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Adaptation and Motivation of Greek
Gifted Pupils: exploring some influences
of primary schooling

AIKATERINI (GARI, ANASTASLA KALANTZI-AZIZT
& KosTas MyLoNAS

The main purpose of this study, on the theoretical framework proposed by Renzulli (1 984)
and by Van Boxtel and Minks (1992) and Monks, Van Boxiel, Roelefls and Satnders
(1986}, was to explore pupils’ morfuation and adaptation to school life in relation to the
identification of giftedness. A pool of 1763 primary school pupils were initially tested for
Vistual-Motor Integration and Creative Thinking. Their reachers nominared 90 of themt as
gifted, who in turn were assessed in regard 1o their level of schood adapration and modvarion
by questionnaires based on Power and Costarail (1978) and on Engvisile (1968). The
comparisort groups twere five nominaed pupils, verified as gifted, seven wore non-
nominared, bur gifted (all 12 identified through psychometric and statstical criteria), and
ten non-gifted bur nowinated pupils. The results indicared thar the zifted pupils, depending
on whether or not they are idenrified by iheir wachers, feel partially motivated and exiibit
lower than the expected adapiation a1 school. The findings are discrssed in the light of the
current Gcek schoel sysrem,

Introductinon

The fundamental concepr of this studv is giftedness, the understanding of which is
derived from Renzulli’s (Renzulli, Reis & Smith. 1981; Renzulli, 1986) tripartire
madel of gifiedness. Renzulll claims that general intellecrual capacity and creative
thinking at exceptional levels as well as gosl-odented task commitment together
make up the prevalent components of general gifredness. According 1o the same
model, but augmented by Monks (cf. Monks, Van Boxrel, Roelefs & Sanders, 1986;
Van Boxtel & Monks, 1992), general gifredness is also direcily related to the level of
motivatonal standards and challenges within peer group, school and family setrings.
Thus, these three social setrings and their dynamic interaction are necessarily linked
to the prevalent components of general giftedness. Giftedness, after all, cannot
emaerge in social isolation.
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Parental identification of a child’s giftedness is often the first step in enhancing ir,
Parents’ approval and, especially, their attitudes and behavior appear to be viral for
the child 1o realize his or her potential (Freeman, 199], 1993). In additdon 1o the
familial social serting, the inﬂl..iEDCE of peer groups affects the development of
giftedness. It is often argued that it might be necessary for gifted children to socially
interact with other gifted, or even older, children (Manks et al,, 1986). Gallagher
(1979), for example, showed thar gifted pupils are more popular at school than their
non-gifted classmates. However, the “average” traits that classmates and peers often
possess could negarively influence the sacial development and the social adaptation
of gifted students (Van Boxtel & Ménks, 1992), Negative influences also relate o
school performance. Mdnks and his associates (1986) showed that underachieving
gifted students tend o seek help from their classmates, bur rarely offer help. In
contrast, students of average performance, as well as high-performancs gifted
students, do not seck help as often as their underachieving gifted classmates da.

Teachers’ contriburion to the process of identifying general giftedness is also
crucial, since teachers in many countries officially recognize gified students as
potenoal candidates to enroll in special enrichment programs (Gear, 1976; Delisle,
Reis & Gubhbin, 1981; Delisle, 1988, 1095; Hany & Heller, 1990; Hany, 1903,
1997). Teachers are therefore often key persons who provide a child with the
necessary opporunities for his or her siftedness to unfald. However, several studies
have indicated thar teachers face serious problems when asked to identify gifted
students, It is evident thar teachers' judgements do not always coincide with the
pupils’ actual intellecoual and/or creadve thinking abilities (Hany, 1993),

Moreover, Greek primary school tzachers usually find it difficult to identify gifred
students for two reasons: (2) Most of them never had any formal training regarding
the identification of giftedness and therefore ofien Jack specific knowledpe of the
needs of the gifted. Also, (b) the Greek State has not vet recognized the school
psychologist as a specialized prefession in regular public schools. Thus, abilicy
indices and other psychological assessment informarion are not available to teaching
stafl. Conseguenly. Greek teachers mzy not have the necessary support in efficiently
identifying the gifred.

Identification of gifted students could be generally considered as a necessary, bur
not sufficient, condition for their sausfacrory adaptaton at schoao). The term adap-
tation refers. in general, to the degree to which all studenrts cope with the complexity
of classroom and scheoi activides as well as with relating to teachers and other
students (Power & Corterell, 1979; Correrell, 1982). If not identified by the teacher,
the gifted srudent will be confronred with a school system mzinly designed 1o cater
te a normal pepulation and their intellectual traits and performance levels. It could
therefore be argued thar the non-identified gifted student, at times, will have to
make intellectual and emorional compromises and suffer discourngement and iso-
lation; in a regular classroom; for example by teachers’ negarive remarks (Freeman,
1991}. The adapration level of the gifted, especially, seems to be eguivalent ro their
level of satisfaction with, for cxample, the school curriculum and acriviries, social
relationships in the school, in the surrounding community and their own perform-
ance and selfsworth atr school. Students’ selfworth o a school context is also
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enhanced by acquiring motivation for school learning and the potental of furire
success; all of which, in wrn, is dependent on being idendfied as gifted by the
teachers,

Thus, gifted pupils acquire feelings of individua) competence and sert geals to aim
for their present and future life in the school systern (Freeman, 1979, 1991).
Freeman (1991) defines motivaton as pupils® sirength and direction towards acqui-
sition of the learning procedure. Additionally. morivation could be rezarded as a
transitory outcome that may be affected by certain educational situations., applicable
to instructional strategies und program evaluations. Especially, the morivarional
status of the gifred ar school is concepualized as the poo! of chances the schaol
offers to gifted studente to achieve the most of their potential, in present schoal life
as well as in furure academic and professions] development (Clinkenbeard, 1996).

The purpase of this study was ro mvestigate the degree of gifted Greek primary
schoal students’ adapration to their school environment and the extent to which they
fele motivated regarding schow! achievement a the ume of rhe study and also
regarding furure schoal end professional success,

This srudy was conducted in the Greek public primary schoo! in regard 1o the
teacher’s role and, by comparing specific groups of pupils regarding their motiva-
tional starus and adapradon level. The term “role” for Grezk primary school
teachers refers mainly to their “abiliv® in identifving gified students in a classroom
setung. If the identificaticn process is insufficient, it leads 1o ar least three distinct
groups of students: (1) a group of non-gifred students, identified as non-gifted;
{2} a proup of gifted students, identified 25 gifted. and (3) a group of gifted smudents
who are not identified as gified, The motivational characreristics, as perceived by
Greek primany school students belonging to one of these ZT0UpE, Wers compared.
Such a comparison else concerned expected adaptation differences among students.

This descriptive and explaratory research is likely to be a pioneering effort to
stady giftedness in the Greek sducational system in reladon to the gifted students’
levels of adapration and motivation. Gifred students’ special characieristes and
needs seem to have been devaived by specialists in Greek educational instmitions
and psychological services (Nikolopoulou, 1986), 25 well as by teachers ar various
levels of public education and also in the majority- of privare schools. Furthermere,
Greek teachers seem unable to support the adapration of gified srudents by enhanc-
ing their general and social satisfzcrion (Starida, 1995). It follows, of course, that
gifred students’ development of school achievement and self~worth, while a student
in the Greek school system, may potentially be hindered.

Prior 1o discussing the specific derails of the present research, however, a href
outline of the Greek educational svetemn and its specifics in Greece is helpful 1o
individuals unfamiliar with ir.

The Greek Educational System

In Greece the Minisiry of Ecucation and Religion is respansible for the administra-
tion of the educational system. Tuitien in all public educational insticutions is free
f charge. The private sector of education, however, is restricred. Equal education
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appestunities allow for social mobility within all educational levels (Lambiri-Dimaki,
1978). Educaton is traditionally believed 1o be something “socially beneficial® and
the only means to developing self and family (Gan & Kalanw-Azizi, 1998).

The struerure of the educational system is comprized of four levals: (1) primary (6
years); (2) lower secondary (3 years); (3) upper secondary (3 vears); and (4) higher
educadon (Technological Institutes) and University Institutes (3 to 4 vears). The
first two levels (9 years of education) are compulsery (Stavrou, 1985; Polydorides,
19865 Stavrou, 1995).

The 1975 Censtitution, in regard 1o special education, declared that the State,
referring to students’ varying abilites, encourages eminent students as well asg
students who need support or special care to overcome their disabilities, All
subsequent legislation, however, referr=d only 10 students with special deficiencies
(Evangelopoulous, 1987). Moreaver, as fur as education for highly able students is
concerned, Grezek primarvy and secondary education teachers are inadequately
rrained, and in-service training does not exist (Pisiaki, 1995; Starida, 1995). Addi-
tionally, it is important to note that special classes. schools or enrichment programs
and aceceleration procedures are not available, ar any levei, either in the Greek public
school system or in the majority of private schools. This situation is oot unique to
Greece, however; there is lirtle focus on gifted students and no specific weacher
training available in, for example, Sweden (Parsson, 1888) or Scodand (Hamilron,
1999) either.

Method
Sample and Instrumenration

A poal of 1763 pupils, aged 9 1o 10 vears, in 30 public primary schools, located in
Athens as well as in Heracleon and Chania, both on the island of Creare, were
administered the VMI—Beery’s Visual-Motor Integration Test (Beery, 1967)—a
test which has been standardized for the Greek population by Georgas (1971) and
has been used by the same author in subsequent intslligence-related studies (1972,
1987). The VMI instrument refers to visual, moror, verbal and abstract TEESONIng
processes. While mental abilities usually are assessed by, for example, the Wechsler
Intelligence Scales or the Stanford-Binet Intelligence Test (Marland, 1972; Martin-
son, 1974), these had nor vet been standardized for use in Greece at the tme of the
present study. The VMI test, which was considered a valid slternarive for this
research, that was is desiened for children 2 1o 15 vears of age, and its developmen-
tal-age equivalent scores correlate with reading achievernent (r=0.50) and with
mental age with correlation coefficients ranging from 0.38 1o 0.50 [Beery, 1967).
Additionally, Georgas reported correlation coefficients of 0,16 with verbal ability
and 0.60 with the Goodenough—Harris Drawing Test. The internal consistency
reliability coefficients for the VMI instrument range from 0.60 o 0.80, with the
highest coefficient appearing in the age groups used in the current study (Georgas,
1971}, Beery (1957) has also reporied high inrernal consistency reliabilides (be-
tween 0.70 to 0.90) and high interrater reliabilitiss (greater than 0.90). For the
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present study the VML was administsred to groups of students rather than
individually.

The participating students were also assessed on creative thinking by responding
to three verbal rasks from the Torrance Teet of Creatve Thinking (Torrance, 1966):
“unusual uses” for two cbjects, “consequences” and “modification”, for two hypo-
thetical conditions each. These three tasks aimed ar assessing divergent thinking and
were scored for Flueney. Fluency scozes in divergent thinking assessment have also
been shown to correlate with originaliry, flexibility and elaboration scores, with
coefficients ranging from 0.68 to 0.85 (Hargreaves & Bolton, 1972; Hocevar, 1980,
1981). Similar correlations have been reported also for gifted students (Runco,
1986). Interrater reliabilin coefficients for the Torrance Tests of Crearive Thinking
have been reported (in the tests’ technical manual and in subsequent smudies) as
higher than 0.90 (Callahan, 1091).

Nommingrion Procedure

For the inital sample of 1765 students, their reachers {N'=89) were asked w
nominate gified students as if nominated pupils “were to partcipate in ennchiment
programs thar the Greek Minisury of Education might have organized”. Prior (o
this given rask, however. the researchers gave them a brief inrroducton based
o Renzulli's (1986) meodel of gifredness. Accordingly, the teachers nominated
90 students as gifted. Notz thar the nomination procedure always preceded test
administration,

Our of the 90 sudents nominated a5 gified by reachers, five were finally identified
as gifted by applying specific criteria to the VMI outcomes and the Fhieney scores.
The remaining 85 nominses were not identified as gifted in accordance with the
edopted crireria. These criteria were: (a) a curoff score of 131 for the VMI outcome
along with a cutoff point of 30 for the Toral Fluency score; and (b) the detection of
multivariate cuthers (VMI and Toral Fluency scores) within the cluster of cases
scoring high in both tests. Criterion (b) involved The uss of clusier analysis for sll
1765 cases and the detection of mulivariate outliers (Tabachnick & Fidell, 1989)
via the computaton of Mahalanobis's Distance Index. This index s underlyving
Hotelling’s T -test and the theory of discriminant analysis, as one of the most
important disrance indices in cluster analysis (Mardia, Kenr & Bibby, 1989). The
index represents a generalized measure of the “distance” between two populations
(Kleinbaum, Kupper & Muller, 1988)}. For this study, criterion (b), in combinaticn
with both of the cutoff scores in eriterion (2}, should be satsfied for a student 1o be
identified as gifted.

Using the same criteria, seven more pupils—although nor nominated as gifted by
their teachers—were identified from the remaining pool of srudents (i.e. 1765-00],

Due to the largely unegual sample sizes of the three different student groups it was
necessary to aiso select, for the inferential analyses, a random sample of ten students
out of the 85 non-gifted ones. Thus, the dara that were finally used were derived
from three groups of ten non-gified (although nominated by teachers), five gifted
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Table I, Composition of the final samples of participants

Group descriptions * . Initial ¥ Yo Final N

Group 1 Mon-gifred students but B3 B7.6 1o
idennficd by t=achers as gifed

Group 2 Gifted stwudenrs also identified 5 3.2 5
by teachers as giffed

Group 3 Gified snudents not nominared 7 T2 7
by teachers

Taral 97 1000 22

five gifted and nominared by teachers, and seven gifted students who were not
nominated by their teachers (Tahle 1),

Instruments for Measuring School Adapration and Motization

Thus, after nomination and strict criterion-based selection a ser of 85 non-gifred
students, five gifted-nominated pupils, and seven not non-nominated gifted pupils
(97 pupils in total) were tested on an individual basis for their adepracion o their
school environment by using a questonnaire based on Power and Coreerell (1979),
and on Cotterell (1982). Additionally, their school metivetion was assessed by a
questionnzire based on Entwistle’s instrument (1968). Although both of these
questionoaires are relatively old, thev have nevertheless been useful and sarisfacrorily
employed for Greek samples (Kakavoulis, 1984, 1998).

The questonnaire for students’ adaptation in school environments consisted of 36
questions. A number of these (17 questions) measured pupils’ satisfaction regarding
school atmosphere, school courses, teachers, schoolmares and so on (that is, the
general satisfaction subscale). Ten of the questions assessed students’ satisfaction
with their social relationships in the school (that is, the social sadsfaction subscale),
The remaining nine questions assessed the pupils” sense of achievement ar school
(the self-worth subscale), asking gquestions on crades, their courses, and keepinz
reachers and parents sausfied by displaying remarkable performance.

For the completion of this questionnaire a d-poinr scale was emploved ranging
irom 3 ("very much™) to 0 (“not at all™), The Cronbach alpha coefficient for the
internal consistency of the three subscales of adaprarion was 0.71, (.58 and 0.61
respectvely. Coefficienis were not es high as would have been desirable, possibly
due to the limited number of items in each scale. Alternarively, the splic-half
reliability ceefficients, correcred for the Spearman—Brown formula, revealed
reliability levels of 0.71, 0.65 and 0.68 for the three subscales, respecrively,

The school motivation questionnaire, which consisted of 14 questions (answered
on & “yes"-"no” basis), was used 10 assess the pupils’ schoal motivation and
atainment. The Kuder-Richardson reliability coefficient for this questionnaire was
0.64 and the Spearman-Brown split-half reliability coefficient was 0.67.
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Results

Before proceeding 1o inferential statisties, exploratory facror analviic techniques
were applied 1o the data pool of 97 srudents in order 1o explore the underlying
structure of the school motivaton items (T'able 2). The principal components
method for the extraction of factors was employed, and the extracted principal
components were rorered orthagonaliy (assuming factor independence).

The cutoff point for including an item into a facior was a leading of 0.40 and
more, providing for a salient factor solution. Irems included in this factor solution,
therefore, did not load on more then one factor, with one minor exception. The
factors that emerged cxplained 55.6% of the total variance, and revealed the
following areas of motvaton: interest in school life (Factor IJ, interest in school

Table 2. Facror analysis, principal components, of school morivation items (=197}, Note that the
four-factor solution explains 35.6% of roral variance. The percentage of each fuctor ie shown 1n
parentheses, Cuioff point for considersd loading is ser 10 040

Factors
Items 1 11 nI v
Facror I- Inierest i sedood 1t (21,35
Would vou like 1o stop arrending school? 0.87 0.08 0.00 - {,06
Bro you believe thar school lessons are bLuoring? 0.74 0.21 0.28 =0.15
Do yvou believe that amending school is a waste .74 =014 =012 0.13
of time:
Do you believe that voo prefer being at the 0.63 0.18 .0+ 0.14
plavground than armending courses ar school?
Facter I Intercs: in the schoal ciredum (i4.3%
Das you have any difficulties in Concentranng vour 0.11 0,75 —- .21 0.11
attention on vour homewprk?
During courses, de you often think of difierent .08 0.72 0,13 0.08
subjecrs? .
Do you like the mejoriey of the courses vou 0.05 0.65 0.40 —0.22
zttend ar schoaol?
Do you enjov trving hard to solve a difficult -0.10 0.44 18 0.14
problems
Facror IHl: Morivarion for futtire success [10.6%)
Do you believe that school prepares vou -004 —0.08 0.82 0.13
adequately o get a satisfactory job in the furures
Do your teachers believe thar vour conduct at 014 D28 0.72 —-0.12
school is bad?
Do your parents urge you o quit school and =0.01 a.01 a.42 0.00
zet o joh?
Factor 1V Morivation for school performance (8.4%) =
Is it important for you to have good prades —0.07 0.13 - 0.05 0.82
at schoal ?
Do you feel sad when vou ke exame and you 023 =-n.2 0.08 0.69

fail the rest #
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Table 3. Mean scores of the lour school motivation factors for each group of students and

non-parametric analysis of variance resules. Group | indicates non-gified students identified as gifted,

Group 2 are gifted students who were also nominated, and Group 3 are gifted studenis who were
nat nominated

Mean scores

School motivadon factors Group |  Group 2  Group 3 Kruskal-Wallis &

Intecest in school life 0.30 0.93 0,95 n.5.
Interest in the school curriculum (.83 0.03 .64 n.s.
Muoovadon for furure success L.00 0.75 1.00 <005

Maorwation for school performance 085 9.73 0.92 n.5.
Fricdman’s Rank rest for n.& I.s. L5,

related measures

Neote: A score of 1.0 indicotes maximum school mativation,

curriculum (Factor II), motivation for funire success (Factor TTT), and motivation for
school performance (Factor TV). The students® answers to the questions, which
constituted each of these four factors, were collapsed into a single score, respect-
ively. Thus, four motivaton scores for cach pupil became available for further
inferential analyses, slong with the three adapration subscale scores.

In order to compare the four school merivation scores (Table 3) amone rhe three
groups of pupils, the Kruskal-Wallis 77 non-parametric crirerion was emploved, for
each school motivaton score, separately (Table 3).

The gifted students who were nominated by their reachers were less motivared
regarding their future success in comparison with the students in the other rwo
groups who, in both instances, were exmemely motivared (F=7.12, df=2,
£=<0.03). To compare the four motivation scores for sach group separarely, how-
ever, Friedman’s Rank Test for related measurss was employed (see Table 3). This
analysis did not revesl any statistically significant differences.

For the adspration subscale scores (general satisfaction, social satsfacton, self-
worth), the Kruskal-Wallis #f crirerion was emploved as well, but did nor revesl
statistically significant differences among the mean scores for the three groups either
(Table 4). However, for each group of pupils separarely (Friedman’s Rank Test
[or related measures), significan: differences were present among the adaptation
subscale scares.

The gified but non-nominated pupils presented a higher social satsfaction score
In comparison to their scores for the other rwo adaptation subscales (F=12.28,
df=2, p<0.¢1). For the non-gifted pupils a similar effect was also present
(*=10.40, df =2, p<0.01). These findings indicated thar the nominated, but in
the end, non-gifred srudents, and the gifted bur non-nominated students, were the
most sausfied with their social relationships ar school. In contrast, they reporred
lower self-worth Jevels in the classroom, during courses and while raking exams as
well as Jower general sadsfaction in regard o school aimosphere and making an
effort for high marks,
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Table 4. Mean scores of the three adaptation subscales for each froup of smdents and

non-paramerricannlysisof vadance resulrs. Group 1 indicates non-gifred scudents identificd as gifted,

Group 2 are gifted students who were also nominared, and Group 3 are gifted students wha were
not nominared

Mean scores

Schoo! adaptarion subsceles Group | Group 2 Group 3 Kruskal-Wallis £

General serisfacrion 2.7 2.28 214 n.s,

Swcial satisfacton 253 232 243 n.s.

Sel~worth subscale 1.97 2.11 .71 n.s.
Friedman's Rank test for n=0.01 1.5, p=0.01

related measures

Norer A soore of 3.0 indicates maximuin school adaptation.

These findings suggested that an interacrion rmught exist between the three groups
and the motivation and adaptadon subscale differences. Assuming that the differ-
20ces in subscale scores could be tested robusdy also DY means of parametric
statistics, due to the lack of equivalent non-parametric rechniques, parametric
analyses of variance models (with one berween-subjects and ope within-subject
factors) were emploved. The equivalent F criterion is considered o robust staristic
when the number of participants in each group is approximately equal, and if the
normality assumpton is not seriously violated (Glass, Peckham & Sanders, 1072;
Kleinbaum ¢t !, 1888; Graziano & Raulin, 1989). Using the three subscale
adaptation scores as the within-subject factor and the three groups as the berween-
subjects facror, g marginal, bur indicative, significant interaction effect was revealed
(F(4, 38) =2.20, p=0.07). This interaction effect (Figure 1) was mainly arrributed
10 the low self-worth score of the gifted but non-nominared students (Af=1.71,
S =0.57), in contrast to the other Wo groups, and in contrast to the overal] scores
on the other two adapiation subscales. Additionally, it was aribured to the high
social satisfaction score of the non-gified students (M = 2.33, 8D =0.31), in com-
parison ro the other mwo groups, especially to the group of gifted-narminated srudents
(M=232, §D=0.52), and in contrast to the overall scores on the other two
adapration subscaics. The #° coefficient (0.19) revealed that 19% of the varance in
the students’ answers was explained by this statistically significant interaction effecr.

A significant interaction effect was also present when similarly comparing the
three groups for their four school motivation (F(6, 64)=2.0], < 0.05), This
interaction effect (Figure 2) was mainly atributed to the relatively low scores on
motivation for furure success, as scored by the gified and nominzted smudens
(M=0.75, SD=0.28), and to the low scores of the gifted but not nominated
students on intersst in schoal curricilum (M=0.64, SH = 0.35). Both compared 1o
the other group sceres and to the overall scores for the other motivation factors, ‘The
u* coefficient (0.24) revealed that 24% of the variance in the students’ ENSWETS was
explained by this statistically significant interaction effect.
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Figure 1. Schaol adaptation scores for the three cubscales over tha three partcipaung groups of
students.
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Figure 2. Schoal motivation scores for the four factors and the three groups of students.
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Notwe that for both parametric analvsis of variance designs, no sratistically
significant mair effects were found.

Discussion

The results of this study constitute 2 first explorarory appreach ro the mativation
and adaptation levels of gified smudents in Greek primary schools. However, it 15
important to clarify thar the present research simed at the scudy of giftedness io the
Greek primary education. We did not intend to contribute to the application of
enrichment programs for the gifisd in Greek primary schools or provide an
identification model for them. Consequently, this study was able to show rhar gifted
students in the Greek public primany school do not have the opportunities thev negd
to adapt adequarely, Their self-worth was not enhanced 2ad they did not differ from
other students in terms of general and social sadsfaction. It seems that Greek mifted
students do not reach the necesszry modvadonal readiness and adaptation scams
they need to face primary school life demands,

The group of gifted nominated studenrs were mainly interested in school courses
and school routine in general, bur were simultineously deprived of feeling chal-
lenged by rthe porendal of future professional success. Morzover, they were not
satisfied with their efforts to strive for good grades at school or with their social
relationships at school. It is undisputed in the literature that the gifted may often he
considerzd an “inconvenience” by their ieachers—as well as by their parenis—due
to their high demands for interesting activites and more information; or due to their
tendency to expose the adults” misiakes or ignorance on subjects that these individ-
uals know very well themselves. This might explain the refanvely low levels of social
satisfaction the gified-nominated pupils experiznce in comparison with the other two
groups of students, namely the non-gified (but nominared by their teachers as
gifted) and the not nominared (who nevertheless were gifted).

I contrast, the group of gifted non-nominated students experience low motiv-
aton regarding the schoal cumiculum, bur high motivation for their future pro-
fessional success. Additionally, we might expect that the gified nen-norminated
students would experience even less satisfaction with their teachers and DEET Eroups
than the gifted-nominated srudencs. This, however, was not the case. The gifted
non-nominated students seemed slightly more satisfied with their social relationships
at school, in spite of the fact that their self-evaluation in reference to school life was
much lower than the sel~worth reported by the gifted-nominated pupils.

These findings may represent the fact thar, in Greek public primary education,
there is a lack of teachers, who are fully and formally trained in meeting the special
education needs of gifted children. However, the research results may also to some
extent be explained by the fact that, within the Greek public primary school, a
majority of students tend to receive very good, on even extremely good, prades—
regardless of their potential, This situation makes it more difficult for the gifted (bur
nor identified) students to convince the schools of their special capabilities and
needs, in spite cf the fact thar they may show excepronal school performance, This
problem may be crucial, sspecially for gifted children in primary school, since
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primary school provides children with the very first experience of what school is all
about. Note, for example, that the phenomenon of underachievement among gifted
students, common in secondary educaton, may have its origin in children’s primary
school experience (Freeman, k951; Delisle, 1995),

The group of non-gifted students, who were nevertheless nominated by their
teachers as gifted. reported enjoying their relationships with teachers and classmares
to a slightdy higher degree. This “popularity” may be one of the main reasens far
these students being nominared as gifred by their teachers, along with any other
possible indication of extraordinary abilities. They may be the students whe often
help and facilitate the teachers’ tasks within the classroom; the “ideal students”
{cf. Persson, 1998).

In conclusion, the identfication of the gifted is a viral prerequisite in the primary
school social setting. High levels of general and social sarisfacton at school, along
with the enhancement of gifred pupils’ motivation on whateyer they are able to do
and whatever they may desire to manage, are issues of considerable imporrance
which need to be taken seriously in the Greek public primary school, If these needs
are not met by the school svstem gifted students are at risk of becoming a “neglecred
minariny™.

References

Beery, IC. E. (1967). Manual for the developmenral test of visual-moter integration, Chicage, I1.;
Follenn Educarionzl Corporation.

Cairanan, C. M. (1991). The assessment of creanvity, In N, CoLaNGELO & . A, Davs (Eds.),
Handbook of gifted sdycation (pp. 217-236). Boston, MA: Allyn & Bacon.

CLNKENBEARD, P. {1998). Research on morivation and the gifted; [mplications for idendficaticn,
programming, and evaluaton. Gifted Clald Ouarterly, 40 (4), 230798,

CoTTERELL, J. L. {1983). Instructional approaches in relaton to smdenr behavior: A matter of
adapriveness. Joumal of Educational Reseurch, 73 (63, 335-338.

Detasir, J. B (1989). Cur stadents ourselves: Appreciating the significance of commen bonds.,
Guftad Child Quarterly, 33 (2), 79-30,

Devste, J. R (1008). Pevched oun Searching for the soul of giffed child aducation, Gifted Gl
Today Magasine, 18 (4), 1012,

Deuste, 7. R, Hews, S, M, & Gumems, E 1. (19510, Tae revolving door identification and
progromming model. Exceptional Ghildren, 48, 152-156,

ExTwisTLE, X. ]. (1968). Acsdemic motivaton and school arminment. British Jowrnal of
Educacional Pryelology, 38, 181-188.

EvanGELOFOULOLS, 8. (1987). Esioria o meaclliniis ckpedeiris. Organost ke diofkis s chpedefsis
(Vol. 2) [The iatest history of Greek Education. Structure and adntinizstration], Athens, Greece:
Danias.

FREEMAN, T, (1979). Gifted children: Their iderugfication and devclopment in g soctal coniexr.
Lancaster. UK:; MTP Press.

Faeesaw, 1. (L991). Gifted childron grozetnr up, Portsmouth, NH: Heinemacn Educaiona! Baonks,

Freewax, [. (1903), Parents and families in ourtuning giftedness and walenr. In K. A, HELLER,
F. I Mowws & A, H. Passow (Eds.), Tiermanonal handbook: Jor research om miftediess and
ralour {pp. §69-683). Oxford, UK: Pergamon Press.

GALLAGHER, [. ], (1979). Issues in education for the gifred. In &, H, Passow (Ed.), The Gifred and
the talenteds Therr educarion and developen: (pp. 2844, Chicage, 11! University of Chicago
Press.



Somie Influcnces of Primary Schooling 67

Gang, A & FalanTzrAnzn, AL (1998). The infuenece of taditional values of education on Greek
studenes’ resl and ideal] self-concepts. Fourmnal of Social Favcholomy, 138 (13, 517,

GEaR, G. H. (1976). Acenracy of teacher judgment in identfving intellectually wified children:
& review of the lirerature. Gifted Child Quiarerly, 20, 178400,

Geanrcas, 1. G. (1071). The Georgas Tntclipence Test for Children. Athens, Greece: FKedros.

GEORGAS, . G. (1972). A children's intelligence test for Gresee. In L. J. CroMeacH & P. . D.
DRENTH (Eds.), Mental et and eubtural adspration (pp. 217-222). The Hague, The
Wetherlands: Mouton.,

GeORGAS, J. G. (1987). Effect of intelligence on group interactions and problem solving:
Cooperative, eompetitive and individual goal structurss with Greek children, frremarional
Fournal of Small Growp Rescarch, 3, 16-38.

Grass, G. V., PEckHAM, P. D., & Savpers, . R. (19723, Consequences of failure to meet
assumpuons underlving the fxed cffects analvses of vadance ond covadance, Reoiess ol
Edvucational Reseavch, 13, 237-288,

Graziang, A, M, & Rautm, M, L. (1989). Research Merhods: 4 precess of inguiny. New York:
Harper & Row,

Haxsorron, L. (1999). Tezchers and the very sble: case studies of four Seomish schools., High
Ability Studies, 10 (1), 85-96,

Hawy, E. A (1993} How reachers identifv gified students: Feamre processing or concept based
classificauon® European Fournal for Migh Abihioy, 4. 126-211,

Hamw, E. A, (1997). Modeling teachers' judgment of giftedness: a methodological enguiry of
blused judgment. High Aqliey Studies, 8 (2, 150-178,

Hary, E. A, & Herrer, Ko AL (1990). How teachers find rheir gified studenits for enrichment
courses: describing, explzining, and improving their selection soategies. In 8, BAILEY,
E. Bracoert & M. Ropmson (Eds), The challmpe of oxcellomes: *4 wision spisndrad™.
Selected papers from the Evglls World Conferonce on Gited and Talenied Children (pp. T1-84),
Wages Wagea. Avseraliz: The Australian Association for the Edeeation of the Gifted and
Talented,

Hacreaves, 1. [, & Bovrros, N, (1972). Selecting creanivity tests for use in research. Britivh
Jowrmal of Psvcholomy, 63 (3), 451162,

Hocevar, D, (19800 Intelligence, diverzent thinking, and creativity, Dmellipence, 4, 25-10,

HOCEVAR, D). (1951). Measurement of crespvity: Review & crtique. Jowrnal of Posonalic
Assessment, 43, 430169,

RArAVOULIS, A. (1984). ! motavasi wa matkuion apo iin protesathnna st defrerovathmia ehpedafs
[Studenis” sransivion from primary 1o secondary scheol: Povchological and sducarional fffucnces),
Athens, Greece: University of Athens, Department of Philesophy, Pedagogy, and Pee-
chology.

Karavouwns, A. (1998), Modves for school learning during transition from primery 10 secondary
school. Early Child Decelapment and Care, 40, 59-54,

RIEmBaUsM, D. G, Korrer, L K., & Muiies, E. M. (1988). Applied rogreesion anaivais and other
mulrioariable merthods (2nd od.), Boston, MA: PWS-KENT.

Lanwmmr-Dimard, 1. (1978). Demythologizing traditional interprerstion of the Greek educational
system. Comparatrne Edncarion Review, 22 (1], 93-98.

Magrota, K, Vo, KexT, 1. T, & Biery, J. M. (1989). Mufneariare analsfs, Lopdon: Academnic
Press.

Marraxp, 8. P (1972). Education of the gified and relemted: veport to the Congress of the United Stares
by the Commissioner of Education. Washington, DC: US Gogernmenr Printing Office.
ManTeesox, R. AL (1979). The ideneficarion of the gificd and talomcd, Ventura, Ca: Office of the

Venmira County Supenntendent of Schools.

Monks, F. I, Vax BoxTel, H, W., RoeLers, [, ], W, & Sanpers, M. P. M. (1986). The
identification of gified children in secondary education end a descrpton of their situstion
in Holland. In K. A. HELLER & ]. F. FELDHUSEN (Eds.), Identifying and nunturing the gificd
(pp. 30-65). Toronto: Hans Huber Publishers.



68 A Garferal

NIKOLOPOULOU, A. (1986). School psychelogy in Greece. Journa! of School Prwchology, 24 (4),
325-333.

PeEnssow, R. 5. (1998). Paragons of virue: teachers’ conceprual undersranding of high ability in
an egalitarian school system, Figh Abiliry Studies, 2 (2), 151-156.

PiGragg, . (1995). Fundamental errors made in the design and introduction of cereer education
into Greek schools. Intemational Tournal of Vocational Education and Tratning, 3 (1), 33-50.

PoLvDorioes, G. (1986). The nbren‘m}:mm af ;'duca::'unﬂ{_acal'n}."ueu:n:t at the end of secondary
schooling: the cuso of Greece. Paper presented ar the Anmual Meeting of the Ameriean
Educaiional Research Association, April 16=20, San Fransisco, CA.

Power, C. & Correrers, [. (1979). Studens in mransition. - longitudingl stedv of student belavior
and developrienr in differsns primery and secondary school envfronment. Adelaide, Australia;
Scheol of Education, Flinders University of South Australia,

Rexzinig )0 8. (1986). The three-ring conception of gifiedness. A developmental model for
creative productivity. In R, [, 5TERNBERG & [, E. Davicsow (BEds.), Conceptions of sifiedness
{pp. 93-92). New York: Cambrndege University Press.

Rexzuinn ] 5., RErs, S50 M., & Ssrmwi, L. H. (1981). The revolving door wdenitficarion mede!,
Mansfield Center, ©T: Creatve Learning Press,

Rumco, M. (1288) The dicoiminant validiey of gified children’s divergenn thinking 1est scores.
Grifred Cliild Chaarrerfy, 30, T8-82.

S5TarDa, M. (1993). Issues of gualiey in Greek reacher education. Eurepean Jourmal of Teacher
Eduration, 18 (1), 115-121. :

Stavrou, 5, (1983). Vocanenal rammng i Greece. Berling: European Cenrre for the Development
of Vacational training.

Staviou, 5. (1983). Vocanena! educanon and mmaming i Greece. Thessalorniki, Greece: Furopean
Centre for the Development of Vocational oraining.

Tasacumi, B G & Foewn, L. 5. [(1989). Using mudtivarare stansdes (2nd ed)). New York:

Harper & Row.
TorRraNCE, E. P, (1986). Torrance tests of crearive shunking: Nomns-rechaical manual, Princeton, W
Personnel.

Vax BOXTEL, H. W, & MoOxgs, F. J. (1992). General, social, 2nd academic self~concepts of mfted
adolescents. Jowrnal of Youwrh and Adolcscerce, 21 (2), 169-186.



