifted Students 

Perhaps the most obvious starting point for this phase of the research was to concentrate on 

how “gifted” students are identified in Saudi Arabia. Results in this respect reflect 

responses from those practitioners concerned with provision for gifted students (rather than 

the „official‟ initiatives outlined towards the beginning of the thesis). 

5.2.1 „Does the Ministry of Education have a definition of „giftedness‟ in relation to 

students?‟ 

 

 

 

Table 5.1: Definition of a gifted student in the Ministry of Education (Q1) 

These practitioners were first asked if they were aware of any definition that the Ministry 

of Education used in relation to the idea of giftedness on the part of students. As table 5.1 

indicates, the majority of respondents (just over 69%) in schools overseen by the Ministry 

Answer Frequency Percentage 

1 Yes  36 69.2 

2  No 00 00 

3  Don‟t know 16 30.8 

Total 52 100 
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of Education thought that the Ministry had such a definition. Of the remaining 31% all 

respondents claimed not to know (rather than denying the existence of such a policy).   

5.2.2 „For how long has your school been identifying gifted and talented students on a 

programmatic basis?‟ 

Length Frequency Percentage 

0 [unidentified time]   3   5.8 

1 2006-07 15 28.8 

2 2005-06   5   9.6 

3 2004-05 10 19.2 

4 2003-04   5   9.6 

5 2002-03   8 15.4 

6 2001-02   1   1.9 

7 2000 or earlier 00   00 

8 Don‟t know   5    9.6 

 Total 52            100 

Table 5.2: Point at which programme for identification of gifted students was established 

programme in schools. (Q2) 

Results suggest that programmatic approaches to the identification of gifted students 

tended to be quite recent in nature. As table 5.2 indicates, nearly 57% of respondents 

reported that such programmes had been in existence for between one and three years 

while only 1.9% suggested that a programme had been in existence for five or more years.  

Only about 6% of these respondents claimed that corresponding schools had no such 

programmes and – interestingly – 10% of this sample claimed not to know. This last figure 

is not particularly large but does appear surprising given the purposive nature of the 

sample. 
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5.2.3 „Has the identification procedure in your school changed since it was 

introduced?‟ 

Answer  Frequency Percentage 

0 No Answer  3 5.8 

1  Yes  7 13.5 

2  No  30 57.7 

3 Don‟t know 12 23.1 

Total 52 100 

Table 5.3: A change in the identification programmes in schools since they were 

introduced. (Q3) 

From table 5.3 it is clear that a large number of the respondents (57.7%) believe that 

programmes for the identification of gifted students with which they were familiar had not 

changed since their introduction. A further 13.5% suggested some change in these 

programmes but just over 23% “did not know” in that regard. Again, this last figure is 

unexpected to a degree given the specialist orientation of these informants (although 

information on the length of time informants had been employed in relevant settings was 

not explored).  

5.2.4 „What methods do you use to identify gifted students?‟ 

Type of method 

YES No Total 

Freq Per 
Fre

q 
Per 

Fre

q 
Per 

1 Nominations from primary schools 12 23.1 40 76.9 52 100 

2 Checklist of characteristics of the highly able 10 19.2 42 80.8 52 100 

3 Teacher nomination 17 32.7 35 67.3 52 100 

4 Peer nomination 0 0 52 100 52 100 

5 Assessment results 7 13.5 45 86.5 52 100 

6 Results from standardised tests such as CATs, 

MIDYIS, YELIS, ALIS 
21 40.4 31 59.6 52 100 

7    Standardised reading / spelling tests, etc  1   1.9 51 98.1 52 100 

8 Verbal reasoning, intelligence, creativity tests   22 42.3 30 57.7 52 100 

9 Parental nomination 6 11.5 46 88.5 52 100 

10 Specialist teacher nomination 6 11.5 46 88.5 52 100 

11 Self- nomination  5   9.6 47 90.4 52 100 

12 Departmental nomination 3   5.8 49 94.2 52 100 

13 Other nomination  2   3.8 50 96.2 52 100 

14 Other methods  2   3.8 49 94.2 52 100 

Table 5.4: Type of methods to identify gifted students. (Q5) 
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As table 5.4 indicates, the most widely used methods or criteria used by schools to identify 

gifted students centred upon verbal reasoning, intelligence, creativity tests and results from 

standardised tests. Indeed, about 40% of informants cited standardised tests, such as CATs, 

MIDYIS, YELIS, ALIS and approximately a third mentioned nominations by teachers.  A 

smaller proportion, just over 23%, cited nominations by primary schools in relation to 

students progressing to middle/secondary level education. A comparable proportion of 

responses centred on checklists used to identify the highly able or gifted while 11.5% 

mentioned nominations by parents (a similar figure indicated nominations by specialist 

teachers). Whether this plurality strengthened or weakened the chances of identifying 

gifted students at an early stage remains unclear.  

5.2.5 „Who should be notified about gifted children?‟ 

The sectors Frequency Percentage 

1 Department of Gifted in Education Administration 34 65.4 

2 School Administration 10 19.2 

3 King Abdulziz and his Companions Foundation for Gifted 

Students 
  2   3.8 

4 The General Administration for Gifted Students in the 

Ministry of Education 
  6 11.5 

5 Other 00 00 

Total 52        100 

Table 5.5: Sectors responsible for communication concerning gifted students. (Q6) 

If gifted students merit specific policies and programmes, the issue of who should be 

notified of their abilities and needs comes to the fore. Respondents were asked to indicate 

the institutions that could reasonably be expected to register the existence of such students. 

Table 5.5 indicates that two-thirds of the respondents thought that responsibility for the 

registration of gifted students should rest with the Department of Gifted in the Education 

Administration and 11.5% suggested General Administration for gifted Students in the 

Ministry of Education. Just over 19% of respondents attributed this responsibility to school 

administration functions while a far smaller proportion of respondents, about 4%, thought 

this role should be filled by the King Abdulziz and his Companions Foundation for gifted 

students. These findings, coupled with the variety of methods used to identify gifted 

students, highlighted an apparent need for relevant parties to communicate in a more 

systemised manner.   
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5.2.6 „Do you keep a written record of the names of gifted students?‟ 

Answer Frequency Percentage 

1 Yes 41 78.8 

2  No 11 21.2 

Total             52          100 

Table 5.6: Written record of the names of gifted students. (Q7) 

Table 5.6 suggests nearly 80% of schools discussed by respondents kept a record of gifted 

students. It is not immediately clear why over a fifth of schools mentioned by respondents 

did not keep such records.   

5.2.7 Estimated percentage of gifted pupils 

Percentage of pupils  Frequency Percentage 

0 Don‟t know 17 32.7 

1 Under 2% 13 25 

2 From 2% to 4% 11 21.2 

3 Up 4%to 6% 2 3.8 

4 Up 6% to 8% 2 3.8 

5 Up 8% 7 13.5 

Total 52 100 

Table 5.7: The percentage of pupils on record. (Q8) 

Table 5.7 shows that a large proportion (nearly 33%) of workers in the schools did not 

know the number of gifted students in their corresponding institutions. Of those able to cite 

a figure in this regard, 25% of them believed the proportion of gifted students was under 

2%. Just over a fifth of respondents claimed that the figure was 2%-4% while a further 

7.6% cited 4%-8%. Over 13% of respondents went further and suggested that the 

proportion of gifted students was over 8%.  

5.3 Section Two: Provision 

This section of the chapter turns to responses in the survey concerned with provision for 

gifted students in areas such as academic and non-academic enrichment and extension 

activities, training in the field of provision for gifted students and related policies adopted 

by individual schools.  
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5.3.1 „Does the school provide academic extension activities for gifted pupils during 

school hours?‟ 

Answer Frequency Percentage 

1 Yes 26 50.0 

2  No 23 44.2 

3 Don‟t know   3   5.8 

Total 52         100 

Table 5.8: Schools providing academic extension for gifted pupils during school hours. 

(Q9) 

Results indicate that half of the respondents reported that corresponding schools provided 

academic extension activities for gifted pupils during school hours (Table 5.8).  A further 

40% suggested that these programmes did not exist in those schools with which they dealt 

and that just fewer than 6% felt they could not comment one way or the other. These 

results show many schools in this area do not have any type of academic extension for 

gifted students during school time. These figures, parenthetically, reflect those derived 

from my own notes in the course of the fieldwork.  

5.3.2 „Does the school provide academic extension activities for gifted pupils after 

school?‟ 

Answer Frequency Percentage 

1 Yes 15 28.8 

2  No 34 65.4 

3 Don‟t know  3   5.8 

Total 52        100 

Table 5.9: Schools providing academic extension for gifted pupils after school. (Q10) 

Table 5.9 highlights the lack of after-school academic extension for gifted pupils reported 

by 65% of respondents. Just 29% of respondents reported the existence of such 

programmes and a further 6% did not know.   
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5.3.3 „Does the school provide non academic extension or enrichment activities for 

gifted pupils after school hours?‟ 

Answer Frequency Percentage 

1 Yes 14 26.9 

2  No 36 69.2 

3 Don‟t know   2   3.8 

Total 52       100 

Table 5.10: Schools providing non academic extension or enrichment activities for gifted 

pupils after school. (Q11) 

But what of non-academic extension or enrichment after-school activities for gifted 

students? Over 69% of respondents indicated the absence of such activities in 

corresponding schools while 27% reported the existence of initiatives in this respect (Table 

5.10). A further 4% indicated that they did not know the answer.  

5.3.4 „What, if any, out of school opportunities do very able children take advantage 

of?‟   

Programmes 
YES No Total 

Freq Per Freq Per Freq Per 

1 Thursday Master classes  (Advanced 

Learning Centres, etc) 
4 7.7 48 92.3 52 100 

2 Children‟s University  00 00 52 100 52 100 

3 Summer Schools for gifted children 26 50 26 50 52 100 

4 Learning Excursion 1 1.9 51 98.1 52 100 

5 Other   5 9.6 47 90.4 52 100 

Table 5.11: Other out-of-school programmes for gifted students. (Q12) 

Another question was more open in nature in that it invited respondents to list relevant out 

of school activities in which they thought gifted students engaged.  As table 5.11 

illustrates, 50% of respondents cited summer schools associated with the associations with 

which they came into contact.  A relatively small proportion of respondents, just under 8%, 

cited the availability of Thursday Master Classes. And only 2% indicated the existence of 

special learning excursions for gifted children. It should however be noted that 9.6% of 

respondents suggested the existence of relevant programmes and activities other than those 

discussed above.   
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5.3.5 „What, if any, in school provision do you have for gifted students?‟ 

Type of the provision 
YES No some 

Freq Per Freq Per Freq Per 

1 a- Differentiation by class teachers     6 11.5 43 82.7 3 5.8 

2 b- An advanced group or sitting-

across-a-year group    
15 28.8 36 69.2 1 1.9 

3 c- Out-of-hours clubs    5 9.6 43 82.7 4 7.7 

4 d- An advanced group or sitting-

across-more-than-one year group  
  9 17.3 38 73.1 5 9.6 

5 e- Enrichment programmes  24 46.2 22 42.3 6  11.5 

6 f- Counselling  programmes    3 5.8 46 88.5 3 5.8 

7 g- Acceleration programmes   2 3.8 45 86.5 5 9.6 

8 h- Other     1 1.9 50 96.2 1 1.9 

Table 5.12: Type of provision in Saudi schools for gifted students. (Q13) 

And what of provision for gifted students within Saudi schools during the ordinary school 

day? Table 5.12 paints a mixed picture in this respect. Over 46% of respondents referred to 

enrichment programmes and about 29% of respondents indicated the existence of an 

„advanced‟ class for gifted students across a specific year group (slightly more than 17% 

reported such classes across more than one year group). A little over 11% of respondents 

referred to differentiation within classes by teachers in relation to gifted children.  A 

smaller proportion of respondents, 3.8%, reported the existence of acceleration 

programmes. Counselling in relation to provision for gifted students was mentioned by just 

under 6% of the respondents. In summation, we can be reasonably confident that the 

activities mentioned here are fairly comprehensive in nature – over 96% of informants 

failed to select an “Other” option in relation to provision for gifted students.  

5.3.6 School policies and services for gifted students 

Services 
Yes No 

Don‟t know 

Freq Per Freq Per Freq Per 

1 A school policy for gifted students 18 34.6 29 55.8 5 9.6 

2 Special classes for gifted students 21 40.4 31 59.6 0 0 

3 Special teacher for gifted students   6 11.5 46 88.5 0 0 

4 A named person, responsible for co-

ordinating provision for gifted students 
36 69.2 15 28.8 1 1.9 

Table 5.13: Schools having any of the following services. (Q14) 
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The emphasis above on the provision or absence of programmes or initiatives for gifted 

students relates to another theme explored in the survey – the existence and nature of 

specific policies within schools oriented towards these students. About 56% of respondents 

reported the absence of specific policies in corresponding schools and less than 12% cited 

the existence of a specialist teacher for gifted students (table 5.13). Approximately 40% of 

respondents did however indicate the existence of special classes for these students and 

around 69% cited named personnel with responsibility for co-ordinating provision for this 

group.  

5.3.7 „Who is responsible for coordinating provision for gifted students? 

Those responsible for co-ordinating Frequency Percentage 

0 No named person   6 11.5 

1 Social worker   9 17.3 

2 Teacher for the gifted  23 44.2 

3 Practitioner for the gifted  10 19.2 

4  Teacher   3 5.8 

5  Other   1 1.9 

Total 52 100 

Table 5.14: Those responsible for coordinating provision for gifted students. (Q15) 

As noted above, just over 69% of respondents suggested the existence of named 

individuals within schools with responsibility for co-ordinating provision for gifted 

students. But there appeared to be some variation in the background attributed to these 

personnel. Perhaps not surprisingly teachers of gifted students were responsible for this 

role according to about 44% of respondents (about 6% of respondents mentioned just 

„teachers‟). A further 19% of respondents cited the more specialised role of “‟practitioner 

for gifted students‟. A comparable proportion of respondents, 17.3%, indicated that the role 

of co-ordination was undertaken by social workers. But according to 11.5% of 

respondents, no individuals fulfilled this role in corresponding schools.  

5.3.8 „Does a social worker work with gifted students?‟ 

Answer Frequency Percentage 

1  Yes 14 26.9 

2  No 33 63.5 

3 I don‟t know   5   9.6 

Total 52       100 

Table 5.15: Social workers working with gifted students. (Q16) 
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If we start from the premise that gifted students have particular needs, one issue to arise is 

whether the students discussed in this research had formal support from or recourse to a 

social worker. Almost two-thirds of respondents indicated that this was not the case in the 

schools about which they knew. But a significant minority, approximately 27%, reported 

the existence of such support while just fewer than 10% did not know the answer to this 

question.   

5.3.9 „Are there Special schools for gifted students in Saudi Arabia?‟ 

Answer Frequency Percentage 

1  Yes   8 15.4 

2  No 33 63.5 

3 Don‟t know 11 21.2 

Total 52       100 

Table 5.16: Special schools for gifted students in Saudi Arabia. (Q17) 

The survey then turned to the more general issue of awareness of whether there are 

dedicated specialist schools for the gifted in Saudi Arabia. Around 63% of respondents 

thought that there were no such schools and 15% suggested that these institutions existed 

(Table 5.16). A further 21% indicated that they could not answer this question definitively.  

5.3.10 „How many special schools are there for the gifted in Saudi Arabia?‟ 

Answer Frequency Percentage 

0 None 48 92.3 

1 One  4   7.7 

Total 52         100 

Table 5.17: Number of special schools for gifted students. (Q18) 

The theme of specialist schools for gifted students was then approached from a slightly 

different tack. Respondents were asked to estimate the number of such schools in Saudi 

Arabia. Fewer than 8% of respondents suggested the existence of one such school but over 

92% indicated that there were none (Table 5.17). This appears quite surprising given that 

there existed two special schools for gifted students in the region upon which the fieldwork 

for this research was based.  



 168 

5.3.11 Staff training for the teaching of gifted students 

Answer Frequency Percentage 

1  Yes 33 63.5 

2  No 13 25.0 

3 I don‟t know   6 11.5 

Total 52         100 

Table 5.18: Staff training for teaching gifted students. (Q19) 

Turning to teachers within schools, respondents were asked if members of the academic 

staff who work with gifted students received specialist or additional training. As table 5.18 

suggests, 63.5% of respondents indicated the existence of such training and a quarter 

suggested its absence. Fewer than 12% of respondents did not feel able to comment one 

way or the other.  

5.3.12 „Have you taken part in any training in the giftedness field?‟   

Answer Frequency Percentage 

1 Yes 14 26.9 

2  No 38 73.1 

Total 52       100 

Table 5.19: Staff taking training in the gifted field. (Q20) 

But had the respondents themselves received such specialist training in connection with 

provision for gifted students? Results (Table 5.19) indicate that over 73% of respondents 

had not received such training while approximately 27% had. This figure and that relating 

to training (above) indicate that many of the staff working with gifted students operated 

without advanced and structured preparation.  

5.3.13 Rating of programmes run by the Ministry of Education for the identification 

of gifted students 

Staff opinion Frequency Percentage 

0 Do not know 0 0 

1 Very  bad   3   5.8 

2 Bad  6 11.5 

3 Ok  6 11.5 

4 Good 23 44.2 

5 Very good 13          25 

6 Excellent   1 1.9 

Total 52        100 

Table 5.20a: Staff opinion about the identification programme in education. (Q21a) 
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Respondents were asked to rate on a seven-point Likert scale programmes for the 

identification of gifted students overseen by the Ministry of Education (Table 5.20a). 

Approximately 44% of respondents chose a description of „good. About 27% of 

respondents went further and described these programmes as very good or excellent while 

only 17.3% selected the terms „bad‟ or „very bad‟. Judgements concerning the programme 

thus tended to be positive but there remained a significant pocket of more sceptical 

informants.  

5.3.14 „What is your opinion about the definition of „gifted‟ students used by the 

Ministry of Education ?‟ 

Staff opinion Frequency Percentage 

0 Do not know  4 7.7 

1 Very  bad   1 1.9 

2 Bad  7 13.5 

3 Ok  7 13.5 

4 Good 14 26.9 

5 Very good 18 34.6 

6 Excellent   1   1.9 

Total 52             100 

Table 5.20b: Staff opinion about the definition of gifted students in the Ministry of 

Education. (Q21B) 

In a related respect respondents were asked to rate the definition of “gifted” students used 

by the Ministry of Education (Table 5.20b). Over 36% of respondents rated the definition 

as very „good‟ or „excellent‟ and 13.5% suggested that it was satisfactory („OK‟). Just over 

15% were negative in this regard, rating the definition as „bad‟ or „very bad.  About 8% of 

respondents availed themselves of the „do not know‟ option. 

5.3.15 Opinions about academic initiatives for gifted students in the Ministry of 

Education  

Staff opinion Frequency Percentage 

0 Do not know    4  7.7 

1 Very  bad    3  5.8 

2 Bad 12 23.1 

3 Ok 10 19.2 

4 Good 17 32.7 

5 Very good   4  7.7 

6 Excellent   2  3.8 

Total 52          100 

Table 5.20c: Staff opinion about the academic activities for gifted students in the Ministry 

of Education. (Q21C) 
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More specifically, how did respondents rate academic initiatives for gifted students that 

emanated from the Ministry of Education? As table 5.20c indicates, about 44% of 

respondents rated such initiatives and activities as „good‟, „very good‟ or „excellent‟. Just 

over 19% delivered a verdict of „satisfactory‟ and a little under 29% chose the descriptions 

of „bad‟ or „very bad‟.  

5.3.16 Opinions about non-academic initiatives for gifted students in the Ministry of 

Education   

Staff opinion Frequency Percentage 

0 Do not know   6          11.5 

1 Very  bad   5  9.6 

2 Bad 14 26.9 

3 Ok  9 17.3 

4 Good 13 25 

5 Very good  4   7.7 

6 Excellent  1   1.9 

Total 52         100 

Table 5.20d: Staff opinion about the non-academic activities for gifted students. (Q21D) 

A similar question was asked of respondents but this time in relation to non-academic 

initiatives and programmes for gifted students with their origin in the Ministry of 

Education. Responses were divided in this respect. Nearly 35% rated such initiatives 

„good‟, „very good‟ or „excellent‟. But a comparable proportion, 36.5%, selected 

descriptions of ‟bad‟ or „very bad‟ while around 17% of respondents described the 

initiatives as satisfactory (Table 5.20d).  

5.3.17 Training of relevant personnel in the Ministry of Education in connection with 

provision for gifted students 

 Staff opinion Frequency Percentage 

0 Do not know   2  3.8 

1 Very  bad    4  7.7 

2 Bad   4  7.7 

3 Ok 14 26.9 

4 Good   9 17.3 

5 Very good 19 36.5 

6 Excellent 00           00 

Total 52         100 

Table 5.20e: Workers‟ opinion about the training in the gifted field in the Ministry of 

Education. (Q21E) 
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Views on the training of relevant personnel in the Ministry of Education  in connection 

with provision for gifted students tended to be quite positive (Table 5.20e). Almost 27% of 

respondents thought this training satisfactory („OK‟) but nearly 55% employed the terms 

„good‟ or „very good‟. Less than 16% of respondents selected the description of „bad‟ or 

„very bad‟.   

5.3.18 „What training or support would be helpful to staff involved in teaching gifted 

students?‟ 

Training Suggestion Title 
Number of Suggestion 

Frequency Percentage 

Ways of identifying the gifted            17 32.7 

Ways of dealing with and caring for the gifted 6 11.5 

Ways of developing and cultivating giftedness         6 11.5 

Promoting aspects of innovation 1  1.9 

Definition of giftedness and the gifted 2  3.8 

Area of thinking 2  3.8 

Mental skills 1  1.9 

Enrichment programme  4  7.7 

Developing abilities 1  1.9 

Latest developments in the programmes for the 

gifted 
4  7.7 

Training courses 1  1.9 

How to instruct gifted students 1  1.9 

Ways of condensing the syllabus  4  7.7 

How to raise the awareness of society about 

giftedness 
2  3.8 

Table 5.21: Training or support for the staff to teach gifted students. (Q22) 

The questions then turned to the more practical issue of perceived needs in relation to the 

training or support required by staff who teach gifted students. The largest single 

proportion of all the responses, 32.7%, reflected a concern with helping staff to identify 

giftedness among students (Table 5.21). Other ideas included help in dealing with and 

caring for gifted students (11.5%) and, more specifically, support in terms of developing 

and cultivating giftedness. A smaller proportion of responses, just fewer than 8%, 

suggested that focused training on recent developments in programmes for gifted students 

was appropriate. A similar proportion also stressed the need to condense and deliver 

relevant syllabi in an appropriate manner.  
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5.3.19 Views on the number of staff in the Ministry of Education concerned with 

provision for gifted students 

Staff opinion Frequency Percentage 

0 No Opinion    3   5.8 

1 Very  bad    9 17.3 

2 Bad 17 32.7 

3 Ok 13 25.0 

4 Good   8 15.4 

5 Very good   2   3.8 

6 Excellent 00   00 

Total 52         100 

Table 5.22: The number of workers in the Ministry of Education for gifted students. 

(Q21F) 

The final theme focused on views about the adequacy, in terms of numbers, of the number 

of personnel in the Ministry of Education concerned with provision for gifted students. 

Results in this respect suggest that a quarter of respondents thought the number satisfactory 

(„OK‟). But half the respondents preferred the description of „bad” or “very bad‟ – just 

19.2% indicated „good‟ or „very good‟ in this respect (Table 5.22).  

5.4 Summary 

Questionnaire-driven interviews with professionals involved in the education of gifted 

students encompassed a broad range of issues. Some of the factors to highlight at this stage 

include the finding that about 69% of respondents were aware of a formal definition of 

giftedness by the Ministry of Education (but 30.8% of them were not aware of such a 

definition). The majority of respondents reported that their schools had established 

programmes for the identification of gifted students relatively recently (within the 

preceding three years). As far as the methods of identification are concerned, 42.3% of the 

respondents prioritised verbal reasoning, intelligence and creativity tests. Standardised 

tests were also very popular for the identification of giftedness (40.4%). The teacher 

nomination method was also popular (32.7%) and 23.1% of respondents mentioned 

nomination by primary schools in this regard. The majority of the respondents (78.8%) 

worked at schools that kept a record of their gifted students. But there was only limited 

agreement among professionals concerning the percentage of gifted students at their 

schools. Almost a third of respondents were not aware of the number of gifted students at 

their schools.  

Turning to the issue of provision for gifted students, half of the respondents indicated that 

their school provided academic extension activities for their gifted students during school 
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hours, but 44.2% pointed to the absence of these activities. Regarding non-academic after-

school activities for the gifted students, 69.2% said that their schools did not have any, and 

only 26.9% responded that such provision was available at their corresponding schools. 

The nature of these out of school activities for the gifted students encompassed summer 

schools (50%); Thursday Master Classes (7.7%) and learning excursion programmes 

(1.9%). No school had a Children‟s University Programme. As far as in-school provision is 

concerned, 46.2% of the respondents replied that they had enrichment programmes; 28.8% 

reported that they had an advanced group or cross-year group for gifted students and 

17.3% of the participants said that they had an advanced group across more than one year 

group.  

In terms of professional training and apposite policies, many of the respondents 

(approximately 56%) indicated that there were no distinct policies for gifted students 

within corresponding schools. And nearly 90% of respondents reported that they did not 

have a specialist teacher in this regard while almost 60% indicated an absence of special 

classes for gifted students. But around 70% mentioned the existence of personnel 

responsible for the co-ordination of provision for gifted students. More generally, 

approximately half of the respondents indicated that the number of people working in the 

field of education for gifted students was inadequate or „bad‟. On the other hand, 15.4% of 

the participants replied that the numbers in this field were „good‟ number and 25% opted 

for the description of „satisfactory‟. And at an even more general level, about 70% of 

respondents thought that programmes used by the Ministry of Education to identify gifted 

students were „good‟ or „very good‟. Non-academic activities and initiatives for gifted 

students associated with the Ministry of Education were however described as bad or very 

bad by over 36% of respondents. With regard to the training or support that the ministry 

offers to people who work with gifted students, 32.7% of respondents suggested that 

training in the identification of giftedness was helpful and 11.5% suggested support 

concerned with ways of dealing and caring for the gifted was worthwhile.   
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CHAPTER 6 

 

THE RESULTS OF THE STUDY 

The Practitioner Interviews 

6.1 Introduction 

Chapter five considered the results of the questionnaire survey administered to staff 

working on programmes for gifted students within schools. This chapter builds, 

qualitatively, on this data by reporting findings from the interviews and a group interview 

with a purposive sample (n=5) drawn from among these professionals. This part of the 

research was designed to allow more detailed and focused questioning and to facilitate 

more nuanced responses - a means to enrich, qualify and contextualise the quantitative 

data. The combination of individual interviews and a groups interview was designed, on 

the one hand, to facilitate more detailed interrogation of participants (and, potentially, 

greater candour on their part) but also to allow for the fact that views may be shaped by 

interaction among participants - an appreciation of „real-world‟ influences upon 

professional practice and perceptions (Lehoux et al 2006).  

6.2 Research themes and the informants  

The interviews took between 15 and 20 minutes each on average and the group interview 

lasted for about two hours. Initial topics addressed were twelvefold: 

1. For how long has the gifted students‟ programmes in the Ministry of Education 

been running? 

2. Does the Ministry of Education have a definition for “gifted” students and how and, 

if so, how clear is that definition?  

3. For how long had corresponding schools been identifying gifted and talented 

students and what, if any, apposite opinions did the informants hold in this respect? 

4. Has the manner in which Ministry of Education identified gifted students changed 

since it was introduced? 

5. What methods did individual practitioners you use to identify gifted students? 

6. What percentage of students are regarded as gifted according to the Ministry of 

Education? 

7. What did informants have to say about Gifted Student Centres? 

8. Did corresponding schools provide academic extension activities for gifted pupils 

during school hours?  
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9. Did corresponding schools provide academic extension activities for gifted pupils 

after school hours? 

10.  Did corresponding schools provide non-academic extension or enrichment 

activities for gifted pupils after school hours?  

11.  Are there Special schools for gifted students in Saudi Arabia and, if so, how many 

12.  Had informants undertaken any specialist training to teach gifted students? 

In terms of the group interview, all five members of staff in the Al-Qasim Gifted Students 

Care Centre were included. The sampling strategy was essentially purposive in that the 

breadth of experiences and expertise among participants were judged appropriate to this 

aspect of the research. The group interview took place at 9.30 am on 15 February 2007 in 

the office of the Director of the Centre in Buraidah city. The main focus was upon 

programmes offered by the centre and other programmes offered by the Ministry of 

Education and affiliated schools. The interviewees were also chosen on a purposive basis – 

their roles and experience were judged to be of direct relevance to the themes to be 

addressed.  These interviews encompassed:  

 The Supervisor responsible for enrichment programmes for gifted students in the 

Ministry of Education in Riyadh. 

 The Director of the Office of the President of King Abdulaziz and His Companions 

Foundation for the gifted.  

 The Director of the Al-Qasim Gifted Students Care Centre for boys. 

 The Director of the Gifted Students Care Centre for girls. 

 The Director of the Prince Sultan bin Abdulaziz Complex Education for gifted 

students.  

 Three teachers who worked with gifted students. 

 Two social workers who work with gifted students. 

The findings from the group interview and interviews were derived separately in the 

analysis but are conflated below on the grounds that the two sets of data did not point to 

markedly divergent findings.  

6.3 Background to programmes for gifted students 

In this section I report on findings in relation to three areas - the definition of a gifted 

student; the establishment of gifted students‟ programmes in the Ministry of Education and 

the methods used to identify gifted students. 
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6.3.1 Programmes for gifted students 

The informants were asked for how long the gifted students‟ programmes in the Ministry 

of Education had been running.  Replies referred mostly to the relatively recent nature of 

these programmes and often stressed that the initiatives were still under development and 

in need of further improvement. More specifically, 12 of the 15 participants stated that 

gifted students‟ programmes in the Kingdom of Saudi Arabia are still new and restricted to 

certain areas. Mention was made of the need for further development and financial support 

(including the curriculum, staff training, programmes for gifted students and the 

identification method). One of the teachers, for example, opined that:   

The gifted students‘ programmes are considered new since they were started 

in 2002 and are limited to some schools in the Kingdom. These programmes 

need a lot of effort and technical and financial support to be developed 

during the coming years. 

But three of the participants stated that they did not consider the five years since the 

establishment of these programmes to be „recent‟. So the idea of novelty appeared 

quite subjective among participants – a potential factor in personal evaluations of the 

degree to which the programmes were meeting imputed objectives. Accordingly, all 

participants were of the opinion that progress still needs to be made in the area of 

programmes for gifted student. Specific recommendations in this respect included:  

 These programmes should expand towards more regions; 

 More financial support is needed; 

 Identification methods need to be clearer; 

 Staff need specialized training in relation to the  gifted and talented population; 

 More time and experience needs to be devoted to these programmes. 

6.3.2 The Definition of a Gifted Student 

Discussion of the clarity of the definition of a gifted student centred, perhaps not 

surprisingly, on students who are distinguished by academic attainment and potential. 

Fourteen informants reported that gifted students‟ programmes focus on those who obtain 

high marks in their school subjects, but one of the teachers interviewed also noted that the 

definition might include those who are not distinguished in this respect: 
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Gifted students are those who have unique skills, abilities or distinguished 

performance from their peers in one of the fields that are evaluated by society 

and are in need of special educational care that is unavailable in the 

ordinary school curriculum. 

These definitions show that gifted students are seen to have unique abilities or 

distinguished performance in at least one of the fields evaluated and esteemed by wider 

society. But as 14 of the participants indicated, the Saudi education system was in this 

respect oriented specifically to high marks in “academic” subjects.  Other abilities 

aptitudes - such as those in sport, creativity or communication – were seen, implicitly as 

secondary (this concurs with my own observations of programmes for gifted students and 

discussion with some of the latter.  

Indeed, turning to the King Abdul Aziz and his Companions Foundation for the Gifted (a 

semi-governmental charitable foundation which generally cooperates with the Ministry of 

Education in offering programmes for gifted students), particular priority was given to 

achievement in the fields of mathematics, science, computing, design and technology.  

This suggests some downgrading of corresponding ability in the arts and humanities fields 

of study. This was rationalised on financial grounds by one informant:  

The foundation plans different programmes and trips for those students in 

the Kingdom and abroad such as the USA, Malaysia and Britain. This 

foundation has limited resources and cannot play its role in serving the 

gifted since it is based on the contribution of grants and has little local 

support. 

In other words, „objective‟ measurements of giftedness have to be contextualised by an 

understanding of how particular societies and institutions therein rank and prioritise 

achievements within different fields.  

6.3.3 The establishment of the Gifted Students‟ Identification Programme 

Another theme in the research was concerned with programmes used by the Ministry of 

Education to identify gifted students. The relevant initiative began in 2002. But, as eight 

informants noted, programmes for the identification of gifted students do not cover every 

zone in the Kingdom. Indeed one of the social workers observed that some school 

principals do not have any idea about programmes for identifying gifted students. It also 

appeared that the „gifted centres‟ do not routinely provide the schools with the names of 
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gifted students - in such cases the centres limit their tasks to identifying and then inviting 

gifted students to participate on their special programmes. But it could easily be argued 

that the school principals need to be provided with the names of gifted students in their 

schools in order for teachers to offer appropriate support. In short: 

 Gifted students are identified only in a limited number of regions of the 

Kingdom; 

 There is often a lack of information, as some principals are not aware of the 

programmes for identifying these students; 

 The names of the identified students remain unknown, and these results in a 

lack of in-school provision and lack of cooperation with the gifted centres. 

6.3.4 Methods for Identifying Gifted Students 

In terms of the methods used to identify gifted students in these schools, nine of the 

interviewees indicated that there are some effective strategies. These included noting 

sustained high academic achievement, nomination based on teachers‟ perceptions and 

experience and tests to identify the ability and potential of students. As one of the test 

specialists stated: 

 There are some other tests used in the process of identifying gifted students 

such as the Torrance Test for creative thinking. The Torrance test is only 

used when the test practitioners are not confident about students‘ abilities or 

when they need to repeat the test because this test is considered difficult, long 

and intensive. The Waxler test is used in fewer cases such as when a student 

fails in test ability. Both the Waxler and Torrance tests are rarely used since 

they need time and effort to be considered effective. The reasons why they do 

not use these tests more often are a lack of staff understanding about how to 

implement these tests and there is only one employee to do that in the gifted 

students‘ care centre. 

Parenthetically, as this last interview excerpt suggests, some research has shown that the 

use of tests, nomination by teachers and sustained high academic achievement do not 

necessarily identify gifted under-achievers.  
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6.3.5 The percentage of Gifted Students and the Body Responsible for their 

Registration 

In response to questioning about the body responsible for their registration, most 

informants cited the Gifted Students Care Centre. The bulk of interviewees noted the 

existence of electronic records therein. But a minority also asserted that such records 

should be kept by the school administration office. Their rationales were reflected in my 

own observations on visiting the care centre – systems therein appear quite inflexible, 

sparse and records are not updated rapidly. Discussion also centred on the proportion of 

gifted students in the education system. About half of those spoken to suggested that the 

relevant percentage of gifted is 2%; a few cited a figure of 5% while a third of informants 

indicated that a dearth of accurate statistics meant that the percentage could not be 

specified. These perceptions do however accord with findings from research in other 

countries, Emmanouilidou (2007), for example, found estimates of 0.5-20% among a 

sample of English teachers. 

6.4 Provision 

This section of the chapter considers findings as they relate to centres for gifted students, 

corresponding programmes introduced by these centres within Saudi schools, financial 

issues and perceived problems.  

6.4.1 Gifted Student Centres 

There were 31 Gifted Student Centres for male students and 20 for females in 2005 

according to those informants in a position to be specific. Rationales for these centres 

echoed the “official” line that was available, for example, in a brochure from the AL-

Qasim Gifted Students‟ Care Centre in 2006. The centre was described as: 

A social educational foundation specializing in providing the gifted with 

educational, social, behavioural and psychological care for them by the 

programmes offered to the gifted in the centre. These programmes are 

available to the students during working hours or through enhancing the 

programmes provided through the schools and student activities and are 

supervised by the General Administration for the gifted. 

This rationale was reflected, more critically, by some of the informants:  
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The centres receive the gifted identification and sponsorship programmes 

during or after work hours and during holidays. The staff working at the 

centre have to provide support and encouragement for mainstream schools 

and prepare for achieving the requirements needed to implement support 

programmes, in addition to human and technical support for newly 

established programmes for the gifted in mainstream schools. The number of 

employees in the centre is considered small and it therefore cannot play its 

role in working with the Ministry on specialized programmes for the gifted. 

Discussion then turned to the detailed nature of these programmes. 

6.4.2 Types of Programme for Gifted Students 

When asked whether the Ministry of Education provides academic extension or non 

academic extension programmes for gifted students in their schools, the group interviewees 

stated that the Ministry of Education has adopted academic and non-academic 

“enrichment” programmes for gifted students (such as evening activities, Thursday 

programmes and summer forums). Mention was also made of other programmes 

introduced by the Ministry. As one teacher observed:  

The gifted students‘ centres has established some training programmes such 

as mutual thinking strategies, remote thinking, problem solving with scientific 

methods and dealing with problems by creative methods. They have also 

given more focus to subjects namely science, physics, chemistry and 

computing. 

But as most of the interviewees noted, these programmes were available in only 123 

schools from thousands in Saudi Arabia. And as the majority of informants indicated, the 

programmes faced some difficulties. Those cited included:   

 Lack of financial support; 

 The length of a programme not always matching the students‘ needs; 

 Little choice in deciding whether or not to participate in the programmes; 

 Lack of training of those involved in the programmes; 

 Teachers‘ dissatisfaction with the programmes due to lack of information 

and awareness about them; 

 The centres are restricted in number and thus do not cover the needs of 

gifted students throughout the country. 
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These observations were usually tied by informants to specific experiences. Instances, for 

example, of limited financial support led some institutions to ask for donations from 

businesses. In a second respect, the length of the programmes and a lack of choice about 

participation were linked to weariness and lack of enthusiasm among students and 

teachers. And in a third regard, the limited number of those involved in running the 

programmes made effective implementation difficult in some cases. Fourthly, some 

teachers were dissatisfied with these programmes and had no clear idea about them – this 

led to resentment when students undertook such programmes.  

But these sentiments were balanced some more positive recommendations. It was 

suggested, for example, that there should be a fully resourced care centre for gifted 

students in every city. Nearly all informants also highlighted a perceived need in each 

school for a full time teacher to support and cater for gifted students. It was observed that 

there are 18 such teachers in the Al-qassim zone but more than 500 schools. Mention was 

also made of the fact that acceleration and condensed curriculum programmes were not 

available throughout the Kingdom‟s education system despite a stipulation that they should 

be accessible everywhere.  A specialist teacher in each school, it was thought, could co-

ordinate and direct programmes for gifted students at the level of each school as well as 

representing their interests in the overall management and operation of the institutions. In a 

third respect, although views on an Internet forum for gifted students run by the General 

Administration for Gifted Students in the Ministry of Education were mixed, about half of 

the informants saw it as a good conduit for discussion and conversation between gifted 

students and some employees. 

6.4.3 Private Schools for the Gifted 

The interviews and group interview also touched upon private schools for gifted students. 

Three-quarters of informants indicated the existence of two private schools for gifted 

students in Burideah city. A head teacher explained that:  

The student must get 90% in all subjects as a condition of admission into 

these schools regardless of any other talent. There are no other ability tests 

because the student‘s academic achievement is the only accepted factor. 

There were some disagreements between informants about these private schools. 

Some of them agreed with such schools on the basis that the institutions strengthened 

a focus on the gifted and helped to develop a competitive environment. Others, 

however, claimed that such institutions p have a negative impact by creating intense  
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competition between gifted students, isolating the latter, encouraging the gifted to be 

selfish and diminishing encouraging a collaborative spirit among students.  

6.4.4 Future Goals 

Discussion also encompassed the future direction of provision for gifted students. 

One of the supervisors in the Ministry confirmed that the Ministry of Education 

was hoping to develop more services and programmes for gifted students in 

coming years. These included:   

1. Increasing the allocated funds for gifted care programmes. 

2. Establishing care centres for the gifted in each education 

administration (as a minimum). 

3. Having qualified and full-time teachers in each school for the gifted. 

4. Establishing a private gifted students‘ academy. For this aim, a 

scientific committee and a project would be prepared in accordance 

with King Adul Aziz and his Companions‘ Foundation for the Gifted. 

The first step of establishing the academy would be to establish a 

Science and Mathematics Academy in Al-Ryad for boys and one in 

Jeddah for girls. 

5. The programmes for the identification of gifted students in the gifted 

centres have to be applied in order to receive a syllabus and special 

care programmes. This project has been approved as an initial step 

for applying it in all education administrations offices. This project is 

oriented to students from the fifth grade to the third intermediate 

grade. 

6. Introducing new routes for training the gifted teachers in schools and 

colleges. 

7. Setting and standardizing intelligence and mental ability 

measurements especially for the Kingdom. 

These recommendations are viable in the future if gifted provision remains a priority. 

6.5 Training and Policy 

The section of the chapter focuses on findings related to relevant training and policy in the 

field of education for gifted students. In general terms, seven training courses for teaching 

gifted students were mentioned:  
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1. Gifted Education. 

2. Introduction to thinking skill. 

3. Lessons in thinking skills. 

4. Designing the Richmond programmes.  

5. Condensing the curriculum. 

6. Creative Problem Solving. 

7. Creative Future Problem Solving. 

But how did the informants feel about such provision? 

6.5.1 Views on training 

Thirteen of the fifteen informants had received a course on programmes for gifted students. 

However, seven of them claimed that such programmes were available only for the 

employees and teachers at the gifted care centres. Although more than 80 courses for 

employees all over the Kingdom‟s schools were run in 2005, this number was not 

considered sufficient.  It was suggested these programmes and courses should be available 

and oriented to other employees in the gifted care field (such as principals, social workers, 

students‟ supervisors, and laboratory and library employees on the grounds that they all 

have direct contact with gifted students.   

More specifically, it was also observed that most of the training courses took the form of 

lectures rather than practice-based workshops – several informants thus felt that the 

courses were not an adequate preparation for the practical application of knowledge and 

skills. This informed the advocacy of training courses in particular areas:  

1. Methods for identifying gifted students. 

2. Ways of dealing with and caring for gifted students. 

3.  Definition of giftedness and the gifted. 

4. Critical thinking. 

5. Mental reasoning. 

6. Enrichment programmes. 

7. Developing abilities. 

8. Latest developments in programmes for the gifted. 

9. How to instruct gifted students. 

10. Ways of condensing the syllabus. 

11. Challenges in Gifted Programmes  
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These sentiments informed perspectives on broader systemic and policy issues. 

6.5.2 Views on Policy   

Ten key issues were identified in this last respect: 

1. Lack of financial allocation for gifted programmes. 

2. Absence of awareness in schools and families about the definition of gifted 

and how to deal with it. 

3. A lack of recruitment in sufficient numbers of specialized staff for the gifted 

care programmes.  

4. Lack of employees in the gifted care centres. 

5. Inadequate coordination between the gifted schools and centres. 

6. Lack of specialized courses for the staff in the gifted care centres. 

7.  Difficulty meeting the demands of the intensive programmes for the gifted 

and the school curriculum. 

8.  Problems with maintaining the interest of gifted students in view of 

intensive morning classes. 

9. Absence of fulltime teachers for the gifted programmes in the schools. 

10.  Absence of tests and measurements for the gifted students specifically for 

the Saudi environment. 

One of the interviewees linked several of these emphases: 

The gifted students‘ programmes are inadequate due to various reasons such 

as lack of staff, absence of fulltime teachers to work in the field of the gifted 

and weakness of the principals of gifted programmes in schools and homes. 

As a result, some parents prevent their children from participating in such 

programmes in order not to affect their academic achievement. 

This suggests that these parents need to be reassured that their children‟s achievement in 

mainstream schools is not affected by attending these programmes.  

6.6 Summary 

The findings presented in this chapter (summarised below) are largely consistent with data 

from the questionnaire surveys and my own field notes. But the qualitative data has also 

acted to root such findings more clearly in the experiences and perceptions of key actors. 

Interviewees and participants in the group interview spoke to the variety of programmes 
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for gifted students offered by the relevant Ministry but also highlighted the relatively 

recent nature of these initiatives and a number of problems. The latter include financial 

support, funding, training, geographical coverage and staff numbers. Against the 

background of these triangulated and contextualised findings the next chapter considers the 

results overall in relation to the research questions raised in the first chapter and apposite 

studies described in the second.   
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CHAPTER 7 

Discussion of findings 

.1 Introduction 

This thesis has, so far, explored the past and current literature on a wide range of aspects 

relating to gifted education. As was highlighted in Chapter Two, the concept of giftedness 

is a complex one; however, the literature review provided a framework for conducting this 

study. This chapter will attempt to explain and discuss the findings of the study, which 

were presented in Chapters Four, Five and Six. These findings were obtained by the use of 

a questionnaire for gifted students, as discussed in Chapter Four and the findings from a 

questionnaire and interviews with the people who work with gifted students - namely the 

specialist teachers, head teachers, social workers, practitioners and teachers of other 

subjects -as presented in Chapters Five and Six. All the data collected and analysed have 

contributed to answering the research questions, as well as for highlighting aspects which 

should be of general interest to audiences in Saudi Arabia as well as to the international 

community. How the research questions are answered is discussed in Chapter Eight.   

The specific aspects in Chapter Four explored gifted students‟ family background, their 

understanding of themselves concerning their own academic achievement, the influence of 

schools, the strategies which schools often applied to students‟ learning, the social life of 

the students and the academic or non-academic activities after school attended by the 

students. In Chapter Five, issues relating to the identification of gifted students, the nature 

of the programmes for gifted students in schools, the role of the social workers with gifted 

students, training of the personnel involved in the field of gifted education and school 

policies for this population were explored. In Chapter Six, the interviews were used to find 

out more about the background of the programmes for gifted students, as well as to 

understand more about the programmes offered to gifted students. 

As a background to this Chapter, it should be stated that the literature review presented in 

Chapter Two highlighted some obvious differences that exist between the researchers and 

the theorists in the field of giftedness. There are huge variations in the concept of 

giftedness amongst the experts. Some focus on a single dimension view of the intelligence 

of gifted students, which can be identified through tests, whilst others see the definition of 

giftedness involving other characteristics such as creativity and interpersonal skills. The 

characteristics and attributes relating to giftedness have varied throughout, from being 

intelligence - related at the beginning (Terman, 1925) or creativity-related (Torrance, 
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1965) to a wider view, which includes the numerous aspects of human contribution to life 

(Hagen, 1980; Fox, 1981; Gardener, 1991; Renzulli and Sternberg, 2004). As a general 

observation, it seemed (through early visits by the researcher and a study of policy 

documents) that the conception of giftedness within the Ministry of Education in the 

Kingdom of Saudi Arabia is that a gifted pupil would be academically distinguished. 

Related to this is what emerged as the main method of identification being test-based and a 

variety of tests were used. But what is presented in this Chapter is based on the empirical 

evidence gathered during the study from a number of sources, not just on the basis of what 

was read in documents. 

All the data gathered during the study were designed in such a way as:  

 to explore the effectiveness and any possible weaknesses of gifted 

programmes in Saudi Arabia, by seeking  the perspectives of all parties 

involved; 

 to draw conclusions about the gifted programmes in Saudi Arabia  and 

make recommendations based on findings from the data collected.  

The discussion in this Chapter will be structured under some broad themes which 

were highlighted during the three stages of data collection. The three stages of the 

data collection were: 

1. Gifted students‟ responses to questionnaires.  

2. Responses to a questionnaire by key workers  

3. Interviews with the people who work with gifted students.  

Field notes taken by the researcher will be used to supplement the data, where it is 

felt to be appropriate. A brief summary of the discussion of each stage  of the data 

collection will be presented after each section. All the themes will be pulled 

together at the end of the Chapter to generate which it is hoped will illuminate the 

nature of gifted education in Saudi Arabia and what possible directions may be 

useful for the future. 

7.2 Analysis and discussion of Gifted Students‟ responses to questionnaires 

7.2.1 Family Background  

Most parents (85%) of gifted students who responded to the questionnaires appeared to 

have higher education qualifications; their fathers being more educated than their mothers. 
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This difference can be explained by the Saudi social law requiring the father to be more 

responsible for the financial support of the family. According to Islamic social law, a father 

should support and spend money on his family, even if the mother has more money, Ibn al-

Mundhir (may Allah have mercy on him) said:  

―All of the Muslim scholars from whom we learned are agreed that a person is 

obliged to spend on his young children who have no money of their own, because 

a man‘s child is part of him, and the child is part of the father. Just as he is 

obliged to spend on himself and his wife, he is also obliged to spend on his 

descendants and ascendants‖ (al-Mughni, 8/171).   

Further, a majority of parents of gifted students work for the government, in professions 

and many were teachers.  

The research results also showed that the families of the participating students are large, 

with the majority having six or more people living at home. As far as siblings are 

concerned, more than half of the students had two brothers and two sisters. Over half of the 

gifted students in the sample were either first or second born. This could indicate that most 

families are concerned about these children more than the others, concerned about their 

support and how much time they give them although no specific reasons can be attributed 

to this. As to the number of children in the families, it can be explained in terms of the 

Islamic social system and Arabic cultural belief, which encourage a high number of births 

and care for all aspects of raising children (Al-Bukhari, 2005). Overall, the results revealed 

that most families consist of six people. This number is not very large compared with other 

families in Saudi Arabia because the average family size in Saudi Arabia is seven and, on 

average, women have 5.4 children (Raphaeli, 2003). 

As far as parental help with studies is concerned, most of the students (84%) received help 

from parents. A higher number of students obtained support from their mothers compared 

with that from fathers. This could be because mothers stay at home more than the fathers. 

Furthermore, the support that the students felt they received from their parents was both 

spiritual and material. The expectation of the family, as perceived by the students, was 

concerned mostly with their children gaining postgraduate qualifications and finding good 

jobs. Firstly, it could be said that most families of gifted students encourage their children 

to think about their studies more than anything else - such as hobbies. Secondly, the 

findings showed that these families think seriously about their children‟s future and 

support them.  
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Two themes emerge strongly about the gifted children who responded to the questionnaire. 

First, they came from well-educated families with Higher Education and having 

professional careers. Secondly, parents had high expectations and aspirations for their 

children and, in terms of acquiring higher education and well-paid professional careers; the 

children were aware of these expectations that they must work hard and have a good 

standard of education.  

Several questions can be raised here. Does the membership of the gifted students cohort 

depend on the level of education and professional status of the families? What criteria were 

used to identity them to be gifted? Were these children trained to do well in tests which 

were used for identification purposes? Is it likely that there is an uneven playing field, 

where children whose parents were poorer and not well-educated could be left out from 

gifted programmes? Is it possible that the children who are not identified as gifted be 

excluded from achieving good examination results, Higher Education and good career 

prospects. Answers to some of these questions were answered in the questionnaire and will 

be dealt with later in this Chapter. Some questions remain unanswered. 

The need to be inclusive in selecting students for gifted programmes is one of international 

concern and the issue of Widening Participation of students in Higher Education has been 

the subject of much international debate in the past decade and different types of 

programmes, designed to encourage orientation of students from poorer backgrounds to 

Universities, have been produced (Council of Europe, 1996; Woodrow, 1999; UNESCO, 

1998). UNESCO has highlighted the need for special programmes and states that access to 

Higher Education for members of disadvantaged groups must be actively facilitated and 

that special help and educational solutions can overcome the obstacles that these groups 

face.  

Van Tassel-Baska (1998) maintains that one of the most neglected groups  amongst gifted 

students in the USA is the bright student from a disadvantaged background and that the 

under representation of students from minority ethnic groups and lower social classes in 

enrichments programmes needs to be addressed.  In England, Lucey et al  (2003) found 

that students from middle classes tended to dominate the membership of gifted and 

talented cohorts of students created in response to the UK Government‟s (DfEE, 1999) 

requirement that each secondary school (11-16 age group) select 10% of their intake and 

form a gifted and talented group.  
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Based on an evidence base, the need for considering practices designed to improve the 

academic opportunities of promising learners from lower income families is also 

highlighted by Robinson et al (2006). The authors list two possible barriers preventing 

these students from realizing their potential: identification practices may not work in their 

favour and assumptions are made by educators, parents and policy makers about their 

potential for academic progress. The authors emphasize the need for programmes and 

services that are of sufficient intensity and duration and which take into account family 

circumstances in order to increase achievement and ultimately leverage these learners into 

a successful learning trajectory.  

.2.  Academic-related issues   

How do the gifted students understand their academic achievement? Most gifted students 

obtained high academic results (86% scored between 95-100%). The majority of them 

knew they were labelled as ‟gifted‟ and 86% of them had taken IQ tests. School and 

teacher nominations were the predominant method (71% of the students) of identification 

of giftedness. It can be assumed that the majority of gifted students who were recorded in 

the Ministry of Education in Saudi Arabia as gifted were selected based on the results of 

academic tests. This was also noted by the researcher during his visits and interviews with 

workers in the schools. This raises several issues about gifted education programmes in 

Saudi Arabia. If identification is based on academic performance, could students who 

demonstrate creativity and other talents such as sports, be missed from gifted programmes? 

For example, a gifted student may be highly talented in sports or highly creative in arts, but 

not so successful in academic subjects and such students may not receive the right kind of 

support to nurture their gifts and talents; this can lead to a non-fulfilment or even a 

complete loss of their talents.  

Several of the experts in gifted education subscribe to the multi-dimensional nature of 

giftedness. Although early conceptions of giftedness were based on a single measure of 

intelligence and tests which can often accurately predict high grades in examinations 

(Renzulli, 1986), recent theories offer broader conceptions of giftedness and acknowledge 

that pupils have different aptitudes and talents. 

In Chapter Two, one of the most well known models which departs from viewing 

giftedness on the basis of test results alone was proposed by Renzulli (1986) through his 

Three-Ring Model, which argues that no single criterion can be used to determine 

giftedness and that the interaction of three interlocking rings – above average ability, task 

commitment and creativity is a necessary ingredient for creative productiveness. The 
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distinction between school-house giftedness which can be identified through tests as 

opposed to creative productive giftedness is highlighted in this model. In any attempt to 

define giftedness there must be the assumption that we can provide specialised learning 

experiences to promote all kinds of talent. If the aim of gifted education is to produce the 

next generation of leaders, problem solvers and persons who make important contributions 

to arts and sciences, the most efficient „rote lesson- learners‟ are not always necessarily the 

persons who will make creative contributions (Renzulli, 1986).  

Gardner‟s seminal work (1983; 1991) – the theory of Multiple Intelligences - also 

challenges the view of giftedness as high academic performance. He introduced his theory 

of multiple intelligences which focuses on expertise in specific domains. This theory was 

based on research carried out on people whose brain function was damaged in certain 

areas, but were able to perform at high levels in other areas. His theory of human abilities 

includes linguistic intelligence, logical mathematical intelligence, musical intelligence, 

bodily-kinaesthetic intelligence, spatial intelligence, interpersonal and intrapersonal 

intelligences, with naturalistic and existential intelligences added to the list more recently. 

Gardner, significantly, makes an attempt to shift discussions away from the assumption 

that human intelligence just belongs to the domains of language and mathematics and 

treats all intelligences as having equal status. Based on research on human intelligence, 

carried out at Yale University, Sternberg also questions the validity of considering test 

scores and examination performance as a way to assess giftedness. As described in Chapter 

Two, he put forward his Triarchic Theory of Intelligence (Sternberg, 1986) as a way of 

understanding the nature of giftedness. The triarchic theory is based on Sternberg‟s 

specific view of intelligence, which he regards as a practical specific ability to follow one‟s 

strengths and adapt to environments. It is comprised of three sub-theories (contextual, 

experiential and componential) which is the basis of models of intelligent behaviour. The 

conception of giftedness which seems to emerge from the responses to the questionnaire is 

uni-dimensional and test-based.   

The questionnaires also revealed the participating students‟ academic preferences and 

achievements which are also of interest. Their best subjects – both in terms of achievement 

and liking were Mathematics and Science with the Quran also playing an important part in 

their learning. Students found these subjects „easy‟ to learn. The least favourite subject was 

English, which was also found to be a „difficult‟ subject. Interestingly, creative subjects did 

not appear much on the students „like‟ list. The reasons for these preferences may be 

speculated upon, based on the researchers‟ other observations and knowledge of the 

system. The reason for the difficulties with English may be due to over-reliance on the 
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teaching of grammar in English lessons. It was also noted that teachers did not speak 

English in English lessons. It is possible that students preferred learning Mathematics and 

Science (like the Quran) because the teaching was based on learning rules and procedures, 

which enabled them to achieve higher marks. Teaching of these subjects may have been 

supported by a passive transmission model with an emphasis on obtaining correct answers.  

According to test results, the students performed well in these subjects.  

7.2.3 The students‟ work habits and attitudes to school  

Most of the gifted students who took part in the study „worked hard‟ to improve 

themselves (81%). Many of the students affirmed that their parents‟ satisfaction was one of 

the motivating factors that encouraged them to work hard. Most of the gifted students 

worked hard to please their parents - only 4% had disagreed with this statement. Also, 

from this result, it can be seen that there is a good relationship between students and their 

parents. On the other hand, it could also be argued that there may have been strong control 

of students by their parents, encouraging or pushing them to succeed. As the researcher is 

aware of this within the Saudi Arabian culture, this is a strong possibility. 

Another reason for the students to work hard was to improve themselves realising the 

importance of education in a future career. The majority of the students (93%) regarded 

education as playing a significant part in their future career development. This is 

comparable with other studies and theories which were discussed in Chapter Two, such as 

those of Gross (2000), Webster (1998) and Wallace (1983). These studies have shown that 

gifted students are distinguished by passion in work and being serious-minded and highly 

motivated. Also, this is in line with the finding that almost half of the gifted students 

enjoyed difficult tasks (48%) that encouraged them to work hard, but 34% did not enjoy 

difficult tasks. A respectable number of the students could not decide on this statement 

(19%).   

Most of the gifted students who responded to the questionnaire „enjoyed school life‟ and 

„education‟ and 58% of the students thought that school life was interesting, while 20% of 

them disagreed. The reason why some gifted students did not enjoy their school lives 

cannot be ignored and needs further explanation. This could be due to the teaching 

methods, which are mostly based on transmission and dictation, with minimum dialogue or 

discussion with the students, as was observed by the researcher. This may lead many of 

them to be bored, especially as most of them seemed to have no problem with doing their 

homework. This observation is supported by the result which showed that the majority of 
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the students believed that school work was „easy‟ (71%) although many of the students 

said that they did enjoy „challenging‟ work.  

The findings revealed that gifted students were mostly distinguished by being self-

confident when they were asked questions in the classroom and this is consistent with 

several theories that emphasize that gifted students are generally highly self-confident 

(Freeman, 1998). The results also showed that although more than half of the students did 

not worry when they answered questions, 29% of them had concerns and 48% of the 

students felt „fear‟ on these occasions. As 48% is not a small number, the question as to 

what possible reasons contributes to the „fear‟ needs to be raised. One possible reason may 

be the style of teaching. The researcher had observed that teachers taught with limited two 

way conversations with the students; delaying their questions until the end of a lesson may 

also cause the students to worry. In fact, there were indications that 31% of the students 

were worried about making mistakes in the classroom. The other explanation for the worry 

about asking questions and making mistakes may be due to the personalities of the students 

and the educational upbringing they receive within the home and the relationship with the 

teacher in class. Unquestioning attitudes are often adopted by students in Saudi Arabia. 

These findings suggest a need for reconsidering the teaching methods in the Kingdom's 

schools. Students must also be encouraged with freedom of expression. Furthermore, as 

Ali (2000) state, the sentiment that a positive teacher is able to play a positive role in 

establishing social relationships with their students inside the classroom, developing 

students‟ self-confidence in order to decrease frustrating conditions and encouraging 

students to be creative may need to be highlighted. Students had also expressed their 

opinion that teachers were powerful and decide everything in the school; this may also 

have contributed to the „fear‟ of giving wrong answers and making mistakes.  

The findings also revealed that most gifted students had good relations with their school 

peers and this too is in line with several scientific studies such as those of Webster (1998) 

and Whitmore (1985). This disposition may be due to the students' abilities to make 

adjustments in response to others‟ behaviour. However, peer relationships influenced some 

of the gifted students in their decisions in school. For example, almost half of the students 

attended classes if their friends also attended, but 38% selected their classes independently. 

On the other hand, this finding shows that some of these students choose their subject 

specialisms not according to their wishes but following their friends. This may be also be 

because there is a lack of awareness of the importance of autonomy in student selections; 

as they may not always enjoy the freedom to make independent decisions.  
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What is the influence of the school on gifted students‟ academic achievement? The 

findings revealed that a number of gifted students enjoyed the teaching and the school 

atmosphere. For example, 60% of the students „liked‟ their school; only 16% did not like 

their school, with 23% not identifying themselves with any of the statements. This was 

confirmed in the questionnaire as a high percentage of students (87%) replied that they 

regularly attended school and only 4% did not attend regularly, while 9% did not give a 

direct answer. This result indicates that gifted students prefer to go to school regularly and 

this is consistent with previous studies, such as Freeman‟s (1998) who revealed that gifted 

students are interested in the learning process. Another interesting response revealed that 

gifted students sensed that teachers had a lot of authority inside the school. 72% of students 

agreed with this, while only 10% of them disagreed with this view and 18.3% of them 

neither agreed nor disagreed. The perception of the „teacher power‟ by students was a 

theme that re–merged.  

Despite the fact that the gifted students thought that teachers had much „power‟ in the 

school, most of the students seemed to still enjoy learning in school and receiving 

compliments from their teachers. The majority of students believed that their teachers 

made learning interesting, but a significant number (22%) of them disagreed with this, and 

31% did not give any specific answer. These figures show the importance of further 

exploration of the teaching methods used in education. Most of the students (71%) stated   

that they received positive responses from their teachers and only 13% did not receive such 

responses, but also 16% did not give a specific reply. This result confirms that there is a 

good relationship between the students and the teachers in the classroom, despite the 

perception of the „teacher power‟ and this translated into high academic performance. This 

is consistent with other expert views that there must be a positive relationship between the 

student and the teacher in order to achieve success inside the school, as Hanoreh (2003) 

revealed in his study. Most of the Saudi Arabian gifted children seemed to succeed in 

school in terms of achieving good grades and having high aspirations.  

7.2.4 Students‟ thoughts on gifted programmes  

The majority of the Gifted students seemed interested in the gifted programmes. 66% of 

them sought to do well because they were on the gifted programme. 18% of the students, 

however, did not agree with this statement and 16% did not share any of the two opinions. 

The reasons for a third of the students not subscribing to this view need to be investigated. 

Could it be that they were not happy with the label or simply felt they were not receiving 

anything special by having membership of the gifted population? This underlines the 
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importance of these programmes to make it knows to the gifted students what is on offer 

and what is expected of them. Listening to the student voice, expressing what they expect 

and would like to have as part of the gifted programme, should prove useful. This is 

specially important because some theories, such as that of Zainal (1992), indicate that 

attending gifted programmes are very important in developing abilities in children. 

The findings also indicated that most gifted students (66%) were confident about their 

educational abilities and did not feel they would do better if they moved to another school. 

This suggests that gifted students are confident of their performance, or they feel that there 

is no difference in the services provided in other schools, even if they changed schools. 

42% of the students felt that their school provided enough academic extension or 

enrichment activities after school and 17% did not either agree or disagree with this. It is 

noteworthy that through his observations, the researcher felt that there was a positive 

orientation towards enrichment programmes amongst the students. However, the majority 

of the students (85%) believed that their school does not have enough non-academic 

extension or enrichment activities for gifted pupils after school. This result indicates the 

inadequacy of these programmes from the viewpoint of the students, also confirmed by the 

researcher‟s notes, of the researcher during the time of the investigation. Some other 

previous studies, such as that of Al-Ghamdi (2007), revealed that there was a lack of gifted 

programmes inside the Saudi Kingdom‟s schools - especially non-academic programmes. 

This lack of programmes may be the result of the major focus being on the academic 

achievements of the gifted.  

These findings show that the gifted students are distinguished by being self-confident and 

by being able to understand themselves as the research mentioned earlier and this is 

confirmed by many other studies. 80% of the students know that they are gifted, but 19% 

of them did not know this, and 1% did not think they were gifted. This result indicates the 

importance of educating students and the families regarding aspects of gifted education so 

that they can be partners in both the identification process and provision. This is 

particularly important as the responses to the questionnaire showed that 73% of the 

students were identified by their school or their teachers, and only 14% felt that they were 

„discovered‟ by their family and 10.2% replied that they identified themselves. This result 

highlights the importance of raising the awareness of the „gifted‟ concept, especially 

amongst families and society in general.  

Large numbers of gifted students were subjected to intelligence tests, which means that 

tests are used in schools to identify those who are gifted. 86% of the gifted students had 
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taken intelligence tests and only 5 had not, whilst the rest could not recall if they did so.  

Although a system of testing exists in the education system, 55% of the students were 

identified less than a year before the time of the data collection, 23% of them had been 

identified for 1-2 years and 10% for more than three years. The question as to whether the 

fact that they were identified so late in their school life affects their educational 

opportunities needs to be raised. 

A large number of gifted students selected professional future careers - (31%) wanted to be 

doctors, 16% wished to be engineers and 16% preferred other professions. A further 15% 

wished to become teachers and 15% hoped to be professors. Again, these results indicate 

the high aspirations of the students. The choices may have been influenced by the fact that 

doctors were regarded as being prominent members of society. The income of the doctor is 

very high, which may also have been an encouraging factor. 

With regards to academic extension or enrichment activities, most (65%) of the gifted 

students replied that they did not attend any. The percentages are somewhat different 

concerning the non-academic extension or enrichment activities. 55% of the students did 

not attend any such activities and 30% attended these non-academic programmes, while 

15% did not give a clear answer. Overall these figures demonstrate poor participation of 

students on these programmes. This may be because most schools do not have these types 

of programmes, and even if they have such programmes, they may not have been attractive 

enough for gifted students to participate in them. The researcher had observed this aspect 

through his school visits. However,  the findings also revealed that gifted students „liked‟ 

to participate in these programmes, if they were available and 67% of the students thought 

that the extension programmes that schools offer were „enjoyable‟, with only 17% of the 

students not finding them so. It seems that it would be useful for the Ministry to review the 

gifted programmes offered to schools of the Kingdom.  

.2.  Strategies for learning  

It was interesting to note that a relatively large number of gifted students (45%) often 

„missed significant points during class‟ because they were thinking about „other things‟. 

These results need explanation. Possible reasons are that there are too many subjects in the 

offered curriculum for them to focus on or that learning effectively or that the teaching 

methods may have excessively focused on memorization and teacher-led lessons without 

much student involvement interactions and discussions. The students may have also felt 

that the offered curriculum was too easy, leading to a loss of concentration. A related 
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explanation was that what they heard in the classroom was not challenging enough and so 

were tempted to seek other ways to occupy their thinking.  

One of the very interesting findings was that most of the gifted students were keen to 

understand the materials which they studied. 61% formulated questions to help themselves 

to focus on their reading. The results revealed that the students developed useful ways of 

studying and reviewing what is taught in the curriculum. They always wished to 

understand and think during the learning process as opposed to memorising. Current 

cognitive psychology recognises that effective learning is correlated to an active 

commitment and processing of information. Learning is considered, by many, as a thinking 

sub-product and strongly related to thinking (Cano-Garcia and Hughes, 2000). The 

researcher had no indicators that teachers adopted any models for higher order questioning 

or thinking in their teaching. In most countries where gifted education has been in 

existence for a number of years, Bloom‟s taxonomy (a well-known theory that is not a 

theory of intelligence but strongly relates to intelligence and thinking) is used as a 

framework for introducing higher cognitive challenges in lessons. Bloom (1956) 

formulated this taxonomy that consists of six levels: knowledge (remembering previously 

learned material), comprehension (ability to grasp the meaning of material and convey it to 

others), application (ability to use learnt material in new contexts or situations), analysis 

(ability to break down data into significant component parts), synthesis (ability to create 

new structures using combinations of learned parts) and evaluation (ability to judge 

material in terms of its value for a given purpose).  

The importance of differentiating lessons for the gifted has been highlighted in several 

studies in the past decades (Reis, 2007). The Classroom Practice Survey (Archumbault, 

1993), carried out to determine the extent to which gifted students receive differentiated 

instruction, showed that 61% of the teachers had no training in  developing teaching 

strategies for gifted children. Westberg et al (1993) found little differentiation in 

classrooms, based on 92 observation days. This shortcoming is being addressed through a 

variety of strategies such as curriculum compacting, where the curriculum is modified to 

eliminate previously mastered work (Reis et al, 2003). The lack of challenge and the 

ramifications of this lack of challenge for gifted students has been highlighted by Reis 

(2007) who warns us with the serious message that if instructional materials are not above 

the students‟ current level of knowledge and understanding, learning is less efficient and 

intellectual growth may stop. This is consistent with theories that suggest that gifted 

students are distinguished by their capability to be engaged in higher levels of thinking and  
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programmes such as Critical Thinking should be made available to them (Renzulli, 2002),

the American Education Office (Marland, 1972)  and Clark (1992).  

The study‟s finding demonstrated that most of the gifted students are distinguished as 

being independent learners and adopting study skills, such as preparing questions with 

answers, thinking and analysing ideas, writing notes and revising before tests. It also 

showed that the students took notes when they are confused in class to clarify things 

afterwards. The students demonstrated the ability to organise their study time from the 

beginning of the academic year, 43% of the students stated that they found enough time to 

read or review their notes before an examination, although 38% did not find enough time 

to do this, with 19% not giving a specific answer. These results indicate that most of the 

students focused on their studies from the beginning of semester and not just during the 

examination period. 

43% of the gifted students did not work on their own without anyone‟s help, 38% worked 

independently and solved problems alone, while 20% could not decide on whether they 

agreed or disagreed about asking for help.  In addition, 51% of the students asked for help 

from other students, and 28% of them did not seek help from peers, when they did not 

understand something. This shows a number of gifted students have self-reliance in the 

face of difficulties, while a number of them seemed to believe that co-operation in the 

solution of a problem is very important.  

.2.6 Social Life   

What is the social life of the gifted students? The findings and some other studies in 

Chapter Two, such as that of Emmanouilidou (2007), indicate that most  gifted students are  

distinguished by „loving‟ their  friends and being able to create good relations with others 

in addition to being interested in mutual visits between relatives. This seemed to be the 

case with the students who responded to the questionnaire. It was revealed that the 

majority of gifted students (90%) had a high number of friends with only 3% having very 

few friends. The importance of directing gifted students to select positive friends in order 

to benefit academically and practically and discourage anti-social behaviour or neglection 

of their study has been highlighted by some experts (Dixon, 1996). Dixon‟s study 

confirmed that gifted students can face several possible risks such as alienation, a feeling 

of isolation and being rejected by their peers and society members. Potentially, this can 

push these students into adopting behaviours that can be devastating for the self, including 

academic failure, drug use, alcohol, depression, indifference or even suicide. As far as 

going to parties is concerned, most (76%) enjoyed attending parties, but 9% did not enjoy 
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them and 15% of the students were neutral about this social activity. In addition, regarding 

visiting other members of the family, it was an enjoyable activity for 87% of the gifted 

students and only 5% of them did not enjoy this. These results and ones earlier in the 

previous sections state clearly that gifted students in this study have the ability and 

appreciate the opportunity to establish good relationships.  

The Gifted students in this study not only cared about having good relations with others, 

but also about identifying friends who could help them to share problems with their 

studies. The majority of gifted students (79%) were interested in identifying students in 

their class that they could ask for help, in case they needed it. Only 8% of the participants 

did not know where to ask for help. This result indicates that gifted students are keen to 

take advantage of their relations with their classmates within the school.   

.2.7 The academic and non-academic out of school activities  

Which are the academic and non-academic activities that gifted students are involved in 

after their regular classes? With respect to academic activities, the majority of gifted 

students spent between 1- 4 hours a week studying, finishing their homework, writing 

notes and taking part in group discussions. Most gifted students spent 1-4 hours per week 

in the library (17 % did not go to the library and 11% of them spent 5-10 hours in the 

library). Another activity that gifted students dedicated 1-4 hours per week was to 

memorising the Quran, with 33% of gifted students spending between 5 and 10 hours on 

this activity, while there was 6% who did this for more than 11 hours weekly. Based on 

these results, it is obvious that most gifted students spend more of their time studying. 

Many of the students occupied between 5 to 10 hours a week memorising the Quran; this is 

an indication of religiosity in this region. Reading and memorising the Quran is regarded 

as something special and virtuous for Muslims and this is because 100% of the population 

of the Kingdom is Muslim.  

Responses to the questionnaire also revealed that gifted students also spent some time on 

non-academic programmes. For example, it was reported that many of the gifted students 

(47%) met their friends for 5-10 hours per week with 45% of them spending 1-5 hours 

socialising. 50% of the students spent 1- 4 hours weekly on computer games while 37% 

devoted 5-10 hours.  

Generally, the findings revealed that gifted students did not spend much time taking part in 

sports programmes compared with other academic programmes. Half of the students spent 
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1-4 hours per week on a sport, 34% of them spent 5-10 hours, while just 9% of them spent 

more than 11 hours on sports.  

It was interesting to note that 15% of the students did not go out with friends. Reasons can 

only be speculated on. Gifted students were probably studious and tried to save their time 

by not going out of their houses so as to devote that time to study. They may have also felt 

that they had many academic obligations which limited their free time, or perhaps their 

families may have influenced their children to reduce the number of times they go out with 

their friends. Saudi families are known to prevent their teenager children from frequently 

going out.  

The results also showed that the number of gifted students who used the internet and chat 

rooms was not large. The reasons for this may be the absence of the internet in their 

houses; or it may that their families forbid them to use the internet, so that they will not be 

targeted by unfamiliar people through the internet. It may also be that the gifted students 

felt they needed to spend their time on other seemingly useful things which could help 

them improve their academic achievement rather than spending time on the internet. 

7.2.8 Concluding remarks  

Based on the results of the questionnaire analysis, the emerging picture of the Saudi gifted 

student is one that belongs to well-educated, affluent parents who have high expectations 

of their children. The children see their parents to be supporting them both spiritually and 

materially. They were eager to please their parents and had high ambitions and aspired 

decided to follow professional careers which were consistent with their family background 

and expectations. They have been selected to have membership of gifted cohorts based on 

their academic ability as demonstrated in IQ tests and other types of test. Most of the gifted 

children seem happy, well-adjusted and conformist who respected their teachers and like 

their schools. They enjoy social life. Most have worked out effective strategies for 

independent learning. It can only be speculated whether the gifted students experience 

tensions between the inherent creativity many of them possess, as referred to in Chapter 

Two, and the cultural expectations of conformity and rules.   

Most of the students knew they were on the gifted programmes and felt this helped them to 

do well. Their preferred subjects were Mathematics, Science and learning the Quran and 

did not find English lessons easy. Some of the responses to questions and observations 

suggested that the teaching methods were based on a transmission model and a large 

number of students felt that the lessons were „easy‟ although they liked „challenging‟ tasks. 
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It appeared that tasks were not differentiated. Enrichment programmes were offered and 

the students who attended them seemed to have enjoyed them. 

It is possible that children who may have the potential to do well, but are from poorer and 

not well educated may not have been identified as gifted. Based on the responses to the 

questionnaires, it also seems that the concept of giftedness adopted a uni-dimensional view 

of ability which can be identified by academic tests and IQ scores.     

7.3 Analysis and Explanations of the responses from practitioners‟ questionnaires   

In this section themes emerging from the second dataset based on the questionnaire survey 

carried out of 52 professionals who worked with gifted children – head teachers, teachers 

and social workers and administrators and designers of the gifted programme - will be 

presented. The questionnaire was designed in such a way that it focused on two main 

themes: the identification of gifted students and the nature of provision for them. Sub-

headings are used to highlight items within the two main themes. Emerging themes from 

this section will be discussed along with the themes that are raised from the interviews 

with the practitioners, which are presented in the next section.  

7.3.1 Issues relating to the Identification of gifted students 

7.3.1.1 General awareness of definitions and documentation   

As identification of giftedness is bound to be closely related to the working definitions of 

giftedness, respondents were asked about their awareness of the Saudi Ministry‟s definition 

of giftedness. Most of the respondents (69%) replied that they were aware of a formal 

definition of giftedness by the Ministry of Education, but also although 31% of them had 

stated that they were not aware of such a definition. Why almost a third of those who were 

surveyed were not aware of the existence of a definition needs explanation. This may be 

because any publications documenting definitions and procedures provided by the 

Education Ministry had not reached all the people concerned or that they were not 

sufficiently interested to make themselves familiar with any guidelines. This was an issue 

which the researcher decided to pursue during interviews with the professionals.  

A substantial number of participants (58%) reported that their schools had only very 

recently established an identification programme for the gifted in the last one-to-three-

years. Five out of the 52 respondents replied that they did not know there was such a 

programme. Results also indicated that most of the participants (58%) stated that the 

identification programme of their school had not changed since it had been introduced. It is 
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important to point out that 23% of the participants were not aware if there were any 

changes, which is hardly surprising as many were not initially aware that there was a gifted 

programme in the first place. These results do suggest that strategies should be developed 

to make those working on gifted programmes are made aware of national developments.   

7.3.1.2 Methods of identification  

Now, to focus on the methods used for the identification of gifted children by the Ministry; 

42% of the respondents chose verbal reasoning, intelligence and creativity tests as a 

method of identification which was similar to the responses from the students themselves. 

Standardised tests were in fact very popular for the identification of giftedness (40%). The 

teacher nomination method was also popular with 33% of the respondents and 23% of the 

participants indicated that primary school nominations were also used as a method of 

identification method. Other methods selected included the use of a checklist of 

characteristics (19%) and parental nomination (11%) or specialist teacher referrals. It is 

clear that there is a heavy reliance on tests for identification purposes.  

The workers were not sure who would be the appropriate official authority who should be 

notified about identified gifted children or who was responsible for registering the gifted. 

Most of the participants (65%) replied that they would contact the Department of Gifted in 

the Education Administration for registration, whilst 19% replied that it was the 

responsibility of the school administration and 11% selected the General Administration 

for Gifted Students of the Ministry of Education. These results highlight the need for 

sectors to communicate more effectively with each other and have clearer guidance on 

procedures as well as the roles and responsibilities of personnel with regard to identified 

cohorts of gifted students. However, it was noted that the majority of the respondents 

(79%) working in schools did keep a record of their gifted students, although there are 

some schools which did not keep a record of their gifted students. This was also noted by 

the researcher through his visits to some schools, where head teachers did not know the 

number or names of the students who were classified by the Ministry of Education as 

„gifted‟ in their schools.    

Another interesting finding was that there was little agreement among professionals 

concerning the percentage of gifted students in their schools, with 33% of the participants 

not being aware of the number of gifted students in their schools. 25% thought that the 

number was less than 2% of the school population and 21% indicated a percentage 

between 2 - 4%.The results illustrate a lack of shared understanding and agreement 

between workers about the number of gifted students in their schools. Again, this 



 205 

highlights the importance of greater clarity, amongst professionals, about registration 

processes and procedures for following up gifted students‟ progress. The study of Abu 

Nyan et al (1997) has pointed out the weaknesses of the methods that were used in the 

Kingdom‟s schools. 

7.3.2 Aspects of Provision 

7.3.2.1 Extension programmes 

What are the provisions for gifted students in Saudi Schools? 50% of the participants 

indicated that their school provided academic extension for its gifted students during 

school hours, at the same time 44% of them replied that their school did not have this, 

again highlighting the possible lack of clarity and communication. The figures do however, 

indicate that there is a shortage in the number of programmes, from the viewpoint of the 

workers, confirmed also from the student responses and notes the researcher kept during 

the time of the investigation. In addition to a perceived lack of such programmes, there was 

an expressed shortage of gifted programmes after school hours. The results showed that 

65% of the participants replied that there were no such programmes at their schools, 

whereas 29% indicated there were. The researcher had also observed that non-academic 

programmes were very few in the schools as verified by the 69% who reported that their 

schools did not have any non-academic, after-school activities for the gifted students; only 

27% responded to the contrary. These results suggest that many schools within the area 

where the study was conducted did not have sufficient provision for gifted students in 

terms of extension programmes.  

The findings did show that some schools had access to other programmes, in addition to 

the academic and non-academic programmes within their schools - such as summer 

schools (50%), Thursday Master Classes (8%) and Learning Excursion Programmes (2%). 

No school had a „Children‟s University‟ Programme, but 10% reported that there were 

other out-of-school programmes. These results suggest that the number and nature of such 

programmes need to be reviewed, taking into account the wishes of the gifted students and 

the perceptions of the practitioners. 

7.3.2.2 In-class provision 

In response to the question exploring the level of provision for gifted children, some 

weaknesses within school provision were highlighted.  A large number of the respondents 

(82%) stated that there was no in class differentiation offered, although  46% of the 

participants replied that enrichment programmes were offered and 29% reported that they 

had  advanced groups or „sitting across‟ in single year groups; 17% of the participants said 
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that they had an advanced group or sitting-across-in-more-than-one-year group. Finally, 

4% reported they offered an acceleration programme which is another form of provision 

offered to gifted students in many countries. These suggest a need for reviewing the 

current level of provision and the type of service programmes available for gifted students 

in these schools.  

7.3.2.3 Policy related issues in provision  

Following these findings, a lot of other services were also considered to be absent or small 

in number. This was shown by many of the workers who replied that there was no policy 

for the gifted students of their schools (55%) and 89% reported that they did not have a 

special teacher responsible for gifted education. Furthermore, 60% answered that there 

were no specially designed classes for the gifted students. These findings suggest that a lot 

of schools may be lacking in specialist teachers in the field of giftedness. This was an area 

the researcher planned to explore further through his visits and interviews. It was also 

found that there was confusion about the name of the official person who registers the 

gifted cohorts. This highlights a real limitation, as the workers were not sure of which 

person was responsible for the coordination of provision for the gifted student was. Some 

named this person as the „gifted teacher‟ (44%), as the „the gifted students‟ practitioner‟ 

(19%), a „social worker‟ (17%) or the „teacher‟ (6%). This result suggests a lack of clarity 

about the person who should be responsible for co-ordinating provision for gifted students 

in these schools and this may have serious implications for making effective provision. 

It was also clear from the findings that social workers did not play a major role with gifted 

students, despite being considered by the Ministry to be one of the most significant 

specialists to support gifted children and who are to play a positive role in activation of 

gifted programmes. 64% of the respondents replied that the social worker did not work 

with the gifted with only 27% replying to the contrary and 10% did not even know about 

their role. These results indicate the importance of activating the role of the social worker 

to work with gifted programmes in these schools. 

Most of the participants (64%) reported that there were no special schools for the gifted in 

Saudi Arabia, but 15% reported that there was such a type of school. But, there was 

agreement on the perceived number of special schools for the gifted in Saudi Arabia, as 

92% of the respondents replied that there were no special schools, and 8% of the 

respondents mentioned there was „one‟ such school. The results indicate a lack of 

awareness among workers, particularly as there are in fact two special schools for gifted 

students in the area where the research took place, again highlighting the lack of 

communication between parties involved in gifted education.  
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It seems that many of the workers had no definite knowledge about the gifted programmes 

and services, which raises questions about how such workers or the students can benefit 

from the services and programmes offered if they are unfamiliar with them. This can 

inevitably lead to the families of students not knowing about what is on offer. All of this 

suggests that the Ministry should publicise available services for gifted students through 

brochures, workshops and advertisements much more widely. 

7.3.2.4 Aspect relating to the training of workers   

It emerged that some workers (63%) knew of the existence of training programmes to 

teach gifted students, but there still remained a group of them who were not aware of such 

programmes (25%). Moreover, 73% of them indicated that they themselves had not taken 

any type of training in the field of giftedness, but 27% had had such training. These results 

indicate that many of the staff work with gifted students without any special training in the 

gifted field. Al-Ghamdi (2007) confirms that the lack of attention to manpower trained in 

basic education in the Kingdom is one of the administrative obstacles in catering for gifted 

students, since the lack of such skills will not help to establish and regulate the use of 

adequate and effective methods for the detection of talent and making provision. 

This impels us to ask how workers felt able to deal with a group about whom they had very 

little expertise. There could be misunderstandings and experimentation with children‟s 

education. It seems many of the workers felt there as insufficient support for them within 

the gifted field. The perceived inadequacy of the training programmes for the workers was 

one of the themes noted by the researcher during his visits at the time of the investigation  

Since the workers were not satisfied with the workshops that they were offered, they 

suggested the need for more useful workshops in the gifted field, with 38% mentioning 

that training in identification methods would be helpful; 12% suggesting that ways of 

dealing with and caring for the gifted would be helpful; 12% regarding the ways of 

developing and cultivating giftedness as an important area of teacher training. 8% of the 

respondents believed that training needed to focus on the latest developments in gifted 

education; and finally, 8% of the participants believed that training needed to focus on 

ways of condensing the syllabus. All these underline the need for a review of the training 

provided for practitioners. 

The definition of „gifted students‟ that the Ministry was using was perceived in various 

ways by the participants. 35% of the respondents felt that it was very good, 27% replied 

that it was good, 14% rated it as satisfactory, but 14% viewed it as being bad. The result 
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shows that there is certainly a number of workers who are at least not entirely satisfied 

with the definition of giftedness given by the Education Ministry. Possible reasons could 

be that the concept of giftedness was not clearly expressed by the Ministry or not having 

clearly written policies.  

7.3.2.5 Concluding remarks  

Responses to the questionnaires by the practitioners suggest a mixed picture emerging. 

There seems to be a lack of communication and sharing of information about what is 

expected from schools and what was on offer. There was a strong suggestion that the 

predominant method of identification as test based with some other forms of identification 

used by some. The need for shared understandings of the concepts and definitions was 

highlighted.   

With regard to the nature of provision, there was a perceived lack of extension 

programmes which was also highlighted by the students. Perhaps a major weakness in 

provision is the lack of differentiated provision within the classroom where the students 

spend most of their time. There were some instances of acceleration and advanced learning 

opportunities being provided. With regard to policy issues and knowledge about what was 

available for gifted students, greater clarity was needed. The social workers‟ role needs to 

be defined more clearly. It also seems that staff training issues and needs should be 

carefully reviewed and any shortcomings rectified.    

7.4 Analysis and explanations of the practitioner interviews  

In this section, the themes from the third dataset - interviews with 15 practitioners who are 

major players within gifted education in Saudi Arabia - are presented. The in-depth, semi-

structured interviews helped to contextualise and supplement the quantitative information 

gathered. It also helped to triangulate the data from other sources, thus enhancing the 

validity and trustworthiness of the findings.    

7.4.1 Establishment of gifted education  

The majority of those interviewed indicated that the gifted programmes in the Kingdom of 

Saudi Arabia are still new and restricted to certain areas which need development and more 

financial support. They felt that further development was required in several aspects, such 

as a review of the curriculum, staff training and the programmes offered to the students. 

The need to review the existing methods of identification was stressed. It was also pointed 

out that what was available should be more widely available in more regions. This is in 
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agreement with other studies such as that of Almarefah (1999), have commented on these 

which can weaken gifted education in Saudi Arabia. The issues of early identification and 

providing for gifted students earlier in their lives were raised.   

7.4.  Definitions of a Gifted Student and issues relating to identification  

The majority of the interviewees reported that gifted programmes and the definition of 

giftedness were narrowly focused on those who get high marks in academic subjects. 

Students were identified as „gifted‟ through academic tests, supplemented by some use of 

Creativity and Wechsler tests. They also felt that current gifted programmes accepted 

students who had high marks in school subjects, and did not consider other abilities such as 

Sport, Creativity or Communications. This was consistent with the information gathered by 

the researcher during his visits to schools and programmes for the gifted. This aspect was 

also highlighted in the questionnaire responses from the students and that of the 

practitioners, which were presented earlier in this Chapter. 

There also seemed to be a lack of systematic use of identification procedures. Names of 

identified cohorts of gifted children were kept centrally, which was not always accessible 

or updated. The ranges of identified gifted students were cited to vary from 2 to 5%.   

This weakness of a narrow focus on academically gifted students has been highlighted by 

experts throughout the past two decades. Recent theories emphasize the importance of 

using a broadened conception of giftedness, which include a multi-dimensional view of 

ability where Creative Arts and Sports would be given equal status as academic talent. 

These have been discussed in detail earlier in this Chapter. The view of the practitioners 

suggested that gifted programmes must be designed in such a way so as to provide 

opportunities for nurturing the gifts and talents of all groups, not just those who are 

academically talented.  

7.4.3 Communication issues  

There seemed to be a lack of communication between different stakeholders. There was 

some confusion between the workers themselves regarding who actually was responsible 

for registering „gifted‟ students. It can be assumed that if the workers themselves did not 

know who was responsible for aspects of gifted education it was unlikely that the students‟ 

families would be fully aware of what gifted programmes involve and what was on offer.  

The interviewees stated that the number of Care centres for gifted students in the Kingdom 

was 31 for males and 20 for females till the year 2005. Although the number of such 
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Centres was increasing, in comparison to the results of previous studies, this number was 

still too small considering the large number of districts in the Saudi Kingdom and the vast 

areas they cover. One of the practitioners summarized the responsibility of these Centres as 

the „identification‟ of gifted students and sponsoring of programmes for during and after 

school hours and in the holiday period. The staff working at the Centres were expected to 

provide support and encouragement for mainstream schools including the provision of 

manpower and technical support for newly established programmes. It was also stated that 

the number of employees in each of the Centres was too small for it to effectively play its 

role in working with the Ministry on specialised programmes for the gifted. Although the 

role of the Centres was known to the practitioners it was stated that, there was insufficient 

expertise and a lack of experience amongst the personnel. Al-Ghamdi (2007) had observed 

that the lack of attention to manpower who are trained in gifted education in the Kingdom 

was one of the administrative obstacles to catering for gifted students. The lack of such 

skills would not help to establish and regulate the use of adequate and effective methods 

for the detection of talent and provide proper and thorough care for them.  

7.4.4 Academic and or non - academic extension programmes 

What did the Ministry of Education provide for gifted students in their schools? Most of 

the interviewees stated that the Ministry of Education was making   an effort to provide 

both academic and non-academic programmes for the gifted. These were enrichment 

programmes, such as evening sessions, Thursday programmes and summer forums. In 

addition, the Ministry had introduced some training programmes, such as mutual thinking 

strategies, remote thinking and problem-solving. However, it was felt that the enrichment 

programmes provided were very few to meet the needs of the large number of schools in 

the Kingdom. As some of the interviewees indicated, these programmes were only 

available in 123 schools out of the thousands that were all over the Kingdom during 2005. 

These programmes also faced some difficulties such as lack of financial support, which 

required some schools to seek donations from businesses. The lack of choice for the 

students forced them to attend programmes which may not have been suitable, thereby 

causing weariness for both the students and teachers. A lack of personnel in running the 

programmes also made it difficult to implement programmes which were offered.  Some 

teachers were dissatisfied with the programmes as they had no clear idea about what these 

programmes offered, which led to resentment because their students experienced 

programmes which they did not know enough about.  
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These views  are consistent with those of previously mentioned studies such as 

Alemselm‟s and Zainal‟s (1992b), who stated that gifted students‟ programmes in the 

Kingdom are facing many  problems, especially a lack of facilities as well as experienced 

and qualified workers. Alemselm and Zainal (1992b) emphasised that the absence of 

educational devices and an absence of facilities that are required for gifted students‟ 

programmes led to difficulties which prevented provision for gifted students matched their 

needs. The absence of specialised teachers in designing and carrying out the programmes 

and activities for gifted students remained a problem. 

Having a Care centre for gifted students in every city in the Kingdom was one of the 

suggestions made by the practitioners. It was reported that there were 18 specialist teachers 

in the whole of the Al-Qasim region, although there are hundreds of schools in that area. It 

was pointed out that this number of teachers did not serve all the students‟ needs in the 

programmes for the gifted, as the ratio between teacher and student was clearly 

unbalanced. In addition to this, a number of practitioners felt that there should be a full-

time teacher responsible for gifted students in every school. „Acceleration‟ programmes 

were not activated in the Kingdom except in some restricted regions despite the fact that 

the education system recommended this as a strategy. 

7.4.  Private Schools for the Gifted 

Does the Ministry of Education provide Private Schools for the Gifted? Most 

interviewees were aware of the existence of two private schools for the gifted in 

the city of Burideah. These schools focused on students with high academic 

ability. One of the interviewees stated that a student must get 90% marks in all 

subjects to join this school. This may result in several gifted students who are 

talented in other fields such as Creativity and Sports not being allowed to attend 

these schools.  

There were some disagreements between the interviewees about the role of these private 

schools. Some felt that the decision to have such schools strengthened the focus on the 

gifted and develop a competitive environment. However, others were of the opinion that 

such private schools had a negative impact, such as creating negative competition between 

the gifted, isolating the gifted students from society, causing the gifted to be selfish and not 

fostering a co-operative spirit between the students.  
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7.4.6   Future plans  

During the interviews, it was revealed that the Ministry had planned new initiatives for the 

future with the objectives of:  

 Increasing the allocated funds for gifted students. 

 Establishing Care centres for the gifted in each education administration as a 

minimum. 

 Having more qualified and full-time teachers in each school for the gifted. 

 Establishing a private gifted students‟ academy. 

 Introducing new routes for training the gifted teachers in the schools and colleges.                             

7.4.  Staff training in the gifted field in the schools   

Many of the interviewees who had attended courses on gifted education. However, they 

claimed that such programmes were only available for the employees and teachers at the 

gifted Care centres. More than 80 courses for employees all over the schools of the 

Kingdom were offered during 2005. But it was also noted that these courses were few in 

number compared to the total number of schools in the Kingdom. In addition, these courses 

focused on just the workers who work with the gifted, which is considered a weakness 

because they felt that all courses should be available to all the workers in schools, 

especially the head teacher and class teachers as they are the ones who regularly have to 

deal with the gifted.  While taking notes, the researcher had noted that many of the courses 

on offer on gifted education tended to be theoretical rather than practical. For example, 

most of the courses were conducted as „lectures‟ rather than as „practical‟ workshops. This 

suggests that these courses may not adequately train the teachers to apply their skills in 

practical situations within the classroom. 

7.4.8 Concluding remarks  

The emerging picture of gifted education, based on the interviews with practitioners, is that 

much effort was being made by the Ministry to offer an effective programme for gifted 

students. There were ambitious plans to expand and enhance provision. The interviews also 

highlighted a number of issues which needed attention. A re-thinking of the concept of 

ability and a more effective system of identification which acknowledged multiple talents 

was required. Problems which were highlighted included a lack of sufficient financial 

allocation for gifted education, a need for more effective communication, a lack of staff in 

the gifted Care centers and inadequate co-ordination between the „gifted‟ schools and 
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centres. The need for a review of the nature of the curriculum, updating practitioners on 

recent developments in gifted education and more training for the practitioners was raised.  

In conclusion, the results from the interviews were consistent with the responses to 

questionnaire which were distributed to the gifted students and to the practitioners as well 

as the contents of the researcher‟s notes.  In most cases, the themes that emerged from the 

interviews confirmed earlier findings.  

7.5 Further discussion 

The responses to students‟ questionnaires raised some important themes which were 

discussed in some detail in section 7.2. In addition to these themes additional issues and 

insights were highlighted by the responses from the practitioners‟ questionnaires and 

interviews with personnel involved in gifted education. In this section these additional 

themes are discussed, making references to earlier discussion where appropriate. 

Interpretations of the findings are presented and questions raised supported by a range of 

literature.    

7.5.1 Issues relating to identification of gifted students  

The identification of gifted students is one of the major areas explored through this study 

and is one of international significance. Based on the data gathered, a number of issues 

may be raised. Some of these are as follows:  

 Practitioners in Saudi Arabia sought greater clarity and more effective methods 

and training in methods of identification 

 Identification was predominantly based on a narrow definition of giftedness as 

demonstrated by academic ability, test scores and IQ tests.  

 Creative and sport talents seem to have a lower status  

 It seems that most students were identified rather late in their school life. 

 It seemed that the identified cohorts of gifted children belonged to affluent and 

well educated families, raising questions of equal access to programmes and 

inclusion.  

7.5.1.1 The complexity of identifying the gifted 

As a background to the discussions, it must be pointed out that the whole concept of 

identification of a cohort of children and expressing them as a percentage measure and 

referring to them as gifted seems to have posed the greatest challenge to the teaching 
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profession around the world and was highlighted in the UK during the first phase of 

implementation of the government policy on gifted education (Casey and Koshy, 2005a). 

According to Eyre (2001), identification issues were presenting the most concern for UK 

schools at the start of the gifted education initiative. Eyre maintains that although the gifted 

and talented programme has enjoyed a good deal of success in raising awareness of the 

need for enhanced curriculum provision, the creation of the cohort has been the most 

problematic part of the policy.  

A careful analysis of available research literature provides some explanations of the 

difficulties, one of which is the terminology itself. A universal acceptance of the semantics 

of the terminology has been difficult due to a range of social, economic and political 

perspectives in the UK so a unified definition could never materialize (Koshy and Casey, 

2005a). Significantly, Freeman (1998) uses the title Educating the Very Able for her review 

of international research which was commissioned by the British government. In her report 

she throws some light on the nature of the complexity by stating that there are over 100 

definitions to describe these pupils such as very able, high ability and the troublesome 

word gifted (as she puts it whether such difficulties existed within the Saudi programme 

was not explored in this study although it is a practical aspect which needs to be raised. 

How did the teachers feel about the terminology? Was it the complexity of the term itself 

that posed difficulties?  As was discussed in Chapter Two, in the 1950s the term gifted was 

used on the basis of the results of Intelligence Quotient tests carried out by Terman (1925) 

for the purpose of selecting pupils for specially designed educational programmes.  

Terman used a cut-off point of an IQ score of 140 for selection, although exceptions were 

made to select pupils down to a score of 135 (Feldhusen, 2003). An IQ measure can predict 

academic and examination success (Renzulli, 2005). It seems that this view of ability is the 

one being used in the Saudi context where this study was conducted. A broadening of the 

concept of ability and research in the last few decades has led to a revision of Terman‟s 

uni-dimensional definition of giftedness based on IQ scores.  Perhaps a review of the 

present policy would be useful. Another related issue which was highlighted was the 

narrow definition of giftedness. In the UK context, the British government‟s definition is:  

Broadly speaking, ‗gifted‘ pupils are defined as those with ability in one or more 

curriculum subjects, while ‗talented‘ pupils are those with talents in sports or 

creative arts (Dracup, 2003).   

In the Saudi Arabian context only the term gifted was used; and this was mainly to 

describe academic ability.   
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7.5.1.2 Early identification  

The study revealed that the identification of gifted students took place mostly in the 

teenage years. This aspect may need re-consideration. Research has shown the importance 

of early identification and provision for younger gifted children has been highlighted by 

Bloom (1985) who studied world-class achievers in sports, arts and academic subjects. His 

case studies showed that giftedness can be observed in early childhood and that many of 

the eminent achievers were introduced to the area of their talent by their families early in 

life. In the context of the launch of his Multiple Intelligences theory, Gardner asserts  

(1983) that it should be possible to identify an individual‟s intellectual profile (or 

proclivities) at an early age and then draw upon this knowledge to enhance that person‟s 

educational opportunities and options. Should gifted students in Saudi Arabia be identified 

earlier in their life and their gifts and talents nurtured?   

7.5.1.3 The need for flexibility in the identification process  

It also needs to be pointed out that recent literature (Sternberg, 2000: 55) supports the 

concept of giftedness as developing rather than developed expertise. Sternberg maintains 

that this expertise is not an end-state, but a process of continual development  He asserts 

that gifted individuals need to continually be developing the kinds of expertise that render 

them gifted and that if they do not, they stop being identified as gifted or become gifted has 

beens. Further support for the developing nature of giftedness comes from Clark (2001: 5) 

who challenges the concept of the genetically inherited, immutable view of intelligence as 

being no longer valid. Based on brain function research she declares: 

Intelligence must be considered dynamic just as the growth of the functions of 

the brain is dynamic with higher levels of intelligence actualised only when 

appropriate challenge is provided. 

If we subscribe to the theory what giftedness can be developed, there are significant 

implications for the identification process itself. Heavy reliance on test scores and having a 

list of gifted students based on test performance may mean missing students who may not 

demonstrate high ability at the time of taking tests, but may emerge as possessing high 

ability at a later stage. The need for flexibility and constant revision of gifted cohorts 

would be necessary.      

Another aspect to be considered is the kind of flexibility needed in the identification 

process with reference to student who may not do well in tests, or lacking in confidence for 

all sorts of reasons or have serious social and economic deprivation. The need for adopting 

an inclusive strategy should be considered. There needs to be more effective strategies for 

identifying latent talent and the talents of pupils who do not exhibit talent in the traditional 
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sense. Studies carried out by Casey and  Koshy (2002) support the existence of submerged 

talent (Koshy and Casey, 2005a) in inner-city schools in London which may often go 

unrecognised,  due to external factors such as lack of parental support, problems of staff 

recruitment within their schools, lack of motivation and the absence of a  robust knowledge 

framework due to poor schooling. The authors found that many children in inner-city 

schools who showed their street-smartness in problem solving activities scored relatively 

lower marks in academic tests.   

7.5.1.4 Using a variety of sources of information  

In Chapter Two the most commonly used methods for the identification of gifted students 

were listed. Using IQ tests was one of the ways employed to measure ability which 

involves determining the level of ability using an IQ score above which a child is referred 

to as gifted. In the most commonly used Wechsler test, a score of 130 is used as a cut-off 

point. Although the use of IQ tests is contested in terms of their limitations - cultural bias 

and its inability to measure subject specific skills and multiple talents – it is still used in 

many countries and this is the case in Saudi Arabia.   

Koshy (1997) maintains that teacher recommendation based on teacher assessment should 

be a favoured and effective option because teachers, along with the parents, are in the best 

possible position to make judgements about children‟s abilities. This method was only 

used by a small number of teachers. The advice from Freeman (1998) would be a useful 

reference point for the Saudi policy. Freeman recommends the use of outcomes of 

particular tasks „and not test scores‟ for smaller groups, and discussions related to subject 

as a method of teacher identification. Freeman also suggests that motivation and interest 

may also be indicators of giftedness and that multiple sources of information should be 

used for identification and that out of school activities may give valuable information to 

the teacher. 

Checklists, from both parents and teachers, which are are commonly used in the 

identification of gifted students did not get mentioned by any of the respondents as a 

method used for identification. The other noticeable feature was that parents did not play a 

vital role in the identification process; this is important as parents are the individuals who 

know their children better than most and n see their children in various contexts, including 

social situations.   

To conclude, two strategies could be employed in order to improve aspects of 

identification of gifted pupils. First, practitioners need to have clear guidelines on 
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identification procedures which should take note of the best available international theory 

and research. Secondly, there should be practical workshops for all those who are involved 

in the identification process to help them to acquire a shared understanding of the process.  

Practical sessions could also include moderation of how students are identified, as well as 

team discussions of how to improve the process. 

7.5.2 Issues relating to the provision for gifted students  

The study explored several aspects of provision for gifted children in Saudi Arabia. Based 

on the data collected, this section discusses the following themes that emerged. 

 Enrichment projects were provided for the students and it seemed that most 

students enjoyed these although attendance at these was patchy. There was a lack 

of information of what was available and many practitioners themselves were not 

aware of what was available. The need for more enrichment projects was raised. 

 There was strong indications that more attention need to be given to strategies for 

in-class provision such as differentiation 

 The need for more training and workshops for teachers and for those who were 

working with gifted students was highlighted.  

 Although there were suggestions that some accelerated programmes were 

available, provision in terms of organizational structures did not seem to be in 

operation. 

7.5.2.1 Provision through enrichment programmes  

There was clearly a need for offering more enrichment programmes which seemed to be a 

popular means of provision. It would seem that students‟ needs were not taken into account 

in the design of these projects. There was little suggestion of variety or any kind of 

systematic evaluation of quality of these programmes. The programmes appeared to be 

„bolted on‟ rather than carefully designed to make them of a coherent policy of provision 

for gifted students.  

In Chapter Two a number of models of enrichment projects were discussed. Renzulli‟s 

(1994) Enrichment Triad is a well-structured and well-researched model which addresses 

the three attributes of giftedness - above average ability, creativity and task commitment. 

The three components of the model provided enrichment at different levels – in the 

classroom, in small groups, with built in training of skills and individual projects. 

Renzulli‟s model also gives children opportunities to gain knowledge and awareness of 

their own cognitive processes through the strong meta-cognitive component within the 
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model. It would seem that there is a need for greater detail to both the design and 

organisation of enrichment projects and it would be useful for the practitioners to be 

involved in the design and evaluation of their effectiveness.  

7.5.2.2 Provision in the classroom  

Greater efforts could be made to enhance classroom provision. Two basic principles need 

to be considered. First, education should be an enriching experience for all children and the 

starting point for talent development should be within the classroom. An enriched 

curriculum which provides opportunities for challenge would also help the identification 

process. Secondly, as it is generally accepted that giftedness is often domain-specific (van 

Tassel- Baska, 1998), provision should take the special abilities and interests of the pupils 

into account. The sovereignty of the gifted learner and the right of a rewarding educational 

experience can co-exist in a setting where provision is based on a process-rich curriculum 

which encourages curiosity and creativity (Koshy and Casey, 2005b).   

Within the classroom, adaptations would be necessary. There will be pupils who may 

already know what is being taught to the rest of the class as well as those fast learners who 

are capable of mastering what is being taught to the rest of the class within a shorter time 

scale. These pupils would need to be provided with individual or group projects, which 

require them to engage in tasks, offering higher cognitive demand. These tasks may 

highlight the need for learning advanced content and methodology. At some stage 

individual guidance will need to be provided to equip them with these. Within the regular 

classroom, the option for individual students to pursue their special interests could also be 

provided. The time for undertaking these individual enquiries could be provided by some 

kind of curriculum compacting (Renzulli, 1994), which involves streamlining mastered 

material that has already been mastered by pupils.   

Curriculum differentiation is a buzzword which needs to be considered within the context 

of teaching gifted and talented pupils. It may be useful here to note Gardner‟s (1983) 

definition of giftedness as the ability to solve problems or to create products that are valued 

within one or more cultural settings. Two conditions need to be met for a gifted pupil to 

fulfil the above criteria. One is the need to assess the specific abilities demonstrated by 

children, as it is unlikely that a student will excel in several areas and have the capability to 

produce something of outstanding ability in each of those areas. Gardner‟s theory of 

individuals possessing several intelligences does offer a broad framework, for the 

practitioner, for assessing children‟s special aptitudes. The shift in focus, suggested by 

Gardner, is that we should ask „how is he smart, instead of how smart is he?‟ when dealing 
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with gifted pupils. Consideration of an individual‟s best area of talent provides a 

framework for curriculum planning so that opportunities can be offered which maximise 

the development of potential. Then, there is a need to consider the process of learning 

something in depth, going beyond rote-learning and trying to look deeper into the subject 

matter and the methodology of a subject. This would involve considering multiple 

perspectives of an idea and to demystify the complexity of the concepts. This would be 

intellectually satisfying for the student and should provide the intrinsic motivation required 

for following one‟s ideas.  

Bloom‟s (1956) taxonomy, which is a popular framework for posing higher order 

questions and differentiation, which was discussed earlier in this Chapter - enhances the 

learning experiences of all children could be used.  

7.5.2.3 Provision in the classroom through organisation 

There were suggestions that some use of accelerated study was offered to students. If 

pupils were identified as exceptionally able in any area of study, the strategy of 

acceleration can sometimes be considered. Fast-tracking was, in fact, one of the strategies 

recommend by the UK government (DfEE, 1997) for very able students. For the 

practitioner, making sense of the word - acceleration and what it entails - is in itself a 

challenge. Although many interpretations exist, the most common one involves either 

moving children up to a class of higher age group or teaching them content designed for 

older children. This often leads to early examination entry. Advocates of this strategy 

(Stanley, 1991; Van Tassel-Baska (2001) encourage it as a teaching style which provides 

intervention which is intense and is at a faster rate. A system developed by Johns 

Hopkins‟s University in the USA provides accelerated learning programmes for pupils 

who are selected on the basis of mathematics and verbal reasoning. These pupils are 

provided teaching programmes which are described as providing optimal match for their 

ability and currently it serves over 200,000 students internationally ( Van Tassel -Baska, 

2001)  

7.5.2.4 Training for practitioners  

The need for more training of teachers and other practitioners was highlighted both in the 

questionnaires responses and during interviews. As ultimately the quality of how gifted 

children are educated is to great extent depends on the teachers‟ knowledge and 

understanding of issues, this is one area which would require further development. Her 

Majesty‟s inspectorate in the UK (1992) stressed the importance of the teachers‟ role 
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stating that when classroom lesson planning takes the needs of gifted children into account, 

it is likely to raise teacher expectations and achievement of all children. Research 

conducted in other countries indicates that teachers‟ views of high achieving pupils can 

have a significant influence on both the identification process and classroom provision for 

them (Geake and Gross, 2008). Koshy and Casey, (1997) have shown that training sessions 

which provide and opportunities for teachers to discuss the complexities of the concept of 

giftedness and ways of making effective provision can influence their practice. It would 

seem that an extended training programme for practitioners addressing both theory and 

practice in gifted education on all aspects of meeting the needs of gifted children would be 

very useful in the Saudi Arabian context. Such a training programme could include issues 

of identification, classroom planning and practice, the design and evaluation of enrichment 

projects and training in thinking skills, some of which were mentioned by those who took 

part in the study. Of course, opportunities should be provided for all those who work with 

gifted children to attend these sessions. 

7.5.2.5 Features which help to support effective provision for gifted students 

The following features, suggested by Her Majesty‟s school inspectorate in the UK (HMI, 

1992) as contributing to high quality provision for higher ability students would be worthy 

of consideration: 

 Commitment by head teachers and senior management  

 Involvement of staff in in-service training  

 The presence of an active co-ordinator 

 Good Local Education Authority support  

 Close attention to the needs of the individual pupil through differentiation of tasks  

 High expectations of what pupils can achieve  

 A stimulating environment  

 Variation in pace, teaching style and classroom organisation. 

7.6 Summary  

In this chapter the findings of the study were discussed. The discussions were structured 

under the three stages of data collection and analysis:  responses to questionnaires from 

students who were identified as gifted, questionnaire responses from key workers and data 

from interviews with a sample of people who worked with gifted students in Saudi Arabia. 

Field notes were used to supplement the information gathered. Based on the students‟ 

responses a number of issues relating to the nature of the students selected for the 
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programme were discussed. These included the students‟ background, methods of 

identification, their preferred school subjects, school life, attitudes to enrichment 

programmes and work habits. In the second section emerging themes from the second set 

of data, based on the workers‟ responses, were presented. These themes were largely 

consistent with those from the students‟ views. Some important features of the nature of 

gifted education such as methods of identification, nature of enrichment programmes and 

the need for greater clarity and consistency of what was being offered were highlighted. 

In the final section the discussion focused on the themes that emerged from the interviews 

with people who work with gifted programmes who expressed some concerns such as a 

lack of financial allocation, a greater need for co-ordination between schools and gifted 

centres and the need for a review of the curriculum and professional development 

structures. In the conclusion of this Chapter a list of general issues which needed 

consideration and action were listed and discussed further.  

The next Chapter presents the conclusions of the study, its implications and the 

contribution to knowledge. Limitations of the study, personal learning and ideas for future 

research are also presented.          
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CHAPTER 8 

Conclusions and Recommendations 

8.1 Introduction  

This study adds to a very slowly growing body of literature that highlight the importance 

of examining the programmes for gifted students adopted by the Ministry of Education in 

the Kingdom of Saudi Arabia. As far as the researcher is aware, there is very little research 

which investigates the different aspects of such programmes. This study is probably the 

first study at doctoral level which evaluates the gifted programmes of the Ministry of 

Education from the point of view of the students, the schools and the workers involved in 

such programmes.  

8.2 Contribution to knowledge and achievement of the research aims  

What contribution to knowledge has my study made?  Looking back and reflecting on the 

work carried out, it can be seen that an ambitious programme for meeting the needs of 

gifted students is in operation within Saudi Arabia, which is a developing country with a 

different cultural background to other countries such as the USA, where gifted 

programmes have been in operation for several decades.  Due to the special features of the 

social and cultural environment of Saudi Arabia, an assessment of the impact of the gifted 

education initiative there has the potential to make an important contribution to other 

countries considering similar initiatives – especially in many other Arab countries where 

there are no gifted education policies in existence.  The study also makes an international 

contribution to the history of gifted education and its development. This study has 

attempted to provide a map of existing literature on gifted education to navigate readers 

through a complex field of education beset with controversies and conflicting ideologies 

and this has been achieved. It is the researcher‟s intention to have the literature review and 

the study translated into Arabic and widely disseminated.  

One of the personal learning objectives for the researcher in conducting this study was to 

learn about gifted education in general. Undertaking a review of relevant international 

literature on gifted education has provided me with a robust understanding of issues. Based 

on my enhanced understanding of aspects of gifted education, I have identified some 

problems and salient issues in the provision for the gifted in my own country. This is one 

of the main contributions of this study. On the basis of my findings I will be able to make 
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recommendations to support the government of Saudi Arabia to improve the nature of the 

provision offered to gifted students.  

The specific aims of the study were to explore the effectiveness and any possible 

weaknesses of gifted programmes in Saudi Arabia, from the perspectives of all parties 

involved, to draw conclusions about the Saudi programmes and to make recommendations. 

In order to achieve the aims, the following specific research questions were used:  

 What is the nature of the programmes for gifted students in the Ministry of Education 

in the Kingdom of Saudi Arabia? 

 How does the Ministry of Education in Saudi Arabia define gifted students?  

 How does the Ministry identify and support gifted students? 

 What is the nature of programmes for gifted students in the Ministry of 

Education in the Kingdom of Saudi Arabia? 

The study focused on the research questions at every stage of the research, either 

theoretically or practically. The researcher also oversaw the validity and procedural aspects 

of the questionnaire through sitting with students and workers when they answered the 

questions in order to clarify any ambiguity and confusion on their behalf. In the case of 

female students and participants, the researcher had to employ female researchers after 

training them as much as possible in the research methods.  In general, the results of the 

study agreed with many of the theoretical studies mentioned in Chapter Two.  

 The study used mixed methods for collecting information; the researcher obtained data 

with the aid of questionnaires, interviews, observations and documentation. The mixed 

methods employed in the research made it possible to triangulate both qualitative and 

quantitative research. Further to these methods, the study used the electronic program 

(SPSS) to gather and analyse the data as well as to design the tables and diagrams. 

8.3 General conclusions  

The introduction of a „gifted‟ component into national educational policy requires a 

national objective to give such an innovation justification. Regardless of whether that 

objective has been clearly formulated and publicly declared, it may be assumed that a 

country‟s „gifted‟ will have the insights and rationality to substantially contribute to the 

country‟s progress and the widespread enhancement of the well-being of its citizens. The 

attempt of the Saudi government to introduce such a programme is commendable. 
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This research project has enabled the researcher to generate an overview of the Ministry‟s 

gifted education initiative and find supporting evidence for recommendations which could 

modify and elaborate the policy and its implementation. To provide a succinct coherence to 

that review and the associated conclusions and recommendations, the following 

commentary will be presented in four parts comprising identification, provision, policy 

and information. 

The predominant method of identification has been that of intelligence tests and other 

tests associated with overall academic performance. When embarking on a review of the 

progress of gifted education in Saudi Arabia, the Ministry could consider the following: 

Since the Intelligent Quotient is assumed to be normally distributed does that statistical 

spread throughout the country correlate with the distribution of income?  Since the selected 

gifted students have predominantly come from affluent, well-educated families, is there a 

need to direct more attention towards affluent families? This would ensure fairness and 

equity. The focus on a one-dimensional statistical view of intelligence and identifying 

students using academic tests alone has been challenged by international experts, as 

presented in Chapters Two and Seven. A multidimensional system of assessment which 

includes nomination by parents, teachers, peer groups and the students themselves is 

worthy of consideration. The Ministry should also consider broadening its approach to 

intellectual ability and the possible consequences of doing so. Talents other than academic 

excellence should be identified and encouraged. Other questions which need to be raised 

include the age at which students are identified as gifted. It seems that, in the schools 

where research was carried out, students were identified only in the secondary schools. 

Earlier identification and nurturing of gifts and talents should be considered.   

The educational provision for gifted students seems to be patchy; both strategy and 

curriculum modification have been found to be inadequate. Curriculum differentiation 

needs serious consideration. Adopting this strategy could not only elevate the level of 

learning experiences for all children, it could in fact uncover more undetected gifted and 

talented. Acceleration is an option, though complex in practical terms. Enrichment projects 

- both in and out of school - could be designed more carefully, taking students‟ needs and 

interests into account. Strategies such as curriculum compacting should encourage students 

to stay focused on their lessons and enjoy the „challenge‟ they specifically mentioned in 

their responses to the questionnaires.  
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The organisation of the gifted strand of policy seem well intentioned, but unevenly 

targeted at different geographical areas. The role of Care Centres – each being assigned a 

specified list of schools - could become dynamic with substantial educational 

improvements resulting in schools being served. However, the staffing – both in terms of 

numbers and training - is in need of urgent attention. An increase in the number of such 

centres covering the geographical areas of the country could have a major impact on 

national progress. There seems to be an urgent need for staff training and professional 

development. 

The flow of information is also of fundamental importance. Documents emanating from 

the Ministry need to be clear, illuminating and carefully read by recipients. Staff involved 

in implementing the gifted policy need to be well informed of a variety of factors 

influencing their role. Ministry directives, theoretical developments and the lists of 

identified students should be inaccessible.  

As for a national policy on curriculum modification to take into account the learning 

requirements and dispositions of the learners, this has to be a division of labour. The 

ministry can produce directives, others can engage in identification procedures. Yet, 

curriculum materials require special talents for their production. Learning materials could 

be imported into Saudi Arabia from countries with a track record in gifted education and 

research. Cultural differences will frequently make such imports unsuitable for use in 

Saudi classrooms - after translation of course. Nevertheless the imported materials could 

provide some stimulus and guidelines for Saudi curriculum specialists.  

8.4 Difficulties encountered   

Many difficulties were encountered during this study. First of all, there were a number of 

rules and regulations faced by the researcher while trying to get permission to enter the 

respective schools. Permission was asked from the Ministry of Education by way of e-

mail, but there was no response received, forcing the researcher to travel from the UK to 

Saudi Arabia just to get permission. Whilst in Saudi Arabia, the researcher had to travel 

several times from Buraidah to the Ministry of Education situated in Riyadh, a long 

distance away. The researcher also tried to meet the Minister of Education, who at the time 

was on a mission trip. Apart from the schools‟ accessibility problems, the researcher also 

experienced difficulties in getting some information in relation to gifted students and the 

programmes available, as well as schools‟ statistics.  
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Another problem was the language difference. There were no English-speaking people in 

the Ministry of Education, which meant that all the documents, for the collection of data, 

had to be translated from Arabic to English and vice versa. Finally, due to the geographical 

structure, the researcher spent 50 days in Saudi Arabia travelling a total of 1500km and 

320 hours, visiting schools in order to distribute forms and make sure that the data entered 

by the students was accurate; all of this took a considerable period of time and was also 

very costly. All these difficulties may have imposed some limitations on the study. 

8.5 Consequences of the epistemological approach to the research 

The research was premised - as described in chapter three – on a pragmatic critical realist 

approach. In practice this meant a focus on the “applied” objectives of the research with a 

more muted acknowledgement of - (i) the various structures and contexts within which the 

thoughts of research participants were shaped and enunciated and (ii) the cultural and 

political parameters that constrained some aspects of the research. In terms of the contexts 

it is hardly surprising, superficially, that opinions of research participants should be shaped 

by the perceived and actual structures of action and normative precepts within which 

individuals exist and interact. Indeed, chapters four, five and six point to some of these 

phenomena - contexts that range from self-reported views on the nature and extent of 

familial support for gifted students to the details of apposite policies and provision on the 

part of schools and the Saudi Ministry of Education. But are there other key contextual 

factors that might have changed markedly the tenor and direction of the thesis had they 

been fore-grounded in the investigation? I suggest that three particular issues, elided 

pragmatically in order to develop the “applied” nature of the research, might have leant the 

thesis a more thorough-going sense of sociological critique and analysis had they been 

explored in more depth. 

The first theme, particularly notable from a secular perspective, is the apparent centrality 

of religion in Saudi Arabia and its indivisibility from areas of public policy such as 

education. Chapter One provides some background in this respect, making reference for 

example to the requirement that the education system reflect an overarching goal to 

“spread Islam to every corner of the Earth” and to the non-negotiable centrality of religious 

study to school curricula. But scant attention is paid to how this religious-cultural context 

might be situated in relation to the largely “western” perspectives on giftedness, its 

identification and attendant educational provision that are explored in Chapter Two. The 

thesis undoubtedly emphasizes the Islamic tenor of educational provision in Saudi Arabia 

but this is taken as an empirical given rather than as a starting point for reflection on the 
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impact of religion and culture on the viability and appropriateness of the perspectives 

reviewed in the second chapter. Similarly, in a second respect, the issues of democracy and 

accountability in the development and application of educational provision are alluded to 

(Chapters One, Four, Five and Six) but not explored in great depth. In Chapter Five, for 

example, I report findings from when practitioners were invited to rate programmes run by 

the Ministry of Education for the identification of gifted students and in chapter three I 

consider the results of students‟ reflections on the “power” of teachers. Yet this issue of 

power in the determination of policy and practice in the field of education for gifted 

student is not explored much further as it would have strayed beyond an implicit a priori 

parameter for the research. As a professional educator I was being funded by the Saudi 

government to conduct research that might enhance existing policy and practice rather than 

challenge fundamental issues of policy governance within the field of education. And in a 

third regard, gender segregation in education (mentioned in Chapters One and Three) and 

some aspects of the occupational structure in Saudi Arabia (Chapter Four) are 

acknowledged in relation to the limits to fieldwork when a researcher is not allowed direct 

contact with research participants of the opposite sex. But is it the case that the experiences 

of gifted male and female students were “separate but equal”? Or do wider attitudes and 

expectations around gender and gender relations shape practices, expectations and 

outcomes on the part of gifted students in Saudi Arabia? A more nuanced in-depth and 

comparative analysis of this issue might have helped place policy and practice in relation 

to giftedness in more complete social and cultural context.     

8.6 Limitations  

The study was carried out 3 years ago; it is possible that many changes have taken place 

since the conclusion of this study. Any sharing of the findings and dissemination activities, 

therefore, has to take this into account. One limitation is the sample size and the extent to 

which it is representative of the population of the students throughout the vast country of 

Saudi Arabia. Conclusions and inferences made from the study may not be representative 

of the population in other districts. 

The influence of the degree of affluence of the students involved and any gender related 

aspects of identification and provision were not explored. These need further exploration 

and analysis. Also, if  interviews were carried out with a sample of students it would have 

helped to construct a more detailed picture of students‟ experiences as „gifted‟ in the 

classrooms and outside; this not possible through the use of questionnaires alone. A serious 

limitation was that due to cultural norms the researcher, being a male, was unable to 
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administer questionnaires or carry out interviews with female students and practitioners. 

The involvement of different persons in the data collection procedures may have 

influenced the content of the data.    

8.7 Possible future research 

Reflecting on the study, the researcher is aware of the serious lack of research studies in 

Saudi Arabia about many aspects of gifted education. Questions about identification 

procedures and effectiveness of the various elements of provision could be investigated. 

The higher education destination of the pupils identified as gifted would be of interest.  

The role of social workers in supporting gifted students would be a worthwhile topic of 

investigation. The nature of the training and professional development of teachers would 

be of fundamental importance. How gender differences influence the identification 

processes, students‟ attitudes to school work and aspirations would be of interest to both 

Saudi Arabian and the international community. 

Other fruitful topics for research include the effectiveness of possible interventions. For 

example, curriculum and organisational structures, early identification and programmes 

addressing the emotional and social needs of gifted students. 

8.8 Specific Recommendations  

This final section starts with three principles on which specific recommendations for a 

revised gifted programme in Saudi Arabia are made:   

1. All children should be provided with opportunities to demonstrate their gifts and 

talents. Students who may belong to less educated and poorer backgrounds may 

have the potential to be gifted. Gifted students exist in all racial, cultural and 

economic situations and it is our duty to search for submerged talent wherever it 

may exist. 

2. We need to encourage all students‟ gifts and talents and set up structures for these 

to lead to achievement. Identification without appropriate provision is unlikely to 

lead to realising potential.      

3. Gifted students should become active participants in constructing their   learning, 

not just memorise transmitted knowledge.  

For the next stage in the development of gifted programmes in Saudi Arabia the following 

steps are recommended: 
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 There should be a policy, designed by the government, on gifted education; 

principles of practice should take into account the latest international developments 

in theory and research. The policy should include a statement of aims, goals and 

desired outcomes. It should be shared with all those who are involved in educating 

students, at all levels. Evaluation of the effectiveness of the policy should take 

place regularly. 

 All those who are involved in gifted education should be engaged in discussions 

about the nature of ability. Our own conceptions of ability and debates on the 

nature of ability will influence the way we both identify giftedness and make 

provision.  

 There is a need for reviewing the curriculum, which should take into account the 

learning needs of the students. Strategies should include both classroom-based and 

externally organised enrichment. Appropriate resources should be made available, 

including support for students with exceptional gifts in any domain.  

 It is a fundamental fact that a key aspect of an effective programme is staff 

development. Gifted education is highly complex and challenging; therefore, those 

who deliver the programmes should have the confidence and the knowledge to 

deliver the programmes. Teacher preparation should be made available at both pre- 

and in-service stages. 

 The role of adults in encouraging gifted students is a well established fact, in 

particular, the involvement of parents is an important element within gifted 

programmes. Parents should be encouraged to build open communications with 

school and to support their children at home; they may need specific support to 

achieve these. 

 Administrators should ensure that all those who are involved in gifted education are 

aware of the requirements of the policy. Documentation and information should be 

made available readily. Sufficient resources – both financial and professional - 

should be made available. 

Finally, appropriate provision for gifted students has the potential to raise the expectations 

of teachers, parents and students themselves of what can be achieved. Essentially, gifted 

education is not just about considering „who the gifted‟ are; it is about encouraging „gifted 

behaviours‟ in all children.   
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APPENDIX 1: Summary Table of the Study Results   

The results of the Students Questionnaire 

Most gifted students‟ parents have higher education qualifications and their fathers are 

more educated than their mothers and Most parents of the gifted students work for the 

government. The families of the participating students are large, with the majority having 

six or more people living at home 

Most of the students receive help with studies from both of the parents and greatest 

support extent both spiritual and material. 

Most gifted students have high academic results (score between 95-100%) And Most of 

them aim to pass exams and get degrees. In addition the confidence of the students in 

their academic abilities is exceptionally high 

Most students work hard to improve themselves and please their parents. The majority of 

them regard education as very important for their future career development 

Almost half of the gifted students enjoy difficult tasks that encourage them to work hard 

and most of them like to be perfect in their studies and the school life is interesting for 

them. The highest percentage of the students replied that they regularly attend school 

Almost half of the students attend classes if their friends also attend. The majority of 

them have a high number of friends and 82.7% of them have a positive relationship with 

their classmates 

Most of the gifted students feel that the teachers have more power than the students and 

the teachers decide everything at a school. Whoever The majority of them believe that 

their teachers make learning interesting and they receive positive responses from their 

teachers 

Most of the students do well at school because they like the gifted programmes that they 

attend but the same percentages of the participant students agree and disagree that their 

school provides enough academic extension or enrichment activities after school 

A large number of gifted students often miss important points during class because they 
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think about other things and most of them make questions to help themselves focus on 

their reading. The majority of the students think a topic while they are reading it and 

prefer to take notes when they are confused in class to clarify things afterwards. The 

close percentages of the participant students agree (43%) and disagree( 37.6%) that they 

find enough time to read or review their notes before an exam 

42.5% of the gifted students do not try to work on their own without anyone‟s help, but 

37.6% work more independently and solve the problem alone. The majority of the gifted 

students (78.5%) are interested in identifying students in their class that they could ask 

for help from 

Majority of gifted students do not attend any of the academic or non academic extension 

or enrichment activities. However, The extension programmes that schools offer are 

enjoyable by 66.7 of the students  and they find it helpful to their studies 

most the students enjoy attending to parties, 87.1% of the gifted students enjoy to visit 

other members of the family and 74.2% of the students enjoy social life activities 

Academic activities: In total, the majority of gifted students spend between 1-4 hours to 

study, the same amount of hours to finish their homework and also 1-4 hours to write 

notes and 1-4 hours weekly to take part in group discussion. Moreover, most gifted 

students spend 1-4 hours per week at the library. Another activity that most gifted 

students dedicate 1-4 hours per week for is memorising the Quran 

Non-academic activities: Most of the gifted students meet their friends for 5-10 hours 

per week. 49.4% of the students spend 1-4 hours weekly on computer games. Half of the 

students spend 1-4 hours per week with a sport. Half of the students do for 1-4 hours per 

week going out with friends. 43.1% of the students chat on the internet for 1-4 hours a 

week. 

79.6% of the students replied that they know that they are gifted and majority of them 

identified by their school or their teacher. 86% of them had taken intelligence tests. 

53.2% of the students were identified less than a year before the time of the data 

collection 

28.5% of the students do well in mathematics, 14.5 of them are good at sciences and 

12.9% at studying the Quran. 10.2% of the students do well in Grammar and another 

10% are good at English.  
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English (15.6%), Grammar and mathematics (8.6%) are the subjects that the gifted 

students are not doing well at. And most of them (30.6%) would like to be doctors 

The results of the Practitioner Questionnaire 

Most of the worker (69.2%) replied that they were aware of a formal definition of 

giftedness by the Ministry of Education. Also The majority of them report that their 

schools have a very recently established identification programme for the gifted 

42.3% of the interviewees chose verbal reasoning, intelligence and creativity tests as the 

methods of identification in the ministry. Standardised tests were also very popular for 

the identification of giftedness (40.4%) 

most of the participants replied that they would contact the Department of Gifted in the 

Education Administration to communicate about giftedness 

The majority of the respondents work at schools that keep a record of their gifted 

students. 32.7% of the participants were not aware of the number of gifted students at 

their schools. 25% thought that the number was less than 2% of the school population 

50% of the participants indicate that their school provides academic extension for its 

gifted students during school hours, but at the same time 44.2% of them replied that their 

school did not have any. 65% of them replied that there are no academic extension 

activities after school and 69.2% said that their schools do not have any non-academic, 

after-school activities. 

The nature of these out of school activities for the gifted students is: summer schools 

(50%), Thursday Master Classes (7.7%), Learning Excursion programme (1.9%). 

46.2% of the participants replied that they had enrichment programmes, only 28.8% 

reported that they have advanced group or sitting across a year group; 17.3% of the 

participants said that they had an advanced group or sitting across more than one year 

group. Many of the workers replied that there is no policy for the gifted students of their 

schools (88.5%). 

The respondents replied that the social worker does not work with the gifted (63.5%). 

Most of respondents report that there are no special schools for gifted students, whereas 

7.7% of the respondents mentioned one school. 
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Most of the participants replied that they do have special training that staff takes to teach 

gifted students and 73.1% of them indicate that they have not taken any type of training 

in the field of giftedness.  

44.2% had a positive opinion about the identification programme that the ministry 

employs to identify gifted students and the definition of „gifted students‟ that the 

ministry is using is perceived in various ways by the participants. 

The participants‟ opinion about The definition of „gifted students‟ and the academic 

activities offered by the ministry of education to the gifted students are also varied. Most 

of the participants think that the non-academic activities are bad and the number of 

people working in the particular field is very small. 

The results of the Practitioner Interviews 

The majority of those interviewed stated that gifted students‟ programmes in the 

Kingdom of Saudi Arabia are still new and restricted to certain areas that need a lot of 

development and financial support including the curriculum, staff training, programmes 

for gifted students and the identification method.  

A large majority of those interviewed reported that gifted students‟ programmes and the 

definition of gifted students were focus on those who get high marks in their school 

subjects and the establishment of the identification of gifted students in the Ministry 

started five years ago. 

Most of the interviewees replied that there are some effective methods in identifying 

gifted students such as high academic achievement, teachers‟ nomination and tests to 

identify students‟ abilities. 

The main responsible body for registering gifted students is the Gifted Students Care 

Centre. And some interviewees argued that the percentage of gifted in the Kingdom 

currently is 2%, others claimed it might be 5%, while others said it can not be specified 

due to a lack of accurate statistics. 

the number of care centres for gifted students in the Kingdom was 31 for males and 20 

for females till the year 2005 
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The group interviewees stated that the Ministry of Education has adopted academic and 

nonacademic programmes for the gifted students‟ care and these programmes are 

enrichment programmes such as evening programmes, Thursday programmes and 

summer forums. 

most interviewees indicated that there are two private schools for sponsoring the gifted in 

Burideah city 

One of the supervisors in the Ministry confirmed that the Ministry of Education is 

seeking some services and programmes to be offered for the gifted during the coming 

years. 

There were a large number of interviewees who received a course on programmes for the 

gifted. However, seven of them claimed that such programmes were available only for 

the employees and teachers at the gifted care centres. And Although more than 80 

courses for employees all over the Kingdom‟s schools were implemented during 2005 

There are many problems that gifted programmes were facing in the Kingdom‟s schools 

such as Lack of financial, numbers of specialized staff and Lack of specialized courses 

for the staff. 
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APPENDIX 2: The questionnaire that participant gifted students filled in 

A Study of programmes for gifted students in the Ministry of Education of the 

Kingdom of Saudi Arabia and possible recommendations 

 

Students Questionnaire  

We would like to ask you to help us by answering the following questions 

concerning your study and performance as a secondary school student. This survey is 

conducted by Mr. Abdullah Alqefari, a PhD candidate of the School of Social Sciences and 

Law, Brunel University, UK, to understand the nature programmes of the gifted students in 

the Ministry of Education in Saudi Arabia. So that suggestion for further development can 

be make.    

This is not a test, therefore, there are no right or wrong answers. Your answers to 

any or all questions will be used for scientific research purpose only and treated with the 

strictest confidence. Except the researchers, no third party has a right to read or see your 

answers and other personal information. We are interested in your personal opinion. Could 

you please give your answers sincerely as only this will guarantee the success of the 

survey. 

 

 

If I need to speech with you are you be happy for that    (Yes)      (no)  

  

Thank you very much for your help. 

 

This questionnaire has six sections and will take 20-40 minutes to finish.  

 

Background information: 

School name:        

Semester level:  (1)   (2)   (3) 

Sex:  1. Male  2. Female 

Date of birth.  .… /…. /……….  
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Section 1. Family Background  

This section focuses on your family background information.   

1. What is the level of education of your father and mother? 

Father Mother 

1 No schooling 1 No schooling 

2 Junior school graduate 2 Junior school graduate 

3 Middle & High school graduate 3 Middle & High school graduate 

4 College graduate 4 College graduate 

5 University  5 University  

6 Masters 6 Masters 

7 PhD 7 PhD 

 

2. What is your mother and father‟s occupation? 

Father Mother 

1 Personal work  1 Personal work  

2 Business man 2 business man 

3 Teacher  3 Teacher 

4 Government job  4 Government job  

5 Engineer  5 Engineer 

6 University lecturer  6 Lecturer 

7 Doctor  7 Doctor 

8 No job (at home) 8 No job (at home) 

9 Others ……..………………… 9 Others ……..………………… 

 

3. How many people live in your home?    

1 2 3 4 5 6 7 8 9 More 

1 2 3 4 5 6 7 8 9 10 
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4. Do you have brothers or sisters? How many 

Brothers: 

1 2 3 4 5 6 7 

1 2 3 4 5 More  None  

Sisters:  

1 2 3 4 5 6 7 

1 2 3 4 5 More  None  

 

5. What is you birth order among your brothers and sisters? 

1 2 3 4 5 6 7 

1 2 3 4 5 6   More 

 

6. Does anybody help you with your studies at home? If yes who?  

a) Father  b) Mother c) Both e) Others …….. d) Nobody  

1 2 3 4 5 

 

7. What are your family‟s expectations?  

1- Support the family financially 2- Find a good job 

3- Obtain an MA degree or above. 4- Others (please specify) ……………. 

 

8. What kind of support if any, do you get from your parents?   

1- Material 2- Spiritual 3- Both (Material & Spiritual) 4- None 

 

Section 2. Academic Achievement 

9. What is your average of your last academic result?   

Under 80 % 80% to under 

85% 

85% to 

under 90% 

90% to 

under 95% 

95% to 

under 100% 

100% 

1 2 3 4 5 6 

There are some statements with which you can agree or disagree. We would like you to 

indicate your opinion after each statement by circling a number in the grid.  
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For example:        School life is interesting. 

1.strongly disagree 2.disagree 3.slightly disagree 4.neither agree or disagree 

5.slightly agree 6.agree 7.strongly agree  

 

If you agree with this statement, you can circle the number 6 in the grid and pleas 

read carefully. 

Statement 
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10. The aim of my study is to pass exams and 

get a certificate. 
1 2 3 4 5 6 7 

11. I am confident in my academic abilities. 1 2 3 4 5 6 7 

12. I work hard in order to improve myself. 1 2 3 4 5 6 7 

13. I have to work hard to please my parents. 1 2 3 4 5 6 7 

14. Education is important for my future career 

development.  
1 2 3 4 5 6 7 

15. School life is interesting. 1 2 3 4 5 6 7 

16. I enjoy difficult tasks which encourage me to 

work hard. 
1 2 3 4 5 6 7 

17. I like to be perfect with my studies. 1 2 3 4 5 6 7 

18. Schoolwork is easy for me. 1 2 3 4 5 6 7 

19. I worry when answering questions. 1 2 3 4 5 6 7 

20. I will attend class if my friends attend. 1 2 3 4 5 6 7 

21. I worry when making a mistake. 1 2 3 4 5 6 7 

Section 3. School Influence   

This section asks how much a school influences your academic achievement. There are 12 

statements. 

Statement 
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22. Schools have many rules and restrictions, 

still I love my school. 
1 2 3 4 5 6 7 
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23. Teachers have more power than students. 1 2 3 4 5 6 7 

24. Teachers decide everything at a school. 1 2 3 4 5 6 7 

25. My teachers make learning interesting. 1 2 3 4 5 6 7 

26. I usually receive positive responses from 

my teacher. 
1 2 3 4 5 6 7 

27. I do well in this school because I like 

gifted students programme.  
1 2 3 4 5 6 7 

28. I would have a better mark if I changed 

school. 
1 2 3 4 5 6 7 

29.  My school has enough academic extension 

or enrichment activities for gifted pupils 

after school. 

1 2 3 4 5 6 7 

30. My school has enough non academic 

extension or enrichment activities for 

gifted pupils after school. 

1 2 3 4 5 6 7 

 

Section 4. Learning strategies   

This section asks what strategies you often apply to your learning.  

Statement 
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31. During class time I often miss important 

points because I‟m thinking of other things. 
1 2 3 4 5 6 7 

32. When reading for this course, I make up 

questions to help focus my reading. 
1 2 3 4 5 6 7 

33. I try to think through a topic and decide what 

I am supposed to learn from it rather than just 

reading it over when studying. 

1 2 3 4 5 6 7 

34. If I get confused taking notes in class, I make 

sure I sort it out afterwards. 
1 2 3 4 5 6 7 

35. I attend this school regularly. 1 2 3 4 5 6 7 

36. I rarely find time to review my notes or 

readings before an exam. 
1 2 3 4 5 6 7 

37. Even if I have trouble learning the material in 

this class, I try to do the work on my own, 

without help from anyone. 

1 2 3 4 5 6 7 
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38. When I can‟t understand the material in this 

course, I ask another student in this class for 

help. 

1 2 3 4 5 6 7 

39. I attend academic extension or enrichment 

activities for gifted pupils after school? 
1 2 3 4 5 6 7 

40. I attend non academic extension activities for 

gifted pupils after school? 
1 2 3 4 5 6 7 

41. I enjoy these extension programme 1 2 3 4 5 6 7 

42. I think these extension programme could help 

me to learn more in my study 
1 2 3 4 5 6 7 

Section 5. Social Issue   

This section asks you about your social life.  
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43. I have many friends. 1 2 3 4 5 6 7 

44. I like my class mates. 1 2 3 4 5 6 7 

45. I enjoy going to parties. 1 2 3 4 5 6 7 

46. I am happy when I visit another 

family.  
1 2 3 4 5 6 7 

47. I like to attend social activity.  1 2 3 4 5 6 7 

48. I try to identify students in this class 

whom I can ask for help if necessary. 
1 2 3 4 5 6 7 

Section 6. Activities  

This section asks to what extent you participate in academic or non-academic activities 

after your class. We would like you to write down the estimated number of hours besides 

each activity.  

49. How many hours do you usually spend in the following academic activities in a 

week? 

   1 2 3 4 5 6 7 8 9 10 11 

a) Reading  1 2 3 4 5 6 7 8 9 10 up 

b) Finishing homework 1 2 3 4 5 6 7 8 9 10 up 

c) Taking notes 1 2 3 4 5 6 7 8 9 10 up 
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d) Group discussion 1 2 3 4 5 6 7 8 9 10 up 

e) Study in the library 1 2 3 4 5 6 7 8 9 10 up 

f) Memorise Quran  1 2 3 4 5 6 7 8 9 10 up 

g) Others (please specify) 

………………………… 

1 2 3 4 5 6 7 8 9 10 up 

 

50. How many hours do you usually spend in the following non-academic activities in 

a week? 

a) Meeting with friends 1 2 3 4 5 6 7 8 9 10 up 

b) Playing computer 

games 

1 2 3 4 5 6 7 8 9 10 up 

c) Chatting in the Internet 1 2 3 4 5 6 7 8 9 10 up 

d) Going out with friends 1 2 3 4 5 6 7 8 9 10 up 

e) Sports  1 2 3 4 5 6 7 8 9 10 up 

f) Doing a part-time job 1 2 3 4 5 6 7 8 9 10 up 

g) Others (please specify) 

………………………… 

1 2 3 4 5 6 7 8 9 10 up 

Section 7. Personal academic opinion  

This section is concerned about your personal academic opinion. Please fill in the 

following blanks by reference to particular subjects with your opinion. 

51.  Do you think your self as gifted? Yes No Don‟t 

know 

 1 2 3 

 

52. You are in gifted class, Who identified you as gifted? 

School Teacher Family Yourself Other ……………. 

1 2 3 4 5 

 

53. Have you got any intelligent test to identify you as gifted? 

1- Yes 2- No  3- I do net remember   
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54. How long have you been identified as gifted for? 

1- Under 6 months  2- 6 to 12 months 3- Up 12 to 18 months  4- Up 18 to 24 months 

5- Up 2years to 3 years 6- Up 3 years to 4years 7- Up 4 years 

 

Complete these sections: 

55.  I have always done well in (a subject) ………………….. 

1Quran  2Hadith  3Tafsir 4Fiqh  5Tawheed 6Grammar  7Dictatio

n  

8Literatur

e 

9Reading 10Writing  11 Math  12Science   13 Home  

Economics  

14Knitting 

sewing  

15 Art 16Physica

l 

Education 

17English 18History  19Geography  20Physics  21Chemistry 22biology 23Other……………. 

56.  I get good marks in …………………..   

1Quran  2Hadith  3Tafsir 4Fiqh  5Tawheed 6Grammar  7Dictation  8Literatu

re 

9Reading 10Writing  11 Math  12Science   13 Home  

Economics  

14Knitting 

sewing  

15 Art 16Physic

al 

Educatio

n 

17English 18History  19Geography  20Physics  21Chemistry 22biology 23Other……………. 

 

57.  I learn things quickly in …………………..  

1Quran  2Hadith  3Tafsir 4Fiqh  5Tawheed 6Grammar  7Dictation  8Literatu

re 

9Reading 10Writing  11 Math  12Science   13 Home  

Economics  

14Knitting 

sewing  

15 Art 16Physic

al 

Educatio

n 

17English 18History  19Geograph

y  

20Physics  21Chemistry 22biology 23Other……………. 

58.  I didn‟t do well when it comes to …………………..  

 1Q

uran  
2Hadith  3Tafsir 4Fiqh  5Tawheed 6Grammar  7Dictation  8Literatur

e 

9Reading 10Writin

g  

11 Math  12Science   13 Home  

Economics  

14Knitting 

sewing  

15 Art 16Physica

l 

Education 
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17English 18Histor

y  

19Geogra

phy  

20Physics  21Chemistry 22biology 23Other……………. 

59.  Of all my courses, I like …………………..  best. 

1Quran  2Hadith  3Tafsir 4Fiqh  5Tawheed 6Grammar  7Dictation  8Literature 

9Reading 10Writing  11 Math  12Science   13 Home  

Economics  

14Knitting 

sewing  

15 Art 16Physical 

Education 

17English 18History  19Geog

raphy  

20Physics  21Chemistry 22biology 23Other………… 

60.  What occupation do you want to do in the future?   …………………... 

1 Personal work  6 University lecturer  

2 Business man 7 Doctor  

3 Teacher  8 No job (at home) 

4 Government job  9 Others ……..………………… 

5 Engineer     

 

Many thanks for taking the time to complete this questionnaire 

 

Abdullah Alqefari 
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APPENDIX 3: The questionnaire that participant practitioner filled in 

 

A Study of programmes for gifted students in the Ministry of Education of the 

Kingdom of Saudi Arabia and possible recommendations 

 

 

Practitioner  Questioner  

 

We would like to ask you to help us by answering the following questions 

concerning gifted student program in the Ministry of Education. This survey is conducted 

by Mr. Abdullah Alqefari, a PhD students in School the Social Science and Law, Brunel 

University, UK, to understand the programmes of gifted students in the Education Ministry 

in Saudi Arabia. This is not a test, therefore, there are no right or wrong answers. Your 

answers to any or all questions, will be used for scientific research purpose only and 

treated with the strictest confidence. Except the researchers, no third party has a right to 

read or see your answers and other personal information. We are interested in your 

personal opinion. Could you please give your answers sincerely as only this will guarantee 

the success of the survey. Thank you very much for your help. 

This questionnaire has six sections and will take 10-15 minutes to finish.  

 

 

Pleas circle your choice   

 

 

Background information: 

Occupation: ………………………………………………. 

Institution ……………………..………………………….. 

Sex:           (...) Male           (...) Female 

 

 

 

 

2006
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Section 1. Identification 

 

1- Does the Ministry of Education have a 

definition for “gifted” students? 

Yes No Don‟t know 

 1 2 3 

 

2- If yes, for how long has your school been identifying the gifted and talented 

cohort? 

Since the beginning of this academic year (2006-07) 1.  

Since last academic year (from 2005-06) 2.  

For the last 2 academic years (from 2004-05) 3.  

For the last 3 academic years (from 2003-04) 4.  

For the last 4 academic years (from 2002-03) 5.  

For the last 5 academic years (from 2001-02) 6.  

For more than 6 academic years (from 2000 or earlier) 7.  

Don‟t know 8.  

 

3- If yes in question 2,   Has the identification procedure 

in your school changed since it was introduced? 

Yes No Don‟t 

know 

 1 2 3 

 

4- If you answered yes, how has the identification system changed since its 

introduction? 

……………………………………………………………………………. 

……………………………………………………………………………. 

……………………………………………………………………………. 

……………………………………………………………………………. 

……………………………………………………………………………. 

 

5- What methods do you use to identify gifted students? 

 

Nominations from primary schools 1 

Characteristic checklist of the highly able 2 

Teacher nomination 3 

Peer nomination 4 

Assessment results 5 

Results from standardised tests such as CATs, MIDYIS, YELIS, ALIS 6 

Standardised reading / spelling, etc tests 7 

Verbal reasoning, intelligence, creativity tests   8 

Parental nomination 9 

Specialist teacher nomination 10 

Self- nomination  11 

Departmental nomination 12 

Other nomination (please specify) ……………………………………. 13 

Other methods (please specify) ……………………………………….. 14 

 

 

6- To whom should communication about gifted children be  addressed?  

 

Gifted 

Department in 

Education 

School 

Administration 

King 

Abdulziz 

and his 

The General 

Administration for 

Gifted Students in 

Other 
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Administration  Companions 

Foundation 

for gifted 

the Minister of 

|Education 

1 2 3 4 5 

 

7- Do you keep a written record of the names of gifted students? Yes No 

 1 2 

 

8- If yes,   what percentage of pupils is on the record? 

 

Under 2% From 2% to 4% Up 4%to 6% Up 6% to 8% Up 8% 

1 2 3 4 5 

Section 2. Provision  

 

9- Does the school provide academic extension for gifted 

pupils during school hours?  

Yes No Don‟t 

know 

 1 2 3 

 

10- Does the school provide academic extension for gifted 

pupils after school?  

Yes No Don‟t 

know 

 1 2 3 

 

 

11- Does the school provide non academic extension or 

enrichment activities for gifted pupils after school hours?  

Yes No Don‟t 

know 

 1 2 3 

 

12- What, if any, out of school opportunities do you very able children take 

advantage of?   

Thursday Masterclasses  (Advance learning centres, etc) 1 

Children‟s university  2 

Summer schools for gifted 3 

Knowledge tribe 4 

Other  (please specify) 

…………………………………………………………………………. 

5 

   

13- What, if any, in school provision do your have for gifted students? 

 1 2 3 

a- Differentiation by class teachers   Yes        No    some  

b- An advanced group or sitting across a year group    Yes        No    some  

c- Out of hour clubs  Yes        No    some  

d- An advanced group or sitting across more than one year 

group  

Yes        No    some  

e- Enrichment programmes  Yes        No    some  

f- Counselling  programmes Yes        No    some  

g- Acceleration programmes Yes        No    some  

h- Other  (please specify) 

…………………………………………………………………………. 

 

14- Does your school have any of the following?    

 1 2 3 
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a- A school policy for gifted students? Yes        No    Don‟t know 

b- Special classes for gifted students? Yes        No    Don‟t know 

c- Special teacher for gifted students? Yes        No    Don‟t know 

d- A named person, responsible for co-ordinating 

provision for gifted students 

Yes        No    Don‟t know 

 

 

15- If you have a named person, responsible for co-ordinating provision for gifted 

students, who is that person? 

social worker Gifted teacher  Gifted worker  teacher Other ……. 

1 2 3 4 5 

 

 

16- Does the Social worker work with gifted 

students. 

Yes        No    Don‟t know 

 1 2 3 

 

17- Are there Special schools for gifted students in 

Saudi Arabia  

Yes        No    Don‟t know 

 1 2 3 

 

18- If yes how many?  

 

……………………………………………. 

Section 3. Training 

  

19- Has the staff taken part in any training to teach gifted 

students? 

Yes No Don‟t 

know 

 1 2 3 

 

20- have you taken part in any training in gifted field   Yes No 

 1 2 

 

 

21-  what is your opinion about the 

following education ministry serves 

for gifted students. 

 

Very 

 bad  

 

 Bad 

 

Ok 

 

Good 

 

Very 

good 

 

Excellent 

  

a- Identifying Program 1 2 3 4 5 6 

b- A definition for “gifted” students? 1 2 3 4 5 6 

c- academic activities 1 2 3 4 5 6 

d- non-academic activities 1 2 3 4 5 6 

e- training in gifted field  for worker 1 2 3 4 5 6 

f- Number of worker 1 2 3 4 5 6 

g- Number of gifted student who have 

the serves. 

1 2 3 4 5 6 

 

22- What training or support would be helpful to the staff for teaching gifted 

students? 

 

1- Ways of 

Discovering the 

Gifted 

2- Ways of Dealing 

with and Caring for 

the Gifted 

3- Ways of 

Developing and 

Cultivating 

giftedness         

4- Promoting 

Aspects of 

Innovation 
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5- Definition of 

giftedness and the 

gifted 

6- Area of Thinking 7- Mental Skills 8- Enrichment 

programmes 

9- developing 

Abilities 

10- Latest 

Developments in 

the Programmes for 

the gifted 

11- Training 

Courses 

12- How to Instruct 

Gifted Students 

13- Ways of 

Condensing the 

Syllabus  

14- How to Raise 

the Awareness of 

Society about 

giftedness  

 

  

 

 

To help us get further information on this topic, which will enable us to design 

effective learning programs; would you be prepared to discuss this topic in detail with 

a researcher? 

Yes  No 

 

If yes, please give your contact details like email addresses, and mobile phone 

numbers 

……………………………………….……………………………………. 

……………………………………….……………………………………. 

……………………………………….……………………………………. 

……………………………………….……………………………………. 

……………………………………….……………………………………. 

……………………………………….……………………………………. 

……………………………………….……………………………………. 

…………………………………….…………………………………….. 

 

 

 

 

Thank you for completing this questionnaire 

 

 

 

Abdullah Alqefari
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APPENDIX 4: The Interview that participant practitioner filled in 
 

Background information: 

Occupation: ………………………………………………. 

Institution ……………………..………………………….. 

Sex:           (...) Male           (...) Female 

 

13. how long the gifted students‟ programmes in the Ministry of Education had been 

running for 

14. Does the Ministry of Education have a definition for “gifted” students and how 

clear the definition of gifted students was? 

15. If yes, for how long has your school been identifying the gifted and talented cohort 

and what is your opinion about it? 

16. Has the identification procedure Ministry of Education changed since it was 

introduced? 

17. What methods do you use to identify gifted students? 

18. What is the percentage of gifted students on the record in Ministry of Education? 

19. about Gifted Student Centres 

20. Does the school provide academic extension for gifted pupils during school hours?  

21. Does the school provide academic extension for gifted pupils after school? 

22. Does the school provide non academic extension or enrichment activities for gifted 

pupils after school hours?  

23. 17- Are there Special schools for gifted students in Saudi Arabia and how many 

24. 19- Has the staff taken part in any training to teach gifted students? 
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APPENDIX 5: Some Documentation about Gifted Programme in Saudi Arabia in 

Arabic 
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