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KEY POINTS

e Having opportunities to spend time with like-minded peers is important
to the wellbeing and academic advancement of gifted students.

¢ (ifted like-minded peers share common thinking processes {that
are different from the norm) and may have similar outcomes of their
thinking, but like-mindedness is best determined by how one thinks.

e  Grouping practices vary across settings, and gifted students’
enjoyment of learning and working in groups may be context, activity,
and membership dependent.

¢ (ifted students desire choice, control, and challenge through grouping.

¢ All grouping patterns have value when they are used flexibly to provide
different experiences and different outcomes for students.
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GIFTED AND TALENTED

Gifted students are often grouped by ability, across a continuum of inclusive
education provisions, in order to facilitate learning with like-minded

peers. The literature on like-mindedness is limited; research investigating
preferences for how students and teachers perceive like-minded groupings

is also limited. This article reports the results of interviews with four gifted
students, their parents and teachers, specifically secking to understand
grouping preferences. The students’ preferences for working in groups were
context, activity, and membership dependent. Students also reported wanting
choice, control, and challenge in their groupings. The students demonstrated
the need for flexible grouping as a means of facilitating academic and social

development.

Introduction

Success for all groups of learners may be gauged
through cheir presence, participation, and
achievement in our schools, when “[all] students’
identities, languages, abilities, and talents are
recognised and affirmed” {Ministry of Educarion,
2007, p. 9}, We know gifted students are present
in our schools; placement in regular, mixed-abilicy
classrooms is preferred (Moltzen, 2011). Presence
means more than simply being at school or in the
classroom. Presence means schools are prepared to
offer appropriate learning opporrunities to gifred
students—but whar are these? Gifted students
should be given opportunities for developing self-
understanding in inclusive learning environments,
alongside like-minded peers. This is because gifred
students benefit from learning with peers of similar
abilicy, regardless of age, stage or other differences
(Bicknell, 2014; Bicknell & Riley, 2012; Chin &
Harrington; 2009; Cutler, Riley, MacIntyre &
Bicknell, 2010; Grane, 2011; Hertberg-Davis &
Callahan, zoog; Kearney, 2014; Kronborg, 2008; La
Praik & Wyver, 2007; Riley & Moltzen, 2010).
Gifted students are best served by a continuum
of provisions—from grouping by ability in their
regular classroom, 1o school-based programumes
and out-of-school, community-based programmes
{Ministry of Education, 2e12), Each provision within
the continuum should be used generously (not as one
size fits all solutions) and flexibly (not one sotution all
the time}, o as o afford gifted students opporrunities
for participation in school, fostering fike-minded
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peer relationships, Participation means belonging
and being an active, valued member of the academic,
physical, social, and cultaral life of a school. This

is a whole-of-school responsibility requiring strong
leadership built on solid understandings of evidence-
based practices that adhere o the Minisury of
Education’s (zo12) principles and legal requirements
for gifred and ralented education,

This article examines the inclusive nature of
bringing like-minded, gifted learners together, and
how this can serve to enhance wellbeing, increase
participation, and raise levels of achievement. Flexible
grouping—within and across classrooms, schools,
and communities—is highlighted as a means to
achieve these outcomes. Because being in like-minded
peer groups might mean dislocation from same-age
peers, not only socially, emotionally, creatively, or
cognitively, but also physically, we wanted to betrer
understand the perspectives of gifted students, cheir
teachers, and parents, whose voices have not always
been sought in research studies. Using open-ended
interviews, the research reported in this article sought

1O answer three quCS[iOl}S:

*  What does the term “like-minded peers” mean?

» What opportunities allow for engagement wich like-
minded peers?

+ How does engagement with like-minded peers impact

academic, social, and emotional developmens?

The second question is explored in depth by analysing
existing policies, practices, and research from the
literature in relation to cthe perspectives of & group of
gifted students, their parents, and teachers.
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To be gifted and like-minded

For our research purposes, like-minded peers were
defined as “other children who learn, think and feel
as you do”. There is a vast licerature on how gifted
children learn, think, and feel, specifically their shared
characteristics in relation to their abilities and qualicies.
The students in this study were in a one-day-a-week
programme, Gifted Kids,' and shared some learning
characteristics and dispositions to learn {e.g., tendencies
to pessist, ask questions, or take a leading role in
collaborative activities). The students selected for Gifted
Kids possessed at least one curriculum strength (e.g,,
mathematics, written or oral language, reading, writing,
science, computing). Their talents were frequently very
different, bur the students generaltly possessed the ability
to “think” in greater depth and complexicy than their
age peers. Sometimes, other qualities and abilities, such
as leadership, creativiry, care for the environment or the
wellbeing of others, made them stand out from their
peers. This concept of giftedness aligns with the Ministry
of Education’s (2012} multicategorical and multicaltural
approach, acknowledging potential and performance, as
well as an array of different abilities and qualities.
Researchers in gifted education have a long history
of investigating grouping options, including benefis,
limitations, perceptions, and implementation. Qur study
on one hand traverses “grouping” by exploring like-
mindedness, and, on the other hand, shifts away from
the larger boedy of research on grouping to a much more
narrow focus en like-mindedness. Exploring what the
notion of litke-mindedness means revealed very little in
the licerature, Yet, we know, anecdotally and through our
experiences, that like-minded peers are sought by gifted
learners through different connections and relationships
based on common interests, preferences, or values. These
relationships may evolve online, face-to-face, or a blend
of both, through school experiences, extra-curricular
activities, communiry-based programmes, or cultural
opportunities. While peers are often chought of as those
who are of a similar age or year level within school,
like-minded peers cur across ages and lock-step stages of
schooling. Like-minded peers are not limited to within-
school, and can include adult~child relationships. Thus, it
is quize common for gifted children to have different peer
groups for different purposes and find their like-minded
peers amongst those (Siegle, 2013).

In the presence of like minds

Having opportunities to spend time with like-minded
cthers has been purported to be important to the
wellbeing and academic advancement of gifted learners

Havin g opportunities to spend
time with like-minded others
has been purported to be
important to the wellbeing and
academic advancement of gifred
learners,

{Education Review Office, 2008; Ministry of Education,
2012). Meeting, learning, and socialising with gified tike-
minded peers can be accomplished through accelerated
and enriched programmes, most often by grouping,
or clustering, students inside and ourside their regular
classroom and school (Biddick, 2009; Riley & Bicknell,
2013). Although specialist programmes are foremost
meant to foster high achievement in gifted and talented
students, they concribuce equaily to individual wellbeing
and social emotional development by providing necessary
opportunities to mingle with like-minded peers and
porential friends, a very human notion, resulting from the
need to befong (Cross, 2012; Ministry of Educasion, 2012).

This need to belong can be a real struggle for gifted
learners because often social norms and expecrations of
their age peers do not align with their unique interests,
motivations, and ways of learning, Pressures to conform
can relate to subject-specific acceprability, gender, age,
and cultural norms (Handel, Vialle & Liegler, 2013;
Lovetr, 20115 Jung, Barnett, Gross, & McCormick, 2017).
Gifted students may feel they must choose between social
acceprance and academic goals, which Gross (1989) calls
a “Forced Choice Dilemma”. To pardicipaze in activities
which are not accepred as the norm, or to participate or
achieve in a way that is not considered socially acceprable,
may result in peer group exclusion, teasing and bullying
(Adams-Byers, Squiller Whitsel] & Moon, 2004; Peterson
& Ray, 2006; Handel et al,, 2013). This pressure can result
in subject avoidance, underachievement, and reduced
freedom to follow interests and strenghs.

However, interactions between like-minded
learners result in opportunities for strengthening the
connections between self-concept, motivation, and
achievement, which in turn enhance wellbeing and
increase achievement (Wolf & Chessor, 2.0:1). Having
the opportuniry ta connect with like-minded others,
where similar approaches ro learning oceur, alleviates
the need 1o choose between acceprance, learning, and
achievemenr, aiding students in being true to themselves,
their interests, and their goals. Bringing like-minded
learners together has a number of positive benefits for
which extead beyond student wellbeing to impact directly
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on learning and academic success. Specific w0 socio-
affecrive needs, advanrages of spending time wich like-
minded ochers include:

¢ increased opportunities for connectedness

* improved chances of being understood and accepred

¢ better prospects of forming high-quality friendships

* more suitable occasions to practice socio-affective skills
* the comfort of “feeling normal” (Adams-Byers et al,

2004, p. I5).

Relating more directly to academic development,
spending time with like-minded peers is shown to

afford opportunities for engaging with those who think
and learn in complementary ways, sharing values and
interests, and challenging one another. It also provides a
more acceprable context within which to ask questions
(Adams-Byers et al., 2004}, receive constructive criticism
(Chin & Harrington, 2009; Handel et al., 2013), set
relevant mastery and performance goals, and strive for
and celebrate success.

Additionally, better work habits, and higher levels of
connectedness and commitment to school are fostered
through shared motivation and energy to learn (Barber
& Woodford Wasson, 2014; Chin & Harringron, 2009;
Hertberg-Davis & Callahan, 2008; Matthews & Kitchen,
2007; Neihart, 2007; Riley & Moltzen, 2010). Like-
mindedness cultivates learning and growth, as peers:

* share mutual dispositions to explore with depth and
complexiry (Sandersen & Greenherger, 2010}

* ask questions, share ideas and achieve without fear of
peer rejection or ridicule {Adams-Byers et al,, 2004)

* engage in high-level discourse (Netz, 2014)

* work at a pace commensurate to their abilities (Burney,
2008)

+ feel challenged and inspired (Sandersen & Greenberger,
2010).

Gifted and ralented students have the opportunity to
learn how to learn, take risks and develop resitiency when
tearning with like-minded peers.

Challenge from early on is also necessary to develop
skills such as setf-regulation, which Burney (2008) states
are closely tied 1o achievement and underachievement.
Being challenged by peers is fundamental to developing
resilience, and being able to norm-reference one's own
abilities against others who are similarly or more able,
aids in developing 2 balanced view of self and abilities.
'The big fish little pond effect (Marsh, 1987, Marsh &
Parker, 1984) is a theory proposed which refates o high
achievers having a lack of opportunities to compare
themselves with others who are simifarly or more capable.
Grouping like-minded learners provides a more pertinent
setting for this comparison to occur, and it enables
different peer relasionships for different purposes.
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Participating with like minds

This small-scale qualivative study was situated at a stace
intermediate school (Years 7-8 of 13 school years) ina
suburb of a large urban centre that hosted a Gifted Kids
classroom. Gifted Kids was a withdrawal one-day-a-weck
class, chosen for this research for is clearly articulared
definition of and criteria for giftedness. This is important
in undereaking research in New Zealand where each
school is tasked with creating, adapting or adopring its
own: definition and identification.

At the time of this scudy, the Gifted Kids entry
selection process was multidimensional, invelving
subjecrive and objective data collection, with group and
individual assessment components, and information
gathering from a range of sources. Importantly, the entry
process sought w identify students who would benefir
from the specially designed curriculum, T Whakawhanabe
Pamanawa: Developing Talert. Emphiasis was placed on
students interacting with like-minded peers to experience
talent development, abserace and complex thinking skills,
and a conceptual curriculum through che exploration
and support of their personal, social, and emotional
development. The curriculum was predicazed on bicultural
values and concepts, striving for parterships between
gifred students, cheir families, communities, and schools.

Bringing like-minds together was fundamental o
the Gifted Kids curricutum and enabled seudents with
apportunities to develop an understanding of themselves
as gifted individuals, exploring and developing their
strengchs and interests (Bate, Clark, & Riley, 2012).
Research on the programme showed positive effects on
students academically, socially, and emotionally (Bare &
Clark, 2013). While earlier studies did not look specifically
at grouping, from the gifted students’ perspectives, it was
shown 1o be “a critical factor in successful learning for
them” (Bate & Clark, 2013, p. 52).

Four gifted Year 8 (aged 12-13) students (James, Rex,
Matt, and Saily), their specialist teacher, Maggie, their
regular classroom teacher, and a parent, were involved
in the study.? This project had full approval from the
Massey University Human Echics Committee, and
adhered ro important ethical processes and principles. All
participants, including the scudents with their parents,
gave informed consens to participate in the research.
Two of the researchers were in professional roles in
Gifted Kids and, to manage any conflicts of interest or
power relationships, they were not involved in the daza
collecrion.

Using a semistructured interview approach, all
participants were asked to explain what like-minded
peers meant to them, 1o describe their opportunities for
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engagement with like-minded peers, and to discuss the
impact of like-minded peers on their social, emotional,
and academic develepment. Fach individual interview
was transcribed, and read and reread to famitiarise
ourselves with the data. Then, using inductive themaric
analysis, we employed a process influenced by Braun
and Clarke (2006), whereby two researchers identified
commen themes and patterns between and across the
interview data from the students, cheir teachers, and
parents. Bringing these independent views together, we
debated and discussed those we felt were indeed most
common and relevant to the research questions, checking
and rechecking our analyses. This approach enables a
rich description, primarily using the voices of the gifted
students, triangulated with their parents’ and teachers’
perspectives, For this article, we repert the voices of
students and teachers.

Being (with) like minds

The students, their parencs and teachers, were asked o
describe what the term like-minded meant to them. Al
participanrs described like-minded using a derivasive

of the word think. There were subtle, but important,
differences between sharing common thinking processes
(that were different from the norm) and having similar
outcomes of their thinking, with a tendency towards the
former. Like-mindedness was, thus, fow one thinks, or as
Rex explained, “It is someone who thinks nort exacily the
same, but in a similar process.”

How one thinks relates to how one learns, and the
students in this study expressed a preference for learning
independently, in one-on-one pairings or in smali groups
of like-minded peers; a preference research shows to be
influenced by whether students are working wich mixed
ability or like-minded peers (French, Walker, & Shore,
2011). To varying extents, different grouping strategies
were adopted within the students’ schools and the one-
day-a-weel programme. Maggie, the gifred specialist
teacher, expressed the importance of “getting a group, a
critical mass together in one room for a prolonged period
of time” and she feit strongly that while the regular
classroom offered some opportunities for learning with

How one thinks relates to how
one learns, and the students in
this study expressed a preference
for learning independently, in
one-on-one pairings or in small
groups of like-minded peers...

others of like-minds, it was “half an hour here, half
an hour there, maybe on a Thursday, maybe not on
Tuesday™

Grouping practices varied across sertings, and che
studenes’ enjoyment of learning and working in groups
was context, activity, and membership dependent, In
other words, grouping was flexible, and the students
in this study demonstrated the need for this flexibility.
For example, over a third of Sally’s regular classroom
members had been identified by the school, or Gifted
Kids, or both, as gifted and were cluster grouped. Cluster
grouping places the top five to cighr academically gifred
students at one level in a classroom together with a
teacher suited o meeting their needs (Biddick, 2009;
Gentry, 1999; Rogers, zooz). The remainder of the class is
of mixed ability, but this creates 2 “mass” of like-minded
peers in an inclusive classroom. Sally’s teacher, Kelly,
explained that students are then further grouped by
ability in her classroom according to assessment scores, as
well as her own teacher judgment.

Importantly, Sally was able to flexibly move in and
out of different groupings based on her academic and
social needs. Sally was in the top groups for most subjects,
but had been moved out of the maths top group owing
to social stress. In the Gifted Kids programme, Sally
was in the middle group. As the Gifted Kids teacher,
Maggie, explained, “She was used 1o being the top of
the heap ... used to achieving really highly but also
used to taking a lot of flak from her non-gifted peers
about that.” Being academically ous of sync with peers
has social ramifications for some gifted learners, so it is
not surprising that the students in this study indicated
a preference for one another’s company, as like-minded
peers and friends.

James preferred working with his like-minded peers—
two other students in his classroom who were in the
one-day-a-week programme. James explained that if Rex
and Daniel {anather gifred bey) were not in his group,
“It wouldn't be very good.” Interestingly, James's teacher,
Tammy, explained that Rex and James were not in the
same ability groups in her classroem where grouping
was determined based on test scores and overall teacher
judgment, which meanr that in mathematics James was in
a lower group than Rex. If James was placed in a mixed-
ability group, he indicated that he didn’t mind being the
leader, but thar in his experience, other kids wouldn’t
necessarily follow him.

Rex preferred sharing group leadership: “1 don’t like
it when there is one person with the control or no-one
in controt” If the group was mixed ability, and included
some higher ability students like him, Rex was “okay
with it”, but he preferred working in a high-ability group
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“because that means | have somerthing to learn.” Rex, who
his teacher Maggie described as “prodigiously gifted”,
preferred learning in the one-day-a-week programme and
a Saturday school he attended (which grouped on ability,
across ages, for acceleration).

Rex did not rolerate or enjoy working with those of
tower abilities, mainly because in those situations he felt
his peers either expected him to do all the work or they
overestimated their abilities, allowing him 10 do none
of the work. Rex felt that there were very few peers at
school with whom he could get along; as he expressed,
“there is not a lot of people who think in the way that
I do” Rex really did not enjoy working with groups of
people, “especially if the teacher places me in groups”,
He preferred eicher to select his own groups of people he
knew he gor along well with, or to work on a cha}lenging
solo activity. His teacher did allow him 1o work
independently when he finished work carly, but remained
insistent that Rex needed o conform and learn to work
with others, within rules and bounds.

Sally explained char her preference for grouping
in the regular classroom “depends on the activiey”,
but her engagement in learning is reliant on much
more. Sally confessed that she “mucks around” in her
regular classroom environment: the activity and level
of challenge made a difference. As she explained, group
activities needed to be “challenging enough for me o
like it, but easy enough for me o not give up”. Sally's
teacher, Kelly, confirmed that Sally and her peers loved
challenges. When working in mixed-abiticy groups, Sally
had litdle tolerance for those who might be struggling.
She described one of the “weird boys” as someone who
“doesn’t really grasp concepts of anything like the
teachers says”.

Matt also preferred the one-day-a-week programme
for grouping because “we all think the same with more
compiex ideas, and we have big conversations”. However,
unlike Sally and Rex, Matt enjoyed working in mixed-
ability groups and saw it as a “good challenge ... trying
to bring everyone together”. Although this statement
infers leadership in the group, when asked about his
preference—ro lead or to follow—Matc indicated he
was content in either role. Whar Matr wanted was
competition with like-minded peers, and he especially
seemed 1o enjoy this in the regular classroom: “Yeah it's
good, when we can play against each other”.

'The students described wanting challenge in group
learning activities, choice in group membership, and
control of their peer groupings for learning, Working
in mixed-ability groups was a challenge that most did
not enjoy, demonstrating liccle rolerance for learners
of lesser ability, regardiess of their role as 2 leader or a
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follower in the group. Only Mact indicated tolerance

for mixed-ability groups, bus, interestingly, he was also
the only scudent who also expressed a preference for
competition with like-minded peers {across or within
groups). The students in ¢his study demonstrace that all
grouping patterns have value when they provide different

experiences and different outcomes for scudents.

Flexibly grouping like minds

Fiexible grouping wichin inclusive classrooms is not a
new idea, but has its roots in the traditional one-room
schoolhouse (Riley, 2011). There has been a renewed
interest in flexibly grouping learners in different
combinations for different purposes—within, berween,
and across classrooms and settings—as educators come to
see the value and need for differentiation within inclusive
classrooms (Riley, zor1). Students may be formally or
informally placed in ability groups, cooperative-learning
groups, interest groups, mentoring one-on-one situations,
studenc-ied and teacher-led groups, scudent dyads,
individual learning arrangements and/or learning circles
in response 1o their learning needs, preferences, and
OULCOIMES,

Groups may be teacher-selected, student-selecred, ad
hoc, or random, depending upon the planned learning
outcomes and activities alongside real or perceived
student readiness, inrereses, and skills. Groups, therefore,
may be heterogeneous or homogeneous, bur as the
students in our study have shown, gifted learners tend to
prefer homogencous groups—of tike-minds and abilities,
rather than age or school year—when it comes to
grouping for learning. In inclusive classrooms, “students
can and should be grouped for different purposes
based on their strengths, interests, needs, and Jearning
preferences” (Riley, 2009, p. 650). Students’ predilections
should be part of decision-making around grouping,

No student is in the same group all the rime, because,
“fexible grouping is about learning: grouping for learning”
{Riley, 2011, p. xx).

Within-class, fiexible grouping works well if the teacher
is able to accommaodate, recognise and respond to the
various learning differences within the class, including
those typical of the gifred (Bate & Clark, 2013; Gallagher,
Smith & Merrotsy, 2011). Flexible grouping can be used
in any setting and, as shown in this study, can be eased
by cluster grouping {Biddick, 2009; Gentry, 1999; Rogers,
2002}, Other schoolwide grouping strategies include:

* Envichment clusters: weekly blocks of time for groups

of students wich common interests, bur nor necessarily

the same age or level, to work rogether with a facilitacor

to create  product, service, or performance {(Renzulli,

Genry, & Reis, 2003),
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* Cross-age grouping or multi-age classroems: students are
grouped into classrooms not strictly by age, but by their
abilities in specific curricular areas {Rogess, zo02).

* Looping: students are placed with the same teacher for 2
or more years {Grane, 1997; Tomlinson & Allan, 2000),
developing long-term parenerships in learning,

*  Mentorships: individual students or groups of students are
coupled with mentors who provide external expertise and
passion {Heacex, 2002).

o Weekly planning: teams of reachers develop short- and
long-rerm differentiated goals using frameworks such ag
Bloom’s raxonomy or Gardner’s multiple intelligences in
isolation or in tandem {(Heacox, z002; Smueny, Walker
& Meckstroch, 1997). Heacox's {2002) content catalysts,
processes, and product (CCPP) roolkit is anocher easy
tool for planning learning experiences.

Providing structure and support on a schoolwide basis

will better ensure differentiated learning for gifted and
ralenced students in inclusive classrooms. Bringing like-
minded learners together is also an opportunity for regular
classroom teachers to learn about students from their
behaviours and work in a different context, providing
further insights into strengths, difficulties, interests and
qualities which might not otherwise be observed (Riley &
Moltzen, 2010). Schoolwide approaches are cost-effective
for schools, as these can draw from their own poo! of staff

and resources, Gifted students have increased opportunities

of meeting and working with like-minded, possibly gifted,
peers with simifar interests, regardless of age or year level,
fostering increased achievement (Biddick, zoog; Brelles &
Winebrenner, 2011).

It is important thar teachers are able o facilitate
a responsive and differentiated fearning environment
as well as having received training in gifted education
(Biddick, 2009). Grouping—of any type—should involve
an educator who is knowledgeable and experienced in
identifying the diverse array of characteristics and learning
needs of gifted and talented learners which may otherwise
go unrecognised and unsupported (Hertberg-Davis &
Callahan, 2008; Kearney, 2014; Lassig, 2009; Matthews &
Kichen, 2007; Weod & Zundans-Fraser, z013). Hansen
and Feldhusen (1994) found that teachers trained in gifted
education have a better and more complex understanding
of the needs of their students in general and, of course,
the gifted, Their teaching is more fine-tuned to all aspects
of social emotional development, contexts, higher order
and creative thinking skills of their students, which enable
them to recognise and respond, creating a more positive
learning environmens (Cross, 2012).

Conclusion

This study provides insights into the ways in which four
students engaged with like-minded peers, and the value

placed upon it. Our conclusions must be considered
against the backdrop of the limitations: a small-scale,
qualitative study with intermediate-aged gifted studensts
in one Gifted Kids classreom. In some ways, the study
raised more questions for the rescarch ream than answers,
particularly in relation to the generalisability of the
results. As we move forward, the team plans to follow

the transition of these four learners into their secondary
schooling to see how changes in provisions in high

school impact their like-minded learning and socialising
oppertunities. We also plan to explore perceprions of like-
mindedness with more gifted students, their pareats, and
teachers across New Zealand. It is important we test our
ideas regarding flexible grouping as an effecrive solurion
for bringing together like-minded peers.

To be effective, flexible grouping requires teachers and
students to be able to flow in and our of different working
patterns throughout the day, week, or term, within and
across lessons, curriculum areas, and acrivities. This is
learner dependent, and some gifted learners will not cope
as well as others with different learners, especially those
of differing ability levels. Bur, this does not creare conflict
with philosephies that call for heterogeneity or mixed-
ability groups, because, as the students in our study voiced,
the gifted and talented are not all the same, bur racher 2
group of individuals with a wide range of abilities, skilts,
interests, strengehs, and weaknesses. Flexible grouping
means that gifted and ralented students are not always in
the same group with the same peers, but 24 learners are
given opportunities to learn with like-minded peers.

Indlustve educational setrings are the most likely
places for socialising and finding like-minded peers,
simply because of the amount of time scudents spend
there. Sadly, these are also places where peer alienation
and rejecrion can emerge for reasons of not ficting in
by virtue of being socially different, over-competent, or
intellecrually intense. A flexible grouping approach can
provide the challenge and differentiation in thinking
and learning needed by gifted students (Hazrison, 200s),
while also offering opportunities to meet and connect
with peers who simply think the same and have similar
interests-—like-minded peers.
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Notes

1. In 2015, Gifted Kids was replaced by MindPlus, a
programme of the New Zealand Cenzre for Gifted
Education.

2. Pseudonyms have been given to participants and all
efforts have been made 1o anonymise the daza.

References

Adams-Byers, |, Squiller Whitsell, S., & Moon, S. {2004).
Gifted scudents’ percepions of the academic and social/
emorional effects of homogencous and heterogencous
grouping. Gifted Child Guarterly, 4801), 7-20. hup://dx.do.
org/16.1177/001698620404800102

Barber, C., & Woodford Wasson, ]. (2014), A comparison of
adolescenss’ friendship networks by advanced coursework
participation status. Gifted Child Quarterly, sp(1}, 23-37.
heep:/ids.dei.org/10.0177/0016986214559639

Bate, J., Clark, D., & Riley, T. (zo12). Gifred Kids curriculum:
Whar do the students say? Kaivaranga, 13(2), 23-28.

Bate, ]., & Clark, D. (2013). Like minds learning well rogether:
Improving academic, social, and emotional outcomes for
gifted students. ser: Research Information for Teachers, 1,
49~57.

Bicknell, B. {2014). Parental roles in the educarion
of mathematically gifted and ralented children.

Gifted Child Today, 57(2), 83-93. htep:fidx.doi.
0rglo.1177/1076217513497576

Bicknell, B., & Riley, T. (2012, Investigating transirions in
mathematics from mulriple perspectives. Mathematies
Edrcation Research Journal, 24(1), 1-17. heep://dx.doi.
0rg/10.1007/513394-011-0027-y

Biddick, M. (2009). Cluster grouping for the gifted and
tatented: It works! APEX, 15(s), 78--86. Retrieved online
from hup://www.giftedchildren.org nzfapex/

Braun, V., & Clarke, V. (z006). Using themaric analysis in
psychology. Qualitative Research in Psyeholagy, 3(2), 77-101.
http:f/dx.doi.org/lo.1191/1478088706qp063oa

Brulles, D., & Winebrenner, §. (zo11). The schoolwide cluster
grouping model: Restructuring gifred education services for
the 215t century. Gified Child Today, 14(4), 35-46.

Burney, V. (z008). Applications of social cognitive theory to
gifted education. Rogper Review, 30(2), 130-139. hrtp:fidx.doi.
org/10.1080/02781190801955335

Chin, C., & Harrington, D. (2000). InnerSpark: A creative
summer school and artistic community for teenagers. Gifted
Child Today, 32(1), 14—22.

Cross, ]. R. (2012). Peer relationships. In T, L. Cross & J. R.
Cross, (Eds.). Handbook Jor connselors: Serving students with

gifis and talents. (pp. 409-425). Waco, TX: Prufrack Press.

Cutler, 8., Riley, T,, Maclntyre, B., & Bickneli, B. (2010).
Mentoring: A symbiosis putting new life into learning,
Australasian Journal of Gifted Education, 19(2), 49~58.

32| setfy, 2015

Education Review (Ohice. (zoos). Schools’ pravision for gifted and
talented students good praciice. Wellington: Education Review
Office, Rewieved from hurp/iwww.erogovinz/ Publications/
pubszocgigified-talented-gp-jnog.pdf

Education Review Qffice, (2011), Wellbeing for sucesss: Drafi
contreation indicators for student wellbeing. Retrieved from
heep:/fwww.cro.govt.nz/content/download/194999/3311915/
version/3/file/ ERQO_WellbeinggSuccess-final.pdf

French, L., Watker, C., & Shore, B. {zo11). Do gifted students
really prefer to work alane? Reeper Review, 33(3), 145-159.
hupe/fdx.doi.org/10.1080/02783193.201 1580497

Gallagher, §., Smith, §. R, & Merrotsy, P. (non). Teachers'
perceptions of the socicemotional development of
intellecrually gilted primary aged students and their
attitudes rowards abilicy grouping and aceeleravion. Gifred
And Talented International, 26(1-2), 11-24.

Geoury, M.L. (1990). Promoting student achicvement and
exemplary classroam praceices throwgh cluster grouping:

A research-based alternative to heterageneous elernentary
classyooms. Storrs, CT: University of Connecticut,

Grang, J. (1997). Leaping Q & A. Pererborough, N1: Crystal
Springs Books.

Grane, A. (zonn). Young gifted children transitioning into
preschool and school: What matters? Australasian Journal of
Gifted Education, 38(2), 23-31.

Graoss, M. (1989}. The pursuit of excelience or the search
for intimacy? The forced-choice dilemma of gifred
youth, Rogper Review, 1i{4}, 189-~194. hurp:/idx.doi.
org/10.1080/02783198909553207

Handel, M., Vialle, W, & Ziegler, A. (zo013). Student
perceprions of high-achieving classmates. High Abiliry
Studies, 24(2), 99-114. hup/idx.doi.org/io.080/13598159.20
13.843139

Hansen, J. B., & Feldhusen, ]. F. (1994). Comparison of trained
and untrained teachers of gifted studencs. Gifred Child
Quarterly, 38(3), 115--121.

Harrison, C. (2005), Young gified children: Their search Sor
complexity and connection. Exeter, Australia: Inscripe
Pubtishing.

Heacox, D. (2002). Differentiating instruction in the regular
elassroom. Minneapolis, MN: Free Spirit.

Hertberg-Dravis, H., & Callahan, C. (z008). A narrow
escape: Gifred students’ perceptions of advanced
placement and International Baccalaureate programs.
Gifted Child Quarterly, 52(3), 199~216. hrepi/fdx.doi,
orgl1o.1171/0016986208319705

Jung, I, Barnett, K., Gross, M., & McCeormick, J. (2011). Levels
of inteltectual gifredness, culture, and the forced-choice
dilemma. Raeper Review, 33(3), 182~197. heep:/idx.doi.orgf0.1
c8olo2783193. 2011580501

Kearney, K. (2014). Northwestern University Centre for Talent
Development: Life in the asynchronaus family. Retrieved
from hetpi/fwww.ctd.norchwesrern.edufresources/
displayArticle/?id=169



GIFTED AND TALENTED

Krenborg, L. (2008}, Allies in the family contributing to the
development of eminence in: women. Australasian Jowrnal of
Gifted Edneation, r7(2), 5-14

La Praik, N., & Wyver, S. (2007). Interests, semantic necworks
and social relationships of children in enrichment and
mainstzeam programs. Australasian Journal of Gifred
Education, 16(2), 26-34.

Lassig, C. (2009). Teachers” attitudes towards che gified: The
importance of professional development and schoal culture.
Australasian Jowrnal Of Gified Education, 18(2), 2.

Loverr, P. {20m1). Solutions for Jay and other underrepresented
gifted minority students. Gifred Child Today, 34(1), 55—59.

Marsh, H. {1987). The big-fish-little-pond effect on academic
self-concepr. Jowrnal of Educational Psychology, 79(3), 280~
295, hup:/fdx.doi.org/10.1037/0022-0663.79.3.280

Marsh, H., & Parker, J. (1084). Determinancs of student self-
concept: Is it betzer to be a relazively lazge fish in a small
pand even if you don’t learn to swim as well? fournal of
Personality and Social Prpchology, 47(1), 213231, herp/idx.doi.
0rgf10.1037/0022-3514.47.1,233

Matthews, 1., & Kirchen, |, (z007). School-within-a-school
gifred programs, Gified Child Quarterly, 51(3), 256-271.
hespe/dx.doi.org/ion177/0016986207302720

Ministry of Education. (2007). The New Zealand curviculum.
Wellington: Learning Media. Rerrieved from heep://
nzeurricalum.cki.org.nz/ The-New-Zealand-Curriculum

Ministry of Education. (2012), Gifted and talented students:
Meeting their needs in New Zealand schools. Retrieved from
heep:/gifred tki.org.nz/For-schools-and-reachers

Molrtzen, R, {2011). Historical perspectives. In R. Molwen (EdJ,
Gifted and talented: New Zealand perspectives (30d ed.) (pp.
1-30). Auckland: Pearson.

Neihare, M. (z067). The socioaffective impact of acceleration
and ability grouping. Gifted Child Quarterly, si(4), 330341,
heep:/dx.doi.orgfro.1177/0016986207306319

Netz, H. (2014). Gifted conversations: Discursive patterns in
gifted classes. Gifted Child Quarterly, s8(2), 149-163. heps//
dx.doi.org/10.1177/001698621 4523312

Peterson, ). 8., & Ray, K. E. (z006). Bullying among che gifted:
The subjective experience. Gifted Child Quarterly, s0(3),
252-269.

Renzulli, J. §., Genery, M., & Reis, 5. M. (2003), Enrichment
elusters: A praceical plan for real-world, student-driven
learning. Mansfield Center, CT: Creative Learning Press.

Riley, T. (2009). Teaching gifted and ralented scudents in
regular classrooms. In F.A. Kasnes, & S. M. Bean (Eds.),
Methods and maserials for teaching the gifted (3r& E) (pp.
673-716). Wace, TX: Prufrock Press.

Riley, T. (zo11). Teacking gifted students in the inclusive
elassroom. Waco, TX: Prufrock Press.

Riley, T., & Bicknell, B. (2013). Gifted and talented educarion
in New Zealand schools: A decade later. APEX: The News
Zedland Journal of Gifted Education, 18G). Rewvieved from
www.giftedchildren.orgnafapex.

Riley, T, & Moltzen, R. (2010}, Enbancing and igniting
talent developiment initiatives: Research to determine the
effectiveness. Wellington: Ministry of Education. Retrieved
pdf_hle/focrglfzara/oss, TalentDevelopmenta.pdf

Rogers, K. B. (2002). Re-forming gifted education: How parenis
and teachers can match the program ta the child. Dayton, QH:
Gifted Potential Press.

Sanderson, E., & Greenberger, R. (2010}, Evaluating online
programs through a gifted lens. Gifted Child Today, 34(3),
42-53.

Siegle, D. (z013). The underachicving gifted child, Recognizing,
understanding & reversing underachicvement. Waco, TX:
Prufrock Press.

Smuray, ], E, Walker, 8. Y., & Meckstroth, E. A. (1997).
Teaching young gified childven in the regilar classroom.
Minneapolis, MN: Free Spirir.

Tomlinson, C, A, & Allan, S. D). (2000} Leadership for
differentiating sehools and classrooms. Alexandria, VA:
Association for Supervision and Curriculum Development.

Wolf, N., & Chessor, D. (zo11). The affective characteristics of
gifted children: Can peer victimization make 2 difference?
Australasian Journal of Gifted Fducation, z0(1), 38-52.

Wood, D)., & Zundans-Fraser, L. {2013). Reaching our
Overcoming distance and supporting rural gifted students

through educational opportunivies. Awstralasiun Journal of
Gifted Education, 22(1), 42-50.

Tracy Riley is an associate profassorinthe
Institute of Education at Massey University.
Sheis theleader of theresearch team
investigating like-mindedness. Dr Janna
Wardman is employed at The University

of Auckland as a teacher, researcherand
superviser, Vanessa White and Carola
Sampson are postgraduate students at
Massey University, pursuing their Mastersin
Specialist Teaching (Gifted and Talented) and
Education {Early Years), respectively, and were
both awarded Summer Scholars to work on this
project. Deborah Walker is the CEO for the
New Zealand Centre for Gifted Education.

Email: T.L.Riley@massey.ac.nz f

setz, 2015 | 33



