




































































































































































































































































German and French, finance and banking, communication studies, kreatiewe taal
(Afrikaans), art, music, political and philosophical studies. Then there were
electronic  studies, informatics, petrochemical studies, astronomy, and

mathematics (Potgieter, 1995a).

Rihanna perceived the gifted programmes to be very similar to school. They
frequently sat in class and knowledge was thrown at them, and it appeared to
Rihanna that there was no aim or strategy. The archival material however states
that the Centre’s aim was not a continuation of the school curriculum nor to
deepen the learners' understanding of work done at school, as it was for
enrichment purposes (Potgieter, 1995b). In the early years of the programme the
curriculum seemed unclear; although there was a plan of sorts according to the
archives, Rihanna did not experience it in that manner. The archive is silent on
these arguments as the material is based on an informative letter from 1995.
Rihanna recalls that they (as the learners) did not have any form of assessments,
report cards or marks allocated. The only thing that might have been considered
as an assignment was the slides and recordings that they made for bible studies
based on the crucifixion of Christ and in history based on the two topics discussed
in class (Crete and its Cretan culture, and the ancient Minoan civilisation), but it
was very informal, and considered as hands-on learning, although in the memory

of Rihanna they were very passive.

When Rihanna reached standard four (now grade six), she left the CGC because
she felt like a guinea pig and did not find it remarkable at all. She even remarked
that some of the things she could have taught herself, and it was "... like class on
steroids and it was extremely long". She did not feel like it was the right type of
programme to initiate. The only two subjects that had a lasting impression on
Rihanna were bible studies and history, because these two lecturers used a
hands-on approach to teaching and put in a lot of effort in these lessons, whereas
in the other subjects they just sat and listened to lectures. In her historical
revisitation she recalls that "... to me it was tedious." Rihanna already had a full
schedule. She recalls being picked up at school and transported to the CGC, then

being picked up again and returned to school to continue with other extracurricular
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activities. In this regard, she remembers, "it felt like | was thrown into this situation

and now | just had to go with it. It was not something | was looking forward to."

Rihanna recalls that her primary school was unique and, in some ways, more
advanced than other schools. This could explain her dissatisfaction with the
Centre and the programmes it provided, because in comparison to her school
experience, which already included more hands-on learning, the gifted
programmes consisted of lectures. Her primary school was not large, but they also
had access to a speech therapist and a psychologist. Rihanna said that it was a
school ahead of its time. Doctor O.A. van Der Stoep (headmaster from 1967 to
1992), a former principal at Lynwood Primary, was the brother of the Dean of the
old NKP. These two brothers did things a bit differently; they did not always listen
to the TED since they had their own views and philosophies on education.

Rihanna admitted having conflicting feelings about her experiences at the CGC.
On the one hand, she experienced obvious positives, but on the other hand, there
were two cruel girls Rihanna does not remember positively in her revisitation. She
recalls that the two girls (from the same school) grouped with her and a friend
(from school), were not especially friendly. This caused issues such as bullying,
which Rihanna regrettably experienced. The two girls were rude and impertinent,
always looking for ways to demean Rihanna and her friend. To Rihanna this was
not a pleasant experience which weighed her down. Regrettably these incidents
were not picked up and made the experience of doing gifted classes negative.
Rihanna stated that she had pleasant moments, but then on other days she just
did not want to be there because, feeling overworked as a young child and tired of
all the extracurricular activities, she was bored in most of the classes and did not

feel stimulated.

Rihanna considered the fact that a gifted education programme like this might
have been worthwhile for a learner who was not stimulated at a school like hers.
Because she remembered that her primary school already stimulated her with
worksheets that they could complete after they had finished their classwork,
puppet shows that they had to create and perform, and by having evenings where

they could watch films and concerts at the school. The principal was constantly
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concerned that the school was visually pleasing, since he believed that it had to be
exciting to the learners. Rihanna felt her primary school was already sophisticated
and unique and on par with the CGC.

Rihanna's metaphorical image based on her narrative is that of a weighing scale
and one head divided into two faces (but still attached) and looking in opposite
directions (the inspiration is Janus, the Roman god of doorways and archways).
With Rihanna's positive experiences on one end of the scale and her negative
experiences on the other, somehow these two experiences balanced out the
scale. When you weigh something out, you measure a specific weight of it to
ensure that you have the exact mass. Rihanna did something similar in her
revisitation, recalling her experience of the gifted programmes. She was one of the
first learners to attend the Centre, most probably a trial group of sorts, and the
CGC and NKP still had a lot to learn. It was early days and as we see from the
archival material, changes were made to improve the overall system. Rihanna was
about eleven or twelve years old when she left the Centre, and she had mixed
emotions about her experience there. The faces looking in different directions
symbolise this, the one with eyes open recalling the positive memories about bible
studies and history, the other with eyes shut in contemplation recalling the
negative memories of being bored and bullied. The scale represents how this
experienced weighed her down in a sense, but that the positives helped her to

stay balanced.
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4.2.2 Bethany: The Experience of Silver Linings

Bethany was in standard one (now grade three) when she was first selected to
attend the CGC in 1984. This CGC was also under the administration of the TED
but was run by the old Johannesburg College of Education (JCE). The archival
material that |1 have received from a private collection is based on the CGC at
NKP, but because the CGC at JCE was also under the administration of the TED,

some of the data provided could be deemed to be applicable to this revisitation.

Standard one was the first opportunity for a learner to be evaluated to attend the
programme. Bethany explained that her school selected a few potential learners
every year from every grade to get an opportunity to write the aptitude test (or 1Q-
test). According to archival data, there were three phases of identification and
selection: firstly, only learners from provincial schools in standard two to standard

ten (grades four to twelve) qualified for consideration. Secondly, the learners were
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picked by homeroom educators, subject instructors, and the then TED, and staff
members at the educational help centre (from the TED), based on a defined
criterion, and thirdly, a central panel at the TEDs assistance Centre filtered the
potential learners (Potgieter, 1996c). Once a learner was selected, it was optional
to attend the CGC. Bethany remembered that she always had a little bit of a
problem with the selection process. Based on the archival material, learners were
picked based on academic success, but also on various other considerations:
characteristics such as willingness to learn, creativity, independence, originality
and initiative, imagination, determination, and so on, to name a few (Potgieter,
1995b). According to Bethany, her older brother, who was also very bright, should
also have been selected. Her brother for example taught her the basic principles of
calculus in their kitchen, just because he found it so fascinating. Unfortunately, he
was not considered a 'model’ learner because he was not the type of boy who
could sit still or write neatly, whereas Bethany was considered a ‘well-behaved
child' who did well in school and checked all the right boxes of being a 'model
learner in terms of behaviour. Bethany believed that this also influenced the
school's decision on who got to write the aptitude/IQ-test. What this speaks to is
the very subjective application of the criteria. In other words, if an educator did not
deem a child to be gifted, they were not provided the opportunity to attend the
CGC. Even back then, learners were placed in a box, and they had to tick the right

number of boxes.

The lessons that Bethany attended were presented as extracurricular classes in
the afternoons at the old JCE. According to the archival evidence, extracurricular
sessions were offered in the afternoons from 14:30 to 16:30. Learners in
standard two and three (now grade four and five) attended class on Wednesdays
for an hour from 14:30 to 15:30 or 15:30 to 16:30, depending on their schedules.
The standard four learners (grade six) got an hour-long instruction on Monday
afternoons, either from 14:30 to 15:30 or from 15:30 to 16:30, depending on their
schedule. The standard five learners (grade seven) had their courses on Mondays
from 14:30 to 16:30, while the standard six and seven learners (grade eight and
nine) had their classes on Tuesdays from 14:30 to 16:30. Learners in
standard eight through ten (grade ten to twelve) attended extracurricular lessons
for two hours on Wednesdays beginning at 14:30 until 16:30 (Potgieter, 1995b).
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Bethany explained that they were a small group from her primary school who used
to commute together and all the way to the CGC at JCE they would play general
knowledge type quizzes in the car.

The learners at the CGC at JCE had the freedom to choose the subjects that they
wanted to do, but some of it was as per the timetable allocated to the college. In a
newsletter to parents of gifted learners, it is stated that learners are permitted to
pick their own subjects and that the timetable is then built up accordingly. It was
also said that variables such as budgets and departmental requirements may
impact the subject options available to the learners (Potgieter, 1995b). Bethany
mentioned that some of the subject choices were limited by what afternoon one
would go; therefore the above undertaking seemingly did not work out as neatly as
planned. At the beginning of each year, the learners had the opportunity to choose
which subjects they wanted to do; they could choose four blocks per year. These
blocks were based on the subjects that the CGC offered, and Bethany recalled the
following options: mathematics (which she took every year), informatics, drama,
music, photography, planetology, astronomy, and art. In the earlier years there
were fewer options, but as they got older the options became more and the
subjects even more interesting. A list of subjects, according to the archival

material, was provided in the previous narrative of Rihanna.

The work that was covered at the CGC at the then JCE was based on the
development of critical thinking skills. As remembered by Bethany, there was an
emphasis on the creation and the invention of things, the development of creativity
and creative skills. There were also elements of group work. Bethany mentioned
that they used to work together towards achieving an outcome and that the
lessons were very social and interactive. According to Bethany’s revisitation, the
assessments were informal, the learners were under the impression that they were
working towards achieving something, but that it was never meant for the sake of

marks, it was purely for stimulation and without pressure.

What made the CGC at JCE even more appealing was the fact that the classes
were small, and Bethany recalled that the classes were never bigger than about

15 learners per class, which meant that they did not disappear in the masses.
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Bethany also remembers that the educators who taught the courses were very
enthusiastic and dynamic people. They really had the tendency to captivate the
learners. However, she did mention that there were one or two classes that might
not have been that interesting and stimulating: “... every now and again you’ll
meet an educator that wasn'’t that interesting or exciting, but the majority of the
time it wasn’t something | dragged my feet to.” She mentioned that she was not
always sure whether it was useful life skills that they were learning and that some
topics might not have been age appropriate or a little too advanced. “I don’t know if
they really understood the mind of the child in everything, but it is somewhat of a

compliment to be treated as an adult when you are younger”.

Bethany remembers that the CGC at JCE also arranged for the learners to join
them on evenings where they set up the telescopes to utilise for the astronomy
course. Bethany also recalled in her revisitation that the CGC arranged for the
learners to attend shows at the planetarium, but that it was not the general type of
show she used to see when she went with her family. In music the learners once
had to make their own instrument and Bethany decided to make panpipes using
bamboo. Even her parents helped with this elaborate project of hers, although it
was not for school. She said that everyone was very dedicated. Bethany was also
very fond of drama and remembers that they “...learned about war-like people and
bore-like people and all these different personality types...”. They also used to act
out plays for each other and the one year even had to put on a puppet show,
where they had to write the script, create the puppets, and make their outfits.
Alongside remembering all the creative work, which was different from school
according to Bethany, the mathematics was a little different when compared to
school, “... but plenty of fun — kind of brain teasers.” Bethany remembers it as
being abstract mathematics, for example having a picture made up out of matches
and then only being allowed to move one match to create a new picture. It was not
just simply addition and subtraction problems, it consisted of combinations,
changing and challenging questions. Bethany found this very stimulating and

“...quite fun”.

As remembered by Bethany, they were introduced to what she recognised as the

very early elements of computer programming in informatics. She recalls that there
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was this little turtle on the computer screen that the learners had to move around
by telling it where to go using certain keystrokes. Another activity in this subject
was the drawing of shapes on the computer; it started off being very basic, but got
more complicated as they went on. Bethany explained how they were also
exposed to other advanced equipment, which they might not have had access to
at school. They were introduced to not only computers and taught how to use
them, but they were also given the opportunity to use cameras in photography to
take photographs with, and they had access to telescopes and laboratories. In
mathematics they received printed pages to work on and had a study guide for
informatics. The old JCE also arranged special field trips for the learners as part of
their teaching experience. There is evidence of fieldtrips and the purchase of
equipment such as videotape recorders, musical instruments, and hardware and
software material for electronic studies, astronomy, and informatics in the archive
material (Potgieter, 1997a; Potgieter 1997b; Potgieter, 1996d).

An interesting aspect that Bethany brought up was the fact of being among other
bright learners. She recalls that in a funny way it brought her down to earth,
because when a so-called gifted child is among many other gifted learners it took
off the pressure as there were not just one or two who were outperforming the
others. Bethany recalled in her revisitation that among these learners one would
always find a child that was more gifted compared to a previous one, and to her

this was a good thing because it gave her perspective.

Bethany felt as if the CGC at JCE was a place for enrichment, especially for
learners that were not stimulated at school. In her revisitation as an adult, she
recalls thatit may have been attractive to a child from a 'regular’ or 'ordinary'

classroom, and that as an academic extracurricular, “... some learners would
really love it ...” since she regarded it as a secure environment and not necessarily
competitive. The learners at the CGC were more willing to be bold, because the
programme encouraged curiosity. Bethany stated that some aspects of the
learning experiences were just to cultivate interests, but that the educators
(lecturers from JCE or student educators) had a plan, agenda, or objective of

sorts.
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The mainstream school culture back then was difficult for a bright learner, and
Bethany says; “... they were very mean.” She described how bright learners were
subjected to overwhelming expectations at school and that they were expected to
excel and do exceptionally well. She considered herself fortunate since her
parents never had such expectations of her or her siblings, which made it easier,
but she stated that this was the problem of being labelled gifted. On the other
hand, Bethany (now a mother of three children) notes that society has progressed
and that there are now different perspectives on awarding and giving out prizes.
These days’ prizes are given out to every single sport, in every single age group,
but they shy away from academic prizes, tending to only give out one academic
prize for the entire year. Bethany questioned why it was so limited, stating that "...
we shy away from providing credit to intellectual individuals,” but not those who

excel in sports.

Bethany’s experience of the CGC at the old JCE was quite different from school.
She remembers that they did not do school-like topics and that they had exposure
to things and concepts they never had at school. The archival data explicitly shows
that the work done at the CGC had no link or reference to the school curriculum

and was only for enrichment and stimulation purposes (Potgieter, 1995b).

Bethany found the CGC appealing because there was a sense of exotic
knowledge. She remembers that it was an absolute highlight and very stimulating.
To her then, and now in revisiting it, it was an outlet for her. She does not
remember feeling “... ugh, they are making us learn stuff ...” or that it was boring.
In general, it was something that she really looked forward to every week. She
also felt that it was an appropriate programme and that she “... thoroughly enjoyed
it.” Consequently, every year she made it a priority in her schedule to attend these
extracurricular classes. As a result, Bethany mentioned that she has better and
clearer memories of what they did at the CGC than what they did in school and
that it “... was nice to have an outlet.” She experienced the CGC as being a safe
space, where she could dare to dream and think for herself without pressure, as it

was purely for stimulation and enrichment.
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When Bethany recalled her experiences, she associated them with the word
“‘wonder”. Thinking of the CGC and her experiences she imagined sunshine, but
not the harsh sunlight that burns or makes one feel overheated; rather, she
imagined a dappled sunlight shining through huge green leaves, creating that
silver lining, almost like in a greenhouse. That was the symbolic image she
created in her mind of her experiences at the Centre. A silver lining is
metaphorically a sense of hope, in the time that the CGC was in full bloom. To
Bethany the CGC was a place where she could unwind, grow, and bloom. She
mentioned that she felt safe, secure, and nurtured. A greenhouse is a closed
structure meant to reduce air dispersion while being translucent to natural light
sources, allowing the plants within to carry out photosynthesis. Because air flow is
reduced, heat from the sun and internal furnaces may be better preserved,
allowing plants to be cultivated out of season and in harsher climates. A
greenhouse feeds the future. It permits plants that might not withstand the cold in
nature to thrive, another year to live. This focuses on the future, not the past. It is
about recuperating, recharging, and making plans for early summer. Bethany
linked her experience with what a greenhouse symbolises: growth, second
chances and a plan. Just like a greenhouse provide protection, so did the CGC,

Bethany recalled feeling warm, cherished, and motivated to transcend.
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4.2.3 Annabelle: The Experience of Cosmic Wheels

When Annabelle was chosen for the gifted education programme at the old NKP in
Pretoria, she was a standard one (now grade three) learner. Her primary school
chose only a few learners for the programme, with the notion that it was based on
their academic achievement. Learners were chosen by the TED based on
academic achievement, but also several other factors, as discussed in the
previous two narratives. Annabelle recalled that, after the school selected the
candidates, they were sent to write an intelligence quotient (IQ)-test, a very
daunting task for a standard one learner. In the learners’ historical revisitation, it
has become clear that those who were learners did not really understand the

selection process. This is understandably so as they were learners at the time.

Annabelle thought that the TED decided who could attend the gifted programme,;
she mentioned that it was possible that they monitored a few schools and
identified top academic candidates who then wrote an 1Q-test and were further
filtered. According to archival data, there were three steps of identification and
selection; this is also described by the previous narratives. Annabelle was
extremely nervous about this 1Q-test, “I had never heard of this word up until then,
but there we all went, extremely nervous about this daunting 1Q-test. After that |
was told that | was good to go to the Centre.” IQ was not the only factor that
played a role in the selection process for someone like Annabelle. Although
academics were considered an important aspect, such as marks in standardised
testing, aptitude tests were considered along with achievements in curricular and

extracurricular activities (Potgieter, 1995b).

Annabelle recalled in her revisitation that the CGC classes were held in the
afternoons after school, once a week for two hours. The archival material
complements this statement made by Annabelle: extracurricular classes were held
in the afternoons from 14:30 to 16:30, which is also substantiated by the previous
narratives. She mentioned that each lesson was about an hour long, but when she
was in the primary school it was a little shorter and they were rotated every six

weeks, to get exposure to all the subjects the CGC offered.
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Annabelle believed that it was to get an idea of what each subject was like before
you chose your subjects in high school. During the high school phases of the
programme, each learner could choose two subjects. Annabelle chose astronomy
and drama to specialise in. She remembers these subjects with fondness and said
that astronomy “... was an amazing subject to have.” She mentioned that at these
extracurricular classes at the CGC, they were given the opportunity to participate
in their own learning. Annabelle said that the educators went into a lot of depth
when working through a topic and that they went to a lot of effort for them to keep
the content interesting. She recalled the following subjects that were available at
the centre for gifted learners: Afrikaans, English, mathematics, astronomy, drama,
science, music (another subject that really stood out for Annabelle), informatics,
biology, art, communication studies and geography. A record of the subjects
provided at the CGC from the archival material is included in the previous

narratives.

Annabelle also mentioned that the programme was nothing like what they did at
her school: there was no correlation, nor repetition, although in some subjects you
needed some prior knowledge to understand the work done. This is also
complimented by the archival material as it states that the aim was neither to
deepen the learners understanding on school-based subjects or topics nor to be a
continuation of the school curriculum, it was for enrichment purposes (Potgieter,
1995hb). Annabelle recalls that she believes the educators selected topics that they
enjoyed and found fascinating, and taught those. She was also intrigued by the
fact that they were free to engage in their own learning, investigate topics, and
discover new information on their own terms. Furthermore, Annabelle remembers
that they were permitted to utilise the equipment that NKP had available on their
own, such as microscopes, experiments, building their own circuit board, as well
as visiting the planetarium in Johannesburg, creating and performing their own
puppet show, and so on. In the archival material there is evidence to support these
memories as explained in Bethany’s narrative. Another consideration that
Annabelle valued was the fact that no assessments had been conducted. They
were never asked to redo anything or informed they were not good enough. They
did not get report cards or grades. There was no pressure, and as Annabelle

stated, they could learn new things while having fun.
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Annabelle noted that mainstream education was quite different back then, as there
were fewer possibilities to broaden one's knowledge and experiences. She also
stated that the work they did at the CGC was considerably more in comparison to
what they accomplished in school. At first, Annabelle was apprehensive since it
seemed like they were simply thrown into it and told they had to do it, because
back then in her view, if an educator told you to do something, you just did it
without questioning it. But attending the CGC was all worthwhile since she found it
enjoyable and engaging. She described her experiences at the CGC as "wow”
because such possibilities were not accessible to all at that time. Annabelle recalls
that the "... CGC at the time was amazing; it was fun to go there, because you

learnt something new every time."

As recalled by Annabelle, the gifted learners at the Centre had access to
advanced equipment that helped their learning process and experiences. What
made it even more intriguing was that they were allowed to use the equipment to
discover, explore and create. Annabelle and her peers also had access to
computers (a very advanced technology of that time). Annabelle recalled in her
revisitation that, apart from the visit to the Johannesburg planetarium, she had
access to watching videos in class on astronomy. To her and her peers it was like
watching television for an hour and not having a lecture, something that would
never have happened at school. In drama she had to create her own puppet show,
write the storyline, make the dolls and their outfits, and perform it in front of an
audience. Annabelle described her learning at the CGC as a lot of fun, and
because they were not evaluated, there was no stress or pressure to perform,
which made it a lot more enjoyable, and she thought it helped them remember the
work better. The archive material contains letters from parents in which they
express their heartfelt gratitude to the centre for gifted learners and claim that the
centre got tremendous support from the parents of these gifted learners (Potgieter,
1996e).

Annabelle cannot recall whether her parents had to pay for the extracurricular
classes and mentioned that she cannot remember if there were English speaking

learners with them in these programmes. She stated that she thought it was only
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Afrikaans speaking white learners, with the CGC at JCE serving white English-
speaking learners. The archival material has records of written communication that
went out to parents either by fax machine or letter about the tuition money: there
was a R 60-00 registration fee per household and R 360-00 per learner for the
year, they also stated that there could be a possible increase in the tuition fee to
approximately R 400-00 per learner, but that the increase was not initiated
(Potgieter, 1996f). According to the archival data, 15,2% of the learners at the
CGC were English speaking (Potgieter, 1996a).

Annabelle recalls becoming disinterested in school, because she felt stuck in a
mainstream system, a place where everyone was placed inside a box. Annabelle
recalled that the learners never dared to ask questions, because they were told
that “that is the way it is, and you have to accept it like that!” She stated that her
educators never gave them an explanation. When experiments were performed,
the educator was the one executing it and the learners just observed. Annabelle
also said that, back then at school, you were considered smart or dumb, and there
was so much pressure on you to perform and do well, otherwise you were seen as
a failure. However, at the CGC, Annabelle really enjoyed the programmes and, “...
to us the CGC was just wow, because there were not opportunities like that back

”

then ...”, “the extracurricular classes that time was amazing; it was fun to go
there”, because they were always taught something new and interesting.
Annabelle recalled that “... it was really nice, because they involved us, we were
participating, and they put in a lot of effort.” To Annabelle it felt like a privilege to
have been given the opportunity to participate in the gifted programme and
mentioned that she just benefitted from it. Annabelle found the whole experience a
highlight and as a consequence enjoyed everything about it, from driving to the
CGC, commuting with friends, being there and heading back home. Annabelle
explained that "the entire experience in my head is happy and colourful, it is merry
and light". She mentioned that there was always something new to take home and

that it was never boring.

The portraiture below personifies Annabelle’s flashbacks of her revisitation. It is a
metaphor of what she experienced, because as Annabelle travelled through the

past, she created a picture of herself as a young girl with scenes from her life at
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the CGC that passed in front of her eyes. Annabelle sits in a relaxed cross-legged
yoga-like position observing everything around her, trying to take in everything that
this new universe has to offer. The variety of subjects that she had access to at
the CGC are like cosmic wheels floating and flying by, opening this newfound
universe, allowing her to take parts of it and to make it her own, lighting up the
light bulbs as she experienced this wondrous world. The Centre opened up a
world, which allowed access to her as a child who was identified as gifted. She
enjoyed every moment of it and attended diligently every year until standard ten
(now grade twelve).

424 Carla: The Experience of a Lecturer Running Down Memory Lane

The CGC started in the 1980s at the old NKP. The archival material has records of
the establishment of the CGC since 1981 (Potgieter, 1996q). Carla, as a lecturer,
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came across an available educator position in an advertisement in the then
education gazette, a publication in which teaching positions were published by
each education department. She decided to apply for an English teaching position.
She was invited for an interview at NKP; she wanted to teach English, but the
position was already taken. She was consequently placed in the Afrikaans
teaching position. They were paid R7 an hour by the TED and received their
payment at the end of the term. According to the archival information, the TED had
a significant effect on how things were done at the Centre, from the screening
process to salary payment (Potgieter, 1996j; Potgieter, 1995b; Potgieter, 1996j).
Carla was part of the Centre for 22 years and in her revisitation recalls that the first
headmaster of the Centre (Doctor Johnny Nell) followed a very strict process when
employing new educators. There were very high standards, but later, as the
demand for staff grew, educators were just appointed and not selected as before,
and unfortunately, in her view, not all the educators then were pro-gifted
education; some of them just did it for the extra income.

Carla remembered that, at first, they had nothing, no guidelines, and no curriculum
and that to her was lovely, because she could teach what she wanted and how
she wanted. It was only later in 1983 that the old College of Education for Further
Training (Onderwyskollege vir Verdere Opleiding, OKVO), developed a course in
teaching gifted child education. Carla stated that the lecturers teaching the course
also did not really have an idea, as the concept of giftedness was so new. Doing a
course on gifted education at OKVO was a two-year course, and Carla mentioned
that “... it was okay, but there were these terrible subjects that made no sense at
all’. This was before computers, and they had to complete everything they had to

submit for the course by pen and paper.

According to Carla, the learners that attended the CGC were identified based on
their academic performance by their schools, which meant that the Centre was
very dependent on the schools that time. When a learner was identified they had
to write an intelligence quotient (1Q) test to be selected. Carla mentioned that there
were a lot of arguments around IQ as a qualifying factor, since IQ was not seen as
an accurate determining factor. To her knowledge, the identification and selection

of the gifted learners had nothing to do with money. According to archival material,
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learners were indeed identified by their school, but that the TED had the final say
in the selection of the potential learners (Potgieter, 1995b). The learners were,
apart from the 1Q test, selected based on a list of characteristics, and good
academic achievement (Potgieter, 1996c).

Carla taught at the CGC in the afternoons from 14:00 to 16:30 on weekdays, as an
extracurricular activity. Carla recalled that there was also a winter school at some
stage held in the June school holidays, but that to her it was not as successful
compared to the afternoon classes, since one would have to teach the same
content in a weeks’ time what you would normally have taught in a term. Carla’s
memory is underpinned by the archival material: the Winter School was open to
gifted learners from across the old Transvaal in provinces now known as Gauteng,
Mpumalanga, Limpopo and North-West. The Winter School was traditionally held
at NKP during the first week of the mid-year school break (Potgieter, 1996h).

Carla recalled that the Centre started with primary school learners who attended
the classes once a week, but that the interest in the Centre grew so rapidly that
they quickly had high school learners as well. The youngest learner started in
standard two (grade four) and went up to standard ten (grade twelve), as
mentioned before in other narratives. The primary school learners were introduced
to all the subjects taught at the Centre, as explained in earlier narratives, and
therefore worked on a six-week rotational timetable to get exposure to all the
subjects, before they chose their two or three final subjects in the high school that

they wanted to specialise in until standard ten (grade twelve).

Carla spoke about her days as an Afrikaans educator at the CGC very fondly, she
remembers that she could do just what she wanted with the learners in the
Afrikaans class: “I had carte blanche and Johnny Nell left me alone, because there
were no complaints”, nor was “I bothered either because | delivered good results”.
She remembered how she taught the learners poetry from Ingrid Jonker before
she became famous (Jonker became famous after Nelson Mandela read her
poetry in parliament). She also did the Afrikaans translation of Romeo and Juliet
and also got famous writers and poets to come talk to the learners about their

work. At the same time, she took the learners on fieldtrips. Carla in her revisitation

91

© University of Pretoria



P
&

W UNIVERSITEIT VAN PRETORIA
"/ UNIVERSITY OF PRETORIA
et Y

UNIBESITHI YA PRETORIA

recalls that in the majority of the time there was only one educator per subject,
which meant that they did not have subject meetings or any meetings that she
could recall.

Carla as an educator at the CGC had a passion for teaching creativity in
languages. The classes that she taught were not very big; there were about 12 to
13 learners in a classroom. She taught topics that these learners did not do in their
traditional Afrikaans classroom at school since it was not based on language or
grammar; she wanted to instil a love for the subject, by allowing the learners to
create freely, through poetry and/or narratives. She remembers teaching the
learners critical thinking skills and the ability to become innovative. She mentioned
that her classes were very informal and unstructured, that it was in her experience
based on enrichment, but that she could not speak for the other educators. The
enrichment activities which Carla initiated in her classes, cut, in her mind, through
curricular obstacles and government regulations. These exercises allow
learners to freely design, create, and learn, without limits. Carla remembered that
there were no formal assessments and no marks or reports given to the learners;
in her case she based her teaching on creative writing and the process of creative
development: “... what would | want to assess, except for the learners’ enjoyment,
participation and opinions”. Carla’s philosophy as an educator was that the gifted
learners should have fun while learning and that they had a say about their
education. In hindsight she is sure that she had done all she could for them and
that they were ready to go into the world safely. Carla in her view worked very
hard on her planning and lesson preparation, but stated that it was always worth it,
because to her “... it was just a wonderful experience and | know for a lot of the
learners it was too”. The fact that there was no form of assessments lessened the
pressure that the gifted learners experienced in their mainstream schools; it
allowed for more interactive lessons and instilled a love for learning into these
learners. Another added benefit of not assessing the learners for the educators as
recalled by Carla, was that it was not as administratively demanding, which also

made the teaching aspect more worthwhile.

At some stage Carla also taught a subject called communication studies, where

she made use of videos in her lessons, something that was not used in schools
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back then. She also had access to all the study material that she needed, if she
wanted to get some books she needed for teaching, it was bought, without
guestions or hesitations because funding was available. Carla recalled that the
learners had access to telescopes which were set up some evenings for them to
experiment with, as well as computers, video cameras which some learners used
to create their own films, and interesting musical instruments. She also stated that
the gifted programme was so needed, because the learners were often bored at

school.

Carla recalls that to her, the gifted education programme was appropriate and
something that was needed, but that people that were not part of it, always felt
threatened and turned poisonous towards it. In her view, gifted education was and
still is a very unpopular topic. In this regard, Carla argues that she does not think
that such a programme will ever work in South Africa again, because firstly there is
no money to finance it and secondly it is not considered politically correct, one of
the reasons why the original programme was shut down. She recalls: “I know for a
fact that the end drew closer after 1994 ...” and with it the cutting-edge equipment
also disappeared. The CGC continued till 1997 but fortunately for Carla, in her
view, she was not part of the programme anymore and did not experience the last
days. but she remembered that the people commented that there was too little
racial variety post-1994, and that the 1Q-level was too high, so they lowered it, but
it was never the same again and did not last for much longer after that decision
was made. As a consequence, there were arguments around the fact that a centre

for the gifted was not politically correct and considered elitist.

Carla remembers that most learners who participated in the programme had a
wonderful experience, but she argues that she does not believe many individuals
now would admit to being a member of the Centre, which she considers extremely
sad. Since giftedness is not a popular subject and connotated to the ideas of
apartheid and elitism, people would not like to be associated with it anymore. In
this regard, giftedness signified a scenario in which power is placed in the hands
of a small number of people who deemed themselves more advanced. According
to Carla the adults (educators or not) were the ones that were most of the time

threatened by the gifted learners (because the learners were very clever and
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sometimes, they knew more than the educators). She remembered that in many
instances the learners were attacked and not necessarily the Centre; in other
instances, there were adults that took credit and acknowledgement on behalf of
the learners and their achievements, even though they had no part in it. She
recalls that in her view the adults were the poisonous ones. There were also a lot
of arguments around the fact that it was not politically correct and considered
elitist.

Carla described her experience at the CGC as being enriching and she recalls that
the learners were like sponges soaking it all up and that the educators had to keep
them interested, because if you bored them, they would simply not attend your
class anymore. Carla explained that it was so easy to keep the gifted learners
interested, because they really wanted to be there. She recalled having a few high
school learners in her Afrikaans class and stated that some of them were truly
brilliant and very talented. Carla in her revisitation makes it clear that she was very
lucky to have been part of these programmes and found it to be rewarding. While
Cara walked down memory lane, revisiting the CGC past, she explained her
experience as follows: with the primary school learners she was the one who took
their hands and who walked in front of them, indicating that they should follow her.
When they reach early high school they walked side-by-side together as equals,
and then at some stage they get to a point where she sat down and instructed
them to go ahead without her, because she could not take them forward anymore.
She had given them everything they needed for the future and taught them
everything she could to guide them. The learners then ran ahead while she looked
after them as they disappeared over the horizon. But to her this was all right and
she is content because she knows she had done everything she could for them

and that they were ready to go ahead, and they do so safely.

In Carla’s revisitation, as captured in a portrait, she is running down memory lane,
recalling all the past events from the CGC. To her it was a wonderful place which
produced productivity, innovation, and opportunities and possibilities. She
explained her race as one which started slowly, with the learners of the primary
school. As they grew up and the years progressed, so did the pace and as a

consequence at some stage the learners outran Carla. She was content with this
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idea that she was aware of her own limitations, and through this made these
learners believe that the sky was their limit. Therefore, as they started running
their own race, she watched them, ensuring their safety until they had the

confidence to cross the horizon, where she stared at them with wonder and

admiration from afar.

4.2.5 Victor: The Experience of a Game of Chess

To understand Victor’'s narrative as an educator for the gifted, it is essential to
sketch a contextual background as recalled by him. This was the era (the 1980s
and apartheid) of strict autocratic policies and rule, and there was a lot of influence
from the three traditional Dutch Reformed Christian churches (Nederduitse
Gereformeerde Kerk, NGK; Dutch Reformed Church, NHK; Gereformeerde Kerk,
GK), and it was a time of fraternal order. People were appointed into positions,
sometimes very high management positions, and Victor recalls with a lot of
respect, that they were not necessarily qualified to be in the positions, they held
the metaphorical game of chess. Victor remembered that people in management,
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like the rectors and vice-rectors of colleges of education, had harsh autocratic
ways; staff, and students could not move without having to report everything they
did. In sum, you were watched like a hawk, Victor remembers. Because of this, he
stated, you were constantly under immense pressure, fearful of doing anything
wrong, otherwise you will be “taken out.” Unfortunately, this led to the result that
there were no relaxing working environments or work-relationships possible, “You
were forced to work under these autocratic rules and regulations, and if you dared
to do otherwise or made a mistake, you were interrogated by white men in a
disciplinary hearing, and they had no mercy.” Just like any other department at the
college, the educators at the CGC were held accountable for everything at the
Centre; everything that took place had to be communicated to the college’s council
by means of a formal written report, and to the senate of the college, which was
considered to have the most control over the CGC. Victor stated that he found this
challenging, because he had always been a rebel of sorts and never liked to be
suppressed or placed into a box. It seems this way of management permeated the
TED because JCE experienced a similar autocratic rule to that of the NKP, with
the same depressing and suffocating management style, despite the fact that the
English community was more liberal and open-minded than the Afrikaans

speaking community at the time.

Victor joined the CGC in 1986. He recalls that originally the Centre was known as
the Centre for Highly Gifted Learners, but this was frowned upon by the Dutch
Reformed Church who stated that a person can only be gifted and not highly
gifted, and that what the college was promoting essentialist and elitist ideas. The
Centre’s name was thus changed to the Centre for Enrichment Education, later in
1997.

As Victor recalled, it is necessary to understand the structures at NKP and the
CGC in the context of that time, where within the college there was a ‘clique of
men’, a veiled reference to Broederbond-like activities, who had power over
everything. Before he joined NKP, he was an educator at a high school teaching
Afrikaans and Northern Sotho, also known as Sepedi. He recalled that he was one
of the first Afrikaner educators to use computers to teach learners how to speak

and use African languages. Victor remembered that in 1986 he was called to the
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headmaster’s office one Friday afternoon to be told that he will be starting at the
NKP on the coming Monday. It was not long after that where Victor was
summoned to the office of the rector of NKP to be told that he would be taking up
the headmaster position at the CGC. The rector of NKP told him that some of his
current responsibilities were already being shared amongst his colleagues and
that he would be starting there on Monday. In the context of the time Victor
explains that since he was called upon, and told that he had to take over, he did
so. To this day he is convinced there were much better equipped and qualified

people than him to do the job, “but when they spoke, you just followed”.

Victor joined the CGC after it had already been operational for five years. He
taught classes at the CGC in speech communication and deportment, drama, and
philosophy at some stage (Potgieter, 1996i). Victor stated that this was lovely
because as an educator at the CGC you had the freedom to decide about your
own curriculum. His position at the CGC changed dramatically when he was
appointed headmaster and it was here that he was most exposed to dictatorial
management methods which ran in his view contrary to giftedness. As
headmaster, Victor's role was mostly administrative, but he was also in charge of
curriculum modification and, on an annual basis, making the required adaptations
and adjustments to keep up with new technology, discoveries, and so on. Even as
the headmaster of the CGC, he made weekly visits to the learners and considered
it to be a beneficial learning experience. He stated that, when he observed how
the educators performed with the learners throughout their lessons, his mouth

would occasionally fall open in amazement.

As already explained before, the programmes at the CGC were extracurricular,
which meant that they occurred in the afternoons — this did not excuse Victor from
lecturing responsibilities that he had at the NKP including being the deputy head of
the department for philosophy education. All these obligations and responsibilities
had to be fulfilled. As the headmaster of the Centre, Victor had a lot to do with the
parents and finances, including all administration regarding the Centre. Victor was
also responsible for arranging and leading certain meetings, where they discussed
the changes that needed to be made in the gifted curriculum, due to the

advancement of modern technologies. Due to this it was not easy to change the
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curriculum nor implement it, because sometimes it took most of the year to get it

initiated and then it had to change again.

The identification process that the learners had to go through, as recalled by
Victor, to be selected for the CGC, was not just based on academic performance
or 1Q scores. The IQ test they used was based on the standard IQ test of the time
and the score of the learners had to be higher than 124 to be deemed gifted.
Additionally, Victor spoke about seven or eight distinct categories that were also
looked at as explained earlier in the narrative of Bethany, which then also had to
be confirmed by the principal of the school the learners attended. Often there were
also learners that were not necessarily gifted in mathematics or the sciences, but
who were gifted in art or languages. These learners were also granted the
opportunity and privilege to be part of the gifted programmes.

The programmes at the CGC were as explained by Victor divided into two options:
the day school and the holiday school. Identified learners from around Pretoria in a
radius of 60 kilometres could attend the day school, held on afternoons from 14:00
till 17:00. However, according to archival data, extracurricular activities were
accessible in the afternoons from 14:30 to 16:30. (Potgieter1995b). The classes
were held three times a week and the periods were 40 minutes in length with a 10-
minute break in between. The day school commenced in February and closed in

November.

Alternatively, the Centre also had a holiday school which was made available for
learners outside of Pretoria, for example at towns such as Tzaneen, Graskop,
Nelspruit, and Rustenburg. According to the archival material, the holiday school
was available for gifted learners in provinces that post-1994 became Gauteng,
Mpumalanga, Limpopo, and the North-West Province. Victor explains that it was a
very eventful period for the learners, and they were fatigued by the time they
returned home. The Centre communicated that it was the parents' responsibility to
bring both day school and holiday school learners to and from the Centre.
Traditionally, the holiday school was held on the campus of NKP during the first
week of the school holiday (Potgieter, 1996e). These potentially gifted learners

had to go through the same identification process as the learners from around
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Pretoria. The holiday school was held during the April and June holidays and
everything, as recalled by Victor, which was done with the day school learners was
also done with the holiday school learners. During the holiday school, the lessons
started at 8:30 and continued throughout the day. These learners were placed in
the NKP residences and made use of these facilities for the duration of the holiday
school. The learners also received breakfast before class, lunch, had tea breaks
between lessons, and dinner at the end of the day. The archival material generally
supports Victor's memory on how the programme flowed. Breakfast was available
from 06:45, lessons started at 07:30, lunch was served at 12:00 and dinner at
17:00 (Potgieter, 1997c).

The gifted curriculum that was initiated at the CGC was, as recalled by Victor,
revised on a yearly basis. It was an accelerated curriculum, but the educators at
the Centre understood that some things cannot be pushed, and they also
understood that one can only do so much in an afternoon or a week of holiday
school. In this regard, a formal letter to parents that the CGC provides an
explanation of a fast-paced programme of enriched topics followed (Potgieter,
1996¢g). Consequently, as recalled by Victor, everything that was taught was done
through means of scaffolding. Victor further remembers that the educators would
start at the learners’ gifted/advanced understanding or level and systematically

worked towards a university understanding/level.

The timetable, as recalled by Victor, was structured so that there were three hours
of class in the afternoons, and at these classes they did what one would normally
do in two weeks or more at a traditional school. The programmes consisted of a
variety of subjects, that Victor remembered, for example, astronomy, petro
chemistry, physics, English literature, speech and communication deportment,
drama, music, creative and fine arts, photography, film creation and editing, and
advanced mathematics. Victor mentioned that, as far as he was concerned, there
was no correlation to the school curriculum, because the work at the CGC
consisted of university-based topics. The educators, which were also lecturers at
the NKP, according to Victor, had the freedom to decide about their own
curriculum, and this was a huge upside for them. Educators were also encouraged

to teach the learners everything that was in the forefront of the world at that stage,
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and the learners were given the opportunity to experiment with it. In this regard,
Victor explained that petro chemistry was one of the subjects the CGC provided
due to the interest that was sparked during the time of South African Synthetic Oil
Liquid (Sasol) developments at Sasolburg and Secunda. Victor said that this
subject was based on the chemistry behind the production of fuel, but not just from
coal, also other minerals. They discussed the work of world-famous scientists and
researchers with the learners and the thought and theory behind the subject.

Astronomy was also an extremely popular subject amongst the learners. Victor
remembers that this subject also dealt with aspects of calculus and the
mathematics behind astronomy, and as such was stimulating to the learners as it
challenged them to think in new ways. Astronomy also had one or two night-
classes to experience and experiment with the telescopes. In mathematics Victor
remembers that learners also discussed some of the most famous

mathematicians’ work.

Learners in the creative art sessions were free to express themselves via fine
arts or three-dimensional creations. Victor mentioned that these learners were
able to capture what was going on in their thoughts, and ‘it lit a fire in those
youngsters, the instant they realised that they could also generate something
positive out of their negativity or overwhelmed feelings”, and it set them free. Aside
from the curriculum, the creative art learners were given the chance to gain
experience with expressing their emotions and how to cope with being an

adolescent by learning how to channel ideas and feelings into creative outputs.

In terms of music Victor explained that at the Linder Auditorium at JCE the CGC
held a music concert. Each year the gifted music learners (grade eight to grade
twelve) were given an assignment to write and perform their own music pieces. As
a result, some of these learners composed their own pieces and directed it,

“lighting up the auditorium with beautiful sounds”.

In terms of challenges, Victor recalls that one of the subjects that worked quite
well, but that made the parents very anxious and sometimes even angry, was

philosophy. The educators did controversial topics with the learners, but Victor
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said they felt like they had the responsibility to open the learners’ minds. They
presented topics such as religion, and theories about how the world was created,
and key aspects in politics of the time. The CGC taught learners that as
youngsters they too had the right to think for themselves. Victor and his team of
educators deliberately went out of their way to push those learners’ boundaries
and taught them to think for themselves and to reflect on this thinking. They tried
to open the horizons to the learners because they were gifted. The educators
believed that these learners needed to know, otherwise the world would remain
this small unknown place. Victor said that one can only understand so much if one
is only taught so much, and the belief was in that time that learners were not

allowed to know more.

As per a philosophy of gifted education Victor claims that most of the work the
learners did was based on critical thinking and problem solving. It was discovery
learning, what educators now known as self-directed learning. Most educators at
the CGC used this method with their learners because the learners were generally
not just gifted but also driven; they did not need anyone to motivate them, they
were self-motivated. Consequently, Victor described the programmes at the CGC
as a pedagogical necessity. He found it extremely interesting, but he was also
motivated and moved by the pedagogical worth that lay behind these
programmes. The gifted learner was, in the view of Victor, not just taught
something, he/she was able to use what he/she was taught in practice, but they
were preparing the learners for university and life after that. He described that “in
our line of work we make a distinction between education and teaching: educating
someone is to instil knowledge, whereas teaching someone is to instil norms,
values, and beliefs”. Victor confidently claimed in his revisitation that the CGC

programme did all this and more.

In his historical revisitation, Victor felt compelled to emphasise what he regards as
an essential element of gifted education - most gifted learners underperform. One
reason for this underperformance, he claims, is that gifted learners perceive things
differently and more profoundly. They sometimes have a sense of grief within
them; they are typically highly sensitive, but when given the freedom to think

freely, creativity blossoms. He explained that some gifted learners who look
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miserable and bored with everything become the class clown and display
behavioural concerns that result in disciplinary problems or even intervention.
These learners do not have ‘issues,’ and these 'issues' could have been handled,
as Victor and his team of educators at the CGC discovered with the gifted
programmes. A skilled educator, according to Victor, perceives this as a sign that
a learner needs stimulation, and with correctly prepared and directed questions,
suggestions, and ideas, the educator leads the learner to achieve deeper

awareness, even if he or she sits in a classroom with an average capacity.

According to the memory of Victor, there was no correlation between the CGC’s
curriculum and their mainstream school curriculum. This is supported by archival
data, which shows that the goal was not to increase the learners’ comprehension
of school-based subjects or topics, nor was it to continue the school curriculum;
rather, it was for enrichment reasons (Potgieter, 1996g). The CGC had completely
contrasting ways compared to the mainstream schools. According to Victor the
topics taught at the Centre were university-based topics, which allowed the
learners to think outside the box and to do so freely. In contrast, at the mainstream
schools’ learners were not allowed to think or act freely, they were coached on
how to pass a grade twelve examination, for even back then schools were
obsessed with year-end results, as Victor recalled. Victor stated that because
educators or schools were not trained or equipped to engage with gifted learners,
they perceived their behaviour as inappropriate. They were also in his view at
times threatened by these learners when they asked questions that the educators
were unable to answer. Victor classified this as an impoverishment of stimulation

and impoverishment of intellectual thought and, therefore afterthought, as well.

One of the numerous criticisms, according to Victor, levelled at the gifted
programme was that it was elitist and supported apartheid ideologies. This notion
is also prominent in Chapter Two of the study in the literature review. Giftedness
was considered othering. Othering is a phenomenon in which some persons or
groups are classified and branded as not fitting in, inside a social group's
standards, and this is what apartheid symbolised. Victor stated that if he
reinterpreted this using critical pedagogy, one would have to question, "What

about the Black learner?" They did accept exceptionally gifted Indian learners from
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Laudium, and they even sent some of their own learners to their college of
education, Transvaal College of Education (TCE) Laudium, because Laudium had
a very impressive biology laboratory, whereas they came to the NKP to
experiment with astronomy and the equipment that was available there. It is
possible that they accepted the learners from Laudium due to the tri-cameral
dispensation, which was initiated in South Africa between 1984 and 1994, which
was a parliament consisting of three parts, representing Asian, White, and

Coloured people.

Victor, in his revisitation, believes that in the CGC, a gifted child was educated to
their maximum gifted potential and taught to their academic potential, “as a
treasure to God's creation”. He argued that these gifted learners were self-
transcending; they established goals for themselves that went beyond the question
of “what | want to become one day.” It was about humanity, the question of “who |
want to be one day.” At these gifted programmes they were guided, never forced,
to think for themselves as soon as possible. According to Victor an agreement
existed between the University of Pretoria and the CGC, that if a learner attended
the Centre and received their certificate at the end of grade twelve as proof of
completion, they could be credited for certain first-year subjects, and sometimes
even second-year subjects, depending on the subjects they had taken at the
Centre and the course they had applied for. According to Victor, the university
recognised that the CGC only chose top candidates and that to maintain the best
candidates and not lose them to other competing universities across the world,

they realised that they had to provide something in return.

During the period (1986-1997) that he was at the CGC, Victor and the giftedness
community held annual conferences on the topic of giftedness. During these
seminars, they discussed language ability in gifted learners (linguistic giftedness),
which was his specialty. Victor recalls that he also once gave a paper on language
giftedness at UNISA, which drew a lot of interest because nobody had ever
thought about language giftedness. People only thought someone might be gifted
in mathematics and the sciences (the conventional academic sectors) but being

gifted in languages was found later and was called umbrella of giftedness because
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being gifted in languages allows a person to express himself/herself on multiple

levels.

Victor described his time at the CGC as extremely stimulating, filled with
innovative and with intellectual depth. He recalls that the learners absolutely loved
to be at the CGC. Resultantly, he spoke fondly about learners who thanked the
Centre for allowing them to do something else other than what was done in school,
and for teaching them something different to what they were used to. He said that
some learners told him that it liberated them. To Victor it was a privilege to know
that “you are part of a gifted child’s future” and that it was truly something to be
grateful for. Victor notes how driven and touched he was by these programmes'
instructional value, much of which he oversaw. It was encouraging and supportive.
He added that he learned a lot from the work done as well. As Victor went down
memory lane, he expressed that it was a nostalgic time, a place where there was
still time for reflection. The gifted programmes gave Victor hope, and he recalled
them as illuminating, freeing, and inspiring. He thought that it was the path they
had to go, since it was a moment when a nations' progress could be accelerated
due to the access to accelerated brain capacity and creative paradigm jumps.
Victor reminded me that one should remember to look at this with context in mind.
It was a time of political, emotional, and economic instability, therefore the
programmes at the CGC were experienced as liberating, and the participating

learners were allowed to break free, to be self-transcending.

However, Victor also recalls the winding down of the CGC work. NKP as a college
of education became affiliated with the University of Pretoria (Potgieter, 1995d).
The upside Victor recalled was that the CGC also had access to advanced
equipment for that time and the support services at the university library. However,
Victor mentioned that some liberties were curbed; lecturers were required to ask
for permission before using the equipment which ranged from devices in electronic
studies and informatics, telescopes in astronomy, science laboratory material, and
musical instruments. Unfortunately, according to Victor, all the ‘fancy’ equipment

disappeared after 1997 with the closing of the CGC.
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In creating a portraiture of the extensive experiences of Victor at the CGC, he co-
constructed a metaphor and image which symbolises his experiences at the CGC.
As he participated in this game of chess, being moved around, and placed in
powerful positions, he gave his all for the gifted programmes. The inspiration
Victor used to create a metaphor for his experience comes from Bad Liebenzell in
Germany, a small town close to Stuttgart in the Black Forest. Victor explained that
there are a lot of valleys and natural hot springs and baths, hence the name Bad
Liebenzell. Bad Liebenzell is a small village with a beautiful university built in the
mountains, and Victor expressed it as being fairy-tale-like. He explained that there
is a statue that he would like to use as his metaphor for the education of the gifted.
The image is that of a privileged, joyful young virgin who is coming out of the water
with her arms held high towards the sky. She symbolises innocence, she is
uninformed but is receptive and willing to learn. There is a universe above her that
she knows nothing about, but she is presenting herself naked, because she is
aware that she is defenceless against the power of knowledge which surrounds
her. Her arms stretched up high, jubilantly upwards expresses, “... here | am, and |
want to learn about you, Universe.” More specifically he said the metaphorical
image that came to his mind is of a torso of a young virgin with arms reaching
upwards in grateful receptiveness of knowledge and wisdom. Victor mentions that
he felt like these programmes were so needed at that time when apartheid was
winding down and that it brought hope. This metaphorical image depicts his
experiences of the Centre and emphasises its controversy by displaying a nude
young virgin willing to learn about this new universe, that the CGC has opened to
her. She is naive about this universe but intrigued by it. This symbolises,
according to Victor, the young naive learners, who were oblivious of many things
that the Centre introduced to them. These learners that were not meant to know

received knowledge and with it, power.
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4.3 CONCLUSION

In this Chapter a presentation of the data analysis was provided, exploring the
experiences of the participants that they recalled from their time at the Centres for
Gifted Children at NKP and JCE. This chapter aimed at providing an overall
picture to see how these gifted programmes were executed. It is a journey down
memory lane, of cosmic wheels, which provided silver linings, in this game of
chess even though it was weighed down by many who were not part of the CGC.
Nostalgia played a major role in this revisitation which will be discussed in the next
chapter. In Chapter Five a brief revisitation of the focus and purpose of the study
will be provided as a reminder to how the research questions were formulated.
Thereafter an overview of the background, context and literature will be provided,
followed by an interpretation of the data analysis. Then a methodological,
personal/professional reflection based on the study will be provided, following a
review of the entire study. The contribution of the study will be explained, followed

by an overall conclusion of this research study.
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5. CHAPTER 5: DISCUSSION AND CONCLUSIONS
5.1 INTRODUCTION

This concluding chapter serves as a discussion of the data analysis and as an
overall conclusion to this research study which was a historical revisitation of gifted
education and how it was experienced in South Africa from roughly 1980 to 1997.
The goals for this chapter are, therefore, multifaceted, and it is guided by
complexity theory proposing answers to the research issues raised in Chapter
One. In attempting to do so, | will consolidate the patterns and trends that
emerged from the data analysis and relate them to the literature and ideas
presented in Chapters Two and Four.

The following is the route map for this last chapter. The dissertation outline is
reiterated in a backwards looking manner to remind the reader of the study's
evolution. The findings are then discussed with the literature and theory in mind
under the discussion section. Thereafter | will be proposing answers to the
research questions posed. Following that, | offer methodological and personal and

professional reflections on the research process. The study will then be concluded.

5.2 REVIEW OF THE STUDY

Having introduced the final chapter, it is necessary to look back at how it all came
together. This dissertation is divided into five chapters. The first chapter introduced
the research project, and the second examined the literature on giftedness and the
theory that motivated the investigation. The third chapter examined the research
design and methodologies, and the fourth presented the analysed data. The

current chapter will provide the dissertation's final discussions and conclusions.

Chapter One laid the groundwork for the rest of the study by providing a
description of how the study unfolded. This chapter examined the background and
context, which may be seen as the foundation required to grasp the gist of the
study. Furthermore, the study's rationale and motivation were explored, elucidating
why this study was worthy of attention. This chapter also included the research
guestions, which served as the basis for this study. In addition, the methodologies

used to perform the study were briefly outlined.
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The second chapter discussed the current literature on gifted education, and what
gaps existed in gifted education in South Africa. The chapter was organised into
themes to merge earlier works, concepts, and ideas into a larger whole. This
chapter conceptualised the nature of a literature review and described how it was
done and presented. Furthermore, it focused on a global perspective of gifted
education and where it all began. Thereafter the literary focus shifted to a South
African viewpoint on gifted education from the past to the present. This chapter
also delved into the theory that served as the study's groundwork: Complexity
Theory, and more specifically Complex Adaptive Systems (CAS). As such, this
chapter served a dual purpose as literature study but also expanding on the
theoretical lenses used to approach the issue of gifted education by means of a

historical revisitation.

The third chapter looked at the research process, as well as the theoretical
principles and procedures that underpin data construction and presentation. It
concentrated on the study's research design, which was qualitative. This chapter
also explored interpretivism as the paradigm used in the context of the research.
The research methodology, arts-based in nature, and how it was practically
applied by means of semi-structured interviews, archival material and field notes
in a reflective journal were unpacked. Braun and Clarke's six themed techniques
were used to analyse the data thematically. The study was based on a small
purposive sample of five individuals, whose experiences were then documented

through narratives and portraitures.

The narratives and portraits of the five participants were analytically presented in
Chapter Four. The narratives and profiles of the five individuals were built around
significant themes that arose from the numerous data sources. Based on the
participant's experiences, a metaphorical image as portraiture was digitally

constructed to conclude each narrative.

The last chapter engages with the research findings, literature, and theory in a

discursive and analytical manner. This has been accomplished by comparing the
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findings from Chapter Four with the literature from Chapter Two. Answers to the

research questions posed were subsequently proposed.

5.3 DISCUSSION OF THE HISTORICAL REVISITATION ON GIFTEDNESS

Interest in gifted education within South Africa started as early as the 1950s.
Before this, numerous addresses were made in an attempt to cater for the gifted,
as explained in Chapter Two (Dewar, 1986; Neethling, 1985). Over the years,
academics and the private sector made numerous calls to introduce gifted
education. The state rejected all these appeals and addresses, and the private
sector took it upon itself to cater to gifted learners’ needs in the 1970s (Dewar,
1986; Neethling, 1985). J. L. Omond made another address in 1976, which was
once again rejected, but in 1977 there was a sudden transmutation that occurred,
and the state captured the initiatives of the private sector (Dewar, 1986; Neethling,
1985). This decision came out of the blue, and the possible argument for this is
that they saw an opportunity to advance and expand the apartheid ideologies of
the National Party (NP) post the 1976 Soweto uprising. In so doing, the NP and
the state hijacked the initiatives of the private sector to cater for gifted members

from its urban constituencies.

In the case of this study, the gifted programmes became the responsibility of the
conservative TED under the auspices of the NP. Official research on giftedness
started in 1978 at TED. Although J. H. Jooste still rejected the concept of having
separate schools for the academically advanced, he did suggest extracurricular
centres to address these learners’ needs (Dewar, 1986), hence the beginning of
CGCs. The White colleges of education Pretoria and Johannesburg were
important places to initiate these gifted programmes under TED’s strict supervision
and commenced in the early 1980s. Evidence from the findings suggested that
there were very strict structures that were followed within the centres. Victor, as
former head, hints at this suffocating rigid style of rule in his narrative, and from
the archival material and other narratives, it is clear that the CGCs followed a
formal structure of instruction. There were set subjects that learners could choose
from, and from these subject choices, a timetable was formulated and followed,
with set times and dates. One cannot help but wonder what the intentions were

and argue how a programme for the gifted can still be a gifted programme under
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these inflexible and rigid structures could promote giftedness. It would seem that
the original idea that the private sector had started was now lost under the state’s
control. Due to these rigid structures of TED, which mirrored the NP rule, the
creative academic freedom of thought was partially lost, and the idea of true
education for giftedness alongside it.

Nevertheless, when referring to the portraitures, in particular Annabelle’s (Cosmic
Wheels), it is clear that the learners who attended the CGC were exposed to
various subjects and new minds sets. This happened since they were grouped
with learners from across Pretoria and Johannesburg (afternoon classes) and
other parts of the country (holiday school). This exposure opened up new worlds
since what they did at the Centre went beyond what was done at school, as we
can see from the narratives of Bethany, Annabelle, Carla, and Victor. But a clear
agenda existed behind this. It is clear from the archival material that TED had a
say in what subject choices the learners had at the CGCs. In reference to this, one
cannot help but wonder why these specific subjects were available and what was
taught in these selected subjects. Astronomy, for example, was a very popular
subject among the learners, as we can see from both Bethany and Annabelle’s
narratives. Petro chemistry and informatics via computers were other subjects that
also stood out, and a possible reason for this is that it was provided in an attempt
to advance South Africa’s economy, such as Sasol, through its gifted white youth.

This is hinted in both Carla and Victor’s narratives.

5.31 The Audience was the White Urban Elite:

Additionally, in the early days of gifted education and throughout the
developmental process in South Africa, it was criticised for being elitist, as seen
from both Carla and Victor’'s narratives, as well as the literature. However, Dewar
(1985) concluded in her study that there was a pressing necessity for gifted
education theory that was appropriately grounded in the social realities of White
minority rule of the NP being under threat, as well as particular intervention
measures meant to counteract gifted education's elitist function and redistribute its
advantages to the White urban populace, by then, the power base of the ruling
NP. Revisiting this history, it is clear that the gifted programmes were only for the

White urban elite. These structural inequalities were greatly urban because if a
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child was close to an education college, they could attend, and if their parents
were financially able to pay for the tuition, they could. If someone fell outside this
range, despite being White, they did not have these opportunities. This brought
division within the White society and can be viewed as part of a much greater
class division because these programmes offered something special to the
powerful White urban, industrial, intellectual society and their learners. Only much
later did some expansion take place?

Additionally, under the apartheid rule of the NP pre-1994, racial exclusivity existed,
and Black learners were not allowed to attend these gifted programmes. This
enforced a racial hierarchy because White people created the idea at that time that
they are superior to Black people. As a result, an urban White learner with
financial means sitting in the privileged position of being identified as gifted in a
gifted programme, only surrounded by other White learners, might think that only
certain White people could be identified as gifted and not Black people. This
furthered the notion of being superior, and one cannot help but wonder whether
this was not the NP’s intention with these programmes when they took control of
them. Once again, this refers to the ambiguities and contradictions that Victor
hinted at in his narrative, the idea of being a pawn in a political game of chess,

which impacted education.

The above-mentioned played itself out in the selection process. It is clear from the
narratives and archival material that only a few were selected to attend the gifted
programmes at the CGCs. There was a set of criteria stipulated by TED which
excluded and included. This set of criteria can be found in both the narratives and
archives. In this regard, Bethany mentions in her narrative that she was
disappointed that her older brother did not get the opportunity she had because he
was also considered very gifted, even more so than she was. However, he was a
‘rebel’, and she believed that this was why he was not selected for the programme.
Those who were also gifted but who could possibly ask sensitive or critical
guestions, for example, why are there only White learners at the Centre and not
Black learners, were possibly excluded, as this system only opened their doors to
gifted learners who followed passively, without questioning the system or rules.

Due to this, one could argue that possible ‘White troublemakers’ and Blacks were
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excluded from these programmes. This was a way of political thinking about gifted
education which expanded the elitist ideologies of the NP in what was at face

value a benevolent project.

How the gifted were educated should also be viewed in the political context in
which it happened. A set selection of subjects was taught at the CGCs by
educators (often lecturers at the colleges, as seen in the narratives and archival
material) who were strictly appointed to certain roles, as Carla and Victor
explained. In the early days of the CGCs, not everyone was appointed for the job
they applied for. There was a set criterion for the educators as well, and this is
evident in both Carla and Victor’s narratives. Similar to who got identified as gifted
amongst the learners, an argument could be made that TED only wanted specific
people that would not have questioned the ideologies. It would be fair to say that
this did not always work out neatly for TED. However, these educators were
agents of the state, appointed and paid by the state and having to answer to the
state, which meant they had to follow the state’s agenda via TED. It could be
argued that these educators did not necessarily have a choice about certain
things. They had to comply; otherwise, as explained by Victor, “they were taken

”

out”.

In light of the above, the subjects that were provided and lessons that were taught
were under the constraint of regulations stipulated by the governing systems. It is
possible that these situations attempted to prepare the future White leaders of the
country (the gifted learners) to be passive followers; learners that would not truly
guestion the real system were welcomed into the programme. In this political time
that South Africa found itself in, there were unyielding structures and ideologies,
which meant that some classroom topics were avoided or censored. The two
educators in the data stated that they had the freedom to teach what they wanted,
and Victor stated that some topics in philosophy were very controversial and that
the Centre got into trouble with self-censoring parents for teaching these things.
This suggests that topics taught at the CGCs were under the constraints of the
conservative TED and policed by, for example, parents. The educators did have
some creativity and freedom, and there is evidence in the data from Carla and

Victor, but it seems it was limited. What was taught was limited, not necessarily
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how topics (that TED deemed appropriate) were taught. It seems as though the
content taught was multidisciplinary and accelerated learning, but under these
constraints, where would one draw the line between accelerated learning and the

gifted extension of knowledge?

The exposure that the learners had to the subjects mentioned in the narratives and
archives opened up new worlds since what they did at the CGCs went beyond
what was done at school, as we can see from the narratives of Bethany,
Annabelle, Carla, and Victor. Both educators and learners were enriched by the
creative academic freedom they thought they had at the Centre. There was
mention made by both Carla and Victor that there were no real guidelines on what
to teach. However, one could question if what was taught was gifted education.
This is the case since the educators were also aware of their limitations, as
explained by Carla. One could argue whether these educators could have led the
way in educating the gifted under these oppressing circumstances, with the
political uncertainty. For example, no assessments were done with the learners at
the CGC. All three learners recalled that they never did anything for assessment
purposes and that it was wonderful because it took off all the pressure they
experienced in their rigid mainstream schools. However, what measures then

existed to determine if objectives of giftedness were achieved?

The question that comes to mind is whether the programmes offered at the CGCs
were really for academic advancement and gifted education or whether it was for
pleasure and the sake of enrichment and enjoyment. Four of the five participants
remembered their gifted education experiences joyfully and nostalgically. One
could also wonder whether these programmes were constructive for the sake of
having fun. Was this enjoyment based on the content or the way it was taught?
Could it have been both? Therefore, the pedagogical worth regarding giftedness
versus the content comes into question. It is evident in Bethany and Annabelle’s
narratives that they enjoyed the subjects provided at the CGCs. Carla, as an
educator, mentions in her narrative that all she would want to assess was the
learners’ enjoyment of the subject. There was a big focus on the fact that the
learners must enjoy the programmes, possibly leaning towards edutainment and
enrichment rather than full-on gifted work. This would make one wonder about the

objectives of these programmes. Could it have been for the entertainment of
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selected learners, an outlet of sorts (like Bethany experienced) and not education

per se?

5.3.2 Nostalgia — Nature of Memory

What all the participants, however, had in common was a sense of nostalgia.
Nostalgia is a positive contemplation of favoured experiences (Hornby, 2010).
Bethany, Annabelle, Carla, and Victor all experienced feelings of being privileged,
maybe even special, due to being part of the selected few who could experience
amazement which led to being enriched and advanced. The mentioned narratives
of the CGC were often recollections of memories that held a nostalgic connotation
portrayed through portraitures. Memories are subjective in nature which is another
consideration for this study. This creates a sense of complexity because what one
person recalled as something special, another might not have. This was embodied
in the metaphorical portraitures that were eco-constructed. In this regard, each
portraiture was uniquely constructed to embody the nostalgia of each participant.
Rihanna’s portrait was embodied through a scale weighing the crossroad she
found herself at. On one end, all the good memories, and on the other, all the
negative memories about the Centre, balanced out. A greenhouse represented
Bethany’s portrait, a nostalgic recollection of a place where she could bloom and
was offered hope for the future. Annabelle’s portrait swept her up in an out-of-the-
world experience with endless opportunities. Carla’s portrait shows her running the
race of life, following her calling as an educator to open the minds of the youth and
showing them the endless opportunities that await over the horizon. Victor's
portrait signifies the controversy of giftedness but the potential it has to lead
young, innocent, and naive learners to the power of knowledge, making them

willing and receptive to the unknown.

The nature of giftedness and gifted education was sure to be chaotic. Therefore, |
chose complexity theory as my lens. The research focused on the history of gifted
education and how it was experienced in South Africa. This research study
highlighted the complexity of the contentious nature of what it means to be
deemed gifted. The concept was never quite settled. The whole idea of IQ tests,
the selection process, who gets selected, who does not, and who does the

selection was mired in controversy. The complexity of giftedness and what to do
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with gifted learners became evident, and this was never quite resolved. In the
context of the time, the governing system decided who was gifted and not
necessarily experts in the field, and this was based on academic intelligence and
not necessarily trait-based. The complexity surrounding memory and the
subjectivity of nostalgia is also evident in this research. The aspect of enjoyment

versus the programmes’ objectives was another complex argument.

The programmes were bound to end at some stage, especially after 1994,
because it was built on exclusive ideologies, whereas the new governing system
believed in inclusivity and equal opportunities for all. The structure post-1994 is not
yet ready for a system of gifted education as it existed because the norm for

giftedness was othering and elitist.

South Africa currently does not have an official form of gifted education. The
Education White Paper 6 Special Needs Education and inclusive education are a
small attempt to provide for South Africa’s diversity, but even within this policy
document there is no mention of giftedness (DBE, 2001). Many schools proclaim
they are using curriculum differentiation, as years before, but similarly to the past,
it is not deemed as sufficient for the gifted (Van der Westhuizen, 2007). While
gifted education is again being proposed in South Africa, there is virtually little
evidence of its implementation (Milne & Mhlolo, 2021). The topic of South Africa's
disregard for gifted learners is highlighted once more, with the country placing
them in inclusive classrooms with no sort of assistance or stimulation, preventing
them from developing to their full potential (Milne & Mhlolo, 2021). It seems like
history is repeating itself because we are almost back where we were forty, or fifty
years ago when gifted education started in South Africa, with dissatisfied parents
and educators in the current education system starting up private initiatives to
keep their learners stimulated, for example the private school in Johannesburg,
Radford House, and home schooling using the International Cambridge curriculum
(Mail & Gardian Online, 2022).

5.4 GENERAL REFLECTIONS ON THE STUDY

Limitations are flaws in a study that may impact the research findings and

conclusions. It refers to defects or weaknesses that could have been caused by a
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lack of resources, a limited sample size, poor methodology, and so on. No study is
faultless. As a result, addressing the limitations of a study demonstrates honesty
and integrity, as well as a thorough comprehension of the subject (Ross & Zaidi,
2019).

In my study, | anticipated that Covid-19 would play a detrimental role in finding
participants, but | was lucky that it was not the case. | originally thought | would
have to do it online via virtual interviews, also because of Covid-19 (Santana,
Hammond Wagner, Berlin Rubin, Bloomfield, Bower, Fischer, Santos, Smith,
Muraida, Wong-Parodi, 2021). However, | ended up meeting each participant face-
to-face, which was much more impactful and rewarding. With the interview
guestions | failed to establish validity. Another limitation | foresaw was finding the
educators of these gifted programmes because this was executed over forty years
ago. Owing to time passed, educators of then might not be willing to participate for
political and nostalgic reasons or be unable to do online interviews or any
interview due to health risks. However, most potential participants | contacted
were very willing to participate. Similarly, | thought learners of the gifted
programmes might also be unwilling or unable to participate in the research project
for varied reasons. However, again | was proved wrong. Additionally, people are
constantly busy with numerous responsibilities, and finding a suitable time for
everyone to participate was challenging, but with determination and everyone’s

willingness, this was an extremely rewarding experience.

| admit | was first cautious and unsure about using an arts-informed methodology.
This was because it is still new, and there is, in my view, relatively little instruction
on conducting arts-based research, particularly in gifted education. This was my
first exposure to this type of research. Thus, it was a challenge for me. As the
research process developed, | realised that it was a relevant approach to use

because it delivered such rich data based on the experiences of the participants.

| was also sceptical of the portraiture's constructions because | had not come
across many research studies that employed this, and as a consequence, | found
it difficult to apply because there was little scholarly guidance accessible. The

aforementioned hesitancy is partially due to my lack of faith in my own creative
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abilities. | was afraid that | would not be able to create what the participants found
trustworthy and that it would fall short of their expectations. | also wish | had had
more time to create the portraitures because, at some stage, | felt like | had to rush
the creative process and that | could not put in the amount of effort | wanted. My
greatest challenge was the creation of the portraiture for Victor; | am quite a
conservative person, and this put me completely out of my comfort zone. But |
have an appreciation for the metaphor and thought that it captured the essence of
Victor’s revisitation well. Another artwork | found challenging was where Carla ran
down memory lane. | concluded that | did not want to disappoint these two
participants, former educators at the CGC in particular, because of their role. In a
sense, it was nostalgic for me, too. | saw myself as being a learner again, not
wanting to disappoint my educators, wanting to impress them so badly. It is ironic
because now the roles are reversed, and | have learners that fear disappointing
me, and | sometimes get frustrated within because | want them to live their lives,
be bold, explore and experiment. | do not want to be the teacher who needs to be

impressed; it is exhausting for both the teacher and learners.

On a technical level, | had difficulty creating the portraitures using the drawing
tablet on my laptop. Firstly, | was using the free version of Paint 3D, which has
limited software possibilities, but it was still sufficient for what | wanted to create.
Another difficulty that | experienced was that | was not able to work in the same
amount of detail as | would be able to do on a piece of paper. This frustrated me at
times and led me to redo most of the portraitures, which became quite a time-
consuming and stressful business. | would, in hindsight, have loved to create the
portraitures traditionally, but unfortunately, | did not have the finances for the art
supplies or the skills. | will never be happy with my artwork, but the participants
were pleased with the portraitures and their symbolic meaning, and that is all that

mattered.

| found the research process valuable and stimulating for my study since it
symbolically reinforced data and widened my study, which focused on revisiting
gifted education in South Africa. Furthermore, participants were allowed to convey
their experiences symbolically through portraitures. This arts-informed strategy

was used to allow participants to articulate their experiences in a genuine way that
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has not been widely employed, and it has the potential to improve the present

literature on the experiences and execution of gifted education in South Africa.

Complexity theory was another major challenge for me. | had to do much research
on what it is and how it can be implemented in a study based on a qualitative
approach and interpretivism. Finally, my background, experiences, and worldview
may have affected the study. However, this is the nature of qualitative research

using an interpretivist paradigm.

5.5 PERSONAL-PROFESSIONAL REFLECTIONS

When | started this research, | was convinced that there is a place, based on the
past, for gifted education in South Africa. | firmly believe in opportunities for all,
and | believe in providing each learner with the opportunity to develop to their full
potential, regardless of their ethnicity. | strive, as a teacher, to give each learner
that crosses my path that opportunity. | love teaching in all of its aspects, and with
this study, | hoped to be able to develop something that would provide the gifted
learners of South Africa with the same opportunities. But, based on this
dissertation, 1 have come to a crossroads where | am unsure whether gifted
education is the right way to go. Giftedness is generally frowned upon, but figures
who outperform on the sportfield is celebrated and accommodated, whereas
figures on academic fields are seen as insignificant and not as worthy to be
accommodated for. This baffles me. | concluded that | do not even know who can
be classified as gifted and cannot, and on what merrit. Who am | to be the one that
does the classification, and on what basis or culturally constructed criteria? | do
not possess that type of power, nor do | ever want to. | am not even sure | want

anyone to have that power.

If there is one thing that | do want to get across in this study is that giftedness
comes in all shapes, sizes, and colours. It is not limited to communities, societies,
religions, cultures, races, or gender. | knew that giftedness was complex and even
controversial, but | have realised it is a subjective topic as well. The complexity
spreads wide and far, because one could start by questioning what is giftedness
and gifted education, how can one be identified as gifted and on what merit, how

can gifted learners be accomodated for and how ethnical can these
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accomodations be and for what types of giftedness? These are only but a few
guestions that comes to my mind. 1 still think that if giftedness programmes could
be implemented appropriately, it could provide many opportunities, but it is clear
that in history, it has done many wrongs. It is an idea that has been in the literature
for centuries and has fascinated many before now and will probably continue to do
so. Looking back, it seems like there has always been some significant figure
standing out from the masses, bringing something to the world that has never
been done or seen before. This includes art movements, sports records being
broken, technological creations, scientific developments and so forth. These
events have become scarcer and scarcer as the years have passed because
people are running out of unique ideas, and it has become difficult to do something
that has not been done before. We are living in an age where so many alterations
have been made to what we already know and have because it is so difficult to do
something completely new. | wonder if this concept of giftedness might not have
become extinct. Maybe rightfully so. Overall, it has become difficult to entertain
learners and keep them interested because they are so used to having access to
many things, something that learners from twenty-eight years ago did not have.
Hence, this might have made the gifted programme historically revisited from pre-

1997 seem more significant than it was.

When | started my master’s studies, | was criticised by colleagues, who kept
asking me what | would do with a master’s as a teacher. My response was that |
was doing it for myself, enriching myself. There were many trials, and | was
evaluated often, but ultimately it is an experience, and no one can ever take that
away from me. | sometimes think that | continued studying because | was not
ready to give it up, | was not ready to leave university behind and frankly | actually
really enjoyed studying. | have always liked learning new things and also doing
research. To me doing my dissertation was like a murder mystery novel, you get
curious about something, which sparks an interest inside you that creates the urge
to know more. Then you get some hints and clues, and as the research process
continues, you get bits and pieces of the story, but they are all scattered and all
over the place. It’s like building a 1000-piece puzzle, but slowly the pieces start to
fit into each other, and the story becomes clear, the motives become clear, and

before you know it, you go spiralling down into endless possibilities, and it takes
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some time to get back on track because some things during this process throw
you off the trail, but you gather your focus again, and it guides you to the correct
suspect(s), which is the answers you would like to propose to your research
guestions. In sum, doing this study was filled with hedonistic, intellectually driven
pleasures. The research process was difficult at times but also liberating. | have
met amazing people on this journey, and | have learnt so much and gained so
much thanks to them. | believe that this has made me a better person on various

levels.

Possible recommondations for future research based of this dissertation could be
looking into what South Africans see as giftedness in order to create an identity for
giftedness in South Africa. One could research whether there is a need for gifted
education in South Africa and if so what methods could work well within a South
African educational context (public or private). One could research the types of
giftedness that exists within our South African context and how it can be identified
or tested for, and if an identification method is created, how reliable and ethical

could it be. Another interesting topic for future research is cultural giftedness.

5.6 CONCLUSION

This research study contributes, from the perspective of a historical revisitation to
the current literature on giftedness and gifted education in South Africa, giving
insight into the history of giftedness programmes in South Africa from 1980 to
1997, a period of seventeen years. This study explained how gifted programmes
used to work in South Africa and what they offered to those White learners
identified as gifted. It also illuminated how learners and educators experienced the
gifted programmes. Before, we did not know how the gifted programmes in South
Africa were experienced. While examining the five narratives and associated
portraitures, we get a glimpse into gifted education in the apartheid era through
revisitation. We are also now more aware of the context in which these

programmes played out and the complications which surrounded them politically.

The first research question aligns with the purpose of the study, which is to try and
understand how gifted education programmes worked. The second research

guestion aligns with the focus of the study, which is to understand how these gifted
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programmes were experienced. By considering both these research questions and
bringing them forward for discussion, the aim is to align with the purpose of the
study by considering what aspects worked well and what did not work so well if
South Africa would ever attempt gifted education again.

The first research question aimed at understanding how the gifted programmes
from pre-1994 worked at two CGCs. There is some correspondence between the
literature from Chapter Two and the data from Chapter Four; combined, these
were used to propose answers to this question. Together they are bound to
provide an overview of how these gifted programmes worked. As mentioned
before, the gifted programmes started within the private sector and were frowned
upon by the state, which unexpectedly took control of it later (Dewar, 1986;
Neethling, 1985). The gifted programmes were then initiated at the education
colleges (such as NKP and JCE) and were associated with the White urbanised
learners. In other words, one would have to be in close range of these colleges to
attend the CGC in the afternoons as an extracurricular. There was also a selection
process that had to be followed to identify potentially gifted learners who could
attend the centres. This was done by provincial schools and TED, as explained in
Chapter Four. These programmes were made available to selected White learners
only and therefore were considered elitist. Since the conservative TED governed
it, it was very structured and controlled, like pawns in a political chess game. The
curriculum was multidisciplinary, which meant the learners were introduced to
various subjects to which they did not have access at their provincial schools. It is
implied that these subjects were under the constraints of the ruling party of that

time, and what was taught at the CGC was possibly censored.

The second research question intended to comprehend how these gifted
programmes in South Africa at the CGCs were experienced. The proposed answer
to this research question does not come from the literature explored in Chapter
Two, as there are no recorded accounts of how gifted education was experienced
in South Africa pre-1994. The proposed answers rely on the data constructed and
co-constructed with participants. The sample was small and only consisted of five
participants, but four recalled having pleasant memories at the CGC. When

comparing the narratives of Rihanna, Bethany, and Annabelle (who were all
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learners at a CGC), it is clear that as the Centre progressed, so did the methods.
As the years went by, the college reviewed its strategies and adapted accordingly.
For example, as one reviewed Rihanna’s narrative and compared it with
Bethany'’s, it is very notable how different their experiences were. Rihanna joined
the Centre at NKP approximately in 1981, whereas Bethany joined the Centre at
JCE three years later in 1984. There was a clear difference in the subjects that
were provided as well as the way in which the learners were identified. There were
also pedagogical changes. Rihanna experienced an educator-centred teaching
style, whereas Bethany experienced a more hands-on, learner-centred approach.
Annabelle joined the Centre at NKP in approximately 1986 and had a similar
experience to Bethany’s. To both these learners, it was a wonderful place, and

they had fond memories of their time there.

This study is a limited revisitation because of the small sample, but from the data,
it is clear that most learners who attended the CGC had a wonderful time.
Experiences of enrichment and amazement are recalled more than once by both
the learners and the educators. To a White learner who had the opportunity of
joining the centres, emotions were high on feeling special for being selected and
privileged to be granted the chance where their world could be opened up.
Unfortunately, the contrary also existed in the case of Rihanna, who was probably
not the only learner with a negative experience at the CGC. In her case, and
probably others as well, she experienced emotions of being bored with the content
that was discussed in the lessons. From an outside point of view, the programmes
were experienced as othering and elitist, which became very evident after
democracy arrived in 1994. This gave the Centres an overall bad reputation and
the programme was closed down due to its elitist nature rooted in apartheid

history.

In conclusion, giftedness is a controversial and contentious topic which carries
much complexity with it. With this study, | have learned that contextualised
knowledge played a big part in the gifted education programmes of the past. It is
clear from the literature in Chapter Two and the data from Chapter Four that even
though the gifted programmes were designed for the White community under

apartheid, in the process, certain White people were excluded. However, this is
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dwarfed by the fact that, as per the racist policies of the time and the context of
South African society, Black learners had no such opportunities. This brings me to
the heart of the matter: gifted programmes were and will always be contentious,
controversial, inclusive, and exclusive. Nowhere is this more evident than in a TV
series from 1986 called the Head of the Class featuring learners in a school for the
gifted in the USA. In season five, episode ten, the gifted learners of the school are
on their way back to New York from an academic competition where they won a
trophy. They stopped in a small rural town to fill up with petrol and grab something
to eat. At the truck shop, their teacher realises that the bus needs some repairs.
This leaves the gifted learners stranded in a small town they look down upon. To
pass the time, their teacher suggests that they have a general knowledge quiz
against the locals, where each team gets an opportunity to ask the opposing team
some questions. The so-called gifted learners from New York will therefore
compete against the residents of the small town who have congregated at the
truck shop. Questions were asked and, at times, answered by both teams. While
the townspeople could answer some of the “gifted” questions, the learners had no
idea how to answer questions such as, “why are all the barns around the town
painted red?” The answer was a simple one. Red paint is the cheapest. The
people of the small town eventually defeated the team of gifted learners. This
played out exactly as the teacher of the gifted learners, played by the Scottish
comedian and actor, Billy Connolly, had hoped it would. The quiz served to curb
the arrogance of the gifted learners, and the contextual nature of the experience
humbled them. The moral of the episode comes down to who is gifted compared
to who is not gifted and in what context, and who on what basis makes the
decisions about giftedness? In this regard, this dissertation, based on a historical
revisitation of gifted education programmes under apartheid, leaves more

guestions than answers.
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