
A Gift and a Curse: A Narrative Inquiry of Black Women Who Participated in Gifted Programs in 
Southeast Georgia

A Dissertation submitted
to the Graduate School

Valdosta State University

in partial fulfillment of requirements 
for the degree of

DOCTOR OF EDUCATION

in Curriculum & Instruction

in the Department of Curriculum, Leadership, and Technology
of the College of Education and Human Sciences

December 2025

TALMESHIA R. PARKER

M.A.T., Georgia Southern University, 2016
B.A., Valdosta State University, 2009



© Copyright 2025 Talmeshia R. Parker

All Rights Reserved





FAIR USE
This dissertation is protected by the Copyright Laws of the United States (public Law 94-533, 
revised in 1976). Consistent with fair use as defined in the Copyright Laws, brief quotations 
from this material are allowed with proper acknowledgement. Use of the material for financial 
gain without the author’s expressed written permission is not allowed. 

DUPLICATION

scholarly purposes when so requested by a library user. The duplication shall be at the user’s 



i

ABSTRACT

A pivotal voice is being overlooked in the academic discourse of disproportionate 

minority representation in gifted and advanced programs—the Black girl. This study explored 

the experiences of Black women who navigated giftedness in Southeast Georgia. Using Critical 

Race Theory and Black Feminist Thought as a guiding framework, I conducted narrative inquiry 

study to capture the layered experiences of seven Black women who were identified as gifted or 

high-achieving in elementary school and had matriculated through the gifted or advanced 

programs of Young County, a small suburban county in Southeast Georgia. Through this study, I 

examined how the participants made meaning of their lived experiences as students in 

academically challenging environments and how these experiences influenced their sense of 

identity and how they continued to navigate society as young Black women. While honoring the 

voices of the participants, the intended goal of this study was to provide an inclusive 

understanding of the Black student experience in gifted education while strengthening support 

and equity in order to increase the access and retention of Black students in rigorous academic 

spaces. Semi-structured interviews were conducted along with a small focus group of two 

participants. In vivo and pattern coding were used to develop themes and patterns. Arts-based 

research guided the use of poetic analysis from the data. Participant narratives and found poems 

were constructed to highlight their experiences.
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I entered the profession of education as an English educator in South Korean public 

schools. I was amazed by the amount of dedication and determination those students displayed 

when it came to their studies. In the eyes of many South Korean students, their entire future 

rested in the fate of how well they did in school, and academic excellence not only brought honor 

to their families but also ensured a successful future. When I returned to the United States (U.S.) 

to teach, I noticed major differences in the U.S. public school system. While the South Korean 

classrooms I worked in had homogenous groups based on their ability tracking system, the U.S. 

public school system appeared to have more diverse classrooms with various ability groups. 

Unfortunately, I recognized this feature did not hold true in special education and gifted 

classrooms. Special education classrooms were largely populated by Black children; gifted 

classrooms were mainly represented with White students. Even in the predominately Black 

middle school where I first began teaching in Georgia, Black students were still underrepresented 

in gifted and talented programs. As a teacher of advanced content and a previously labeled 

“gifted” student, I became invested in the issue of the disproportionality of students of color in 

gifted and honors programs. As Black girl student who had been identified as gifted, I remember 

experiences in that program and the mixed feelings it created— pride and insecurity. 
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While reflecting on my own experiences and studying about this issue, I recognized that 

the same disparities in my own classroom also existed in the literature regarding representation 

and experiences of Black girls in gifted education. This injustice served as the stimulus for my 

dissertation study.

Because the Black girl perspective is limited in the conversation on the experiences in 

gifted programming, I conducted a narrative inquiry study to explore the lived experiences of 

Black women who participated the gifted program. With this study, I used interviews and the 

focus group approach to describe the perspectives of how seven Black women from Southeast 

Georgia interpreted their experiences as students in the gifted program. Because experiences 

influence how people understand themselves, the findings of the study revealed how the 

participants’ experiences influenced how they saw themselves as Black students who were 

recognized as gifted learners. Through the theoretical viewpoints of Critical Race Theory (CRT) 

and Black Feminist Thought (BFT), I hoped to give Black women a voice in educational 

discourse by sharing their experiences in the gifted program and how they made meaning of 

these experiences while highlighting the intersections of their identity: Black, gifted, and girl.

Despite the nation’s mandated legislation to ensure equal opportunities for all children, 

students from culturally diverse backgrounds continue to be underrepresented in gifted 

programming (Allen, 2017; Grissom & Redding, 2016; Harmon, 2002; Howard, 2018; Hurt, 

2018; Sewell & Goings, 2019; Wright et al., 2017). The disproportionality of Black students in 

gifted education is a national issue of injustice in most current school districts (Anderson & 

Martin, 2018; Evans-Winters, 2014). Anderson and Martin (2018) reported that Black students 
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have been underrepresented in gifted programs by almost 50% in most years (p. 22). While 

Black boys are the most disproportionately represented in gifted education, Black girls are also 

largely underrepresented (Anderson & Martin, 2018; Evans-Winters, 2014). Evans-Winters 

(2014) pointed out that the Civil Rights Collection Data reported that approximately 5.2% of 

Blacks girls were identified as gifted and talented in comparison to the 35% of White girls (p. 

22). 

U.S. schools have displayed significant race disparities in gifted education programs 

(Ford et al., 2021; Grissom & Redding, 2016; Wright et al., 2017). The underrepresentation of 

Black girl students in gifted classrooms is a result of various components. Contributing factors to 

the underrepresentation of Black students in gifted programs have largely been credited to biased 

screening and referral measures during the identification process (Allen, 2017; De Wet & 

Gubbins, 2011; Pendarvis & Wood, 2009; Wright et al., 2017). Additionally, Black parents are 

not thoroughly educated about gifted/talented programs to properly advocate for their children’s 

access to these programs (Anderson, 2020; Ford et al., 2021; Grantham, 2003). 

When students of color actually gain access into gifted education, understanding their 

experiences in these classrooms is vital for recruitment and retention purposes (Anderson, 2020; 

Harmon, 2002; Henfield et al., 2008; Sewell & Goings, 2019). Due to being underrepresented in 

gifted classrooms, students of color have experienced significantly different challenges from 

their White peers (Anderson, 2020; Harmon, 2002). One challenge reported is the lack of cultural 

relevance in the academic content presented in gifted classrooms (Anderson, 2020; Ford et al., 

2021). While Black students appreciate the academic rigor afforded in these gifted classrooms, 
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the curriculum lacks cultural relevance that helps the students strengthen their identity in the 

classroom (Sewell & Goings, 2019). Since teachers tend to hold deficit thinking about students 

of color in the gifted identification process, they consequently have those same ideals when 

students of color are in the gifted classrooms (Anderson, 2020; Harmon, 2002). These views add 

another challenge gifted students of color are recognized as gifted (Harmon, 2002; Henfield et 

al., 2008). They largely believe that their White teachers hold low academic expectations due to 

their lack of understanding and appreciation for their culture (Anderson, 2020; Harmon, 2002; 

Henfield et al., 2008). Harmon (2002) reported that students of color noticed their teachers’ 

preferential treatment of White students along with intentional placement in low ability groups. 

Results from Harmon (2002) and Anderson (2020) reported that students of color who were 

recognized as gifted experiencing feelings of scrutiny and prejudice when their talents were 

questioned by many of their teachers and peers. 

Girls who are labeled gifted face additional challenges due to the stereotypical and 

traditional views of girl roles in society (Anderson, 2020; Anderson & Martin, 2018). Anderson 

and Martin (2018) argued that literature and empirical studies on gifted girls have largely been 

told through the “White, middle-class girls perspective” (p. 117) Additionally, most of the 

literature and current research related to the disparities in gifted education fall short of addressing 

the narrative of Black women as students (Anderson, 2020; Anderson & Martin, 2018). Despite 

Black women’s dramatic increase in educational achievement, their experiences are still 

overshadowed by the experiences of Black men who participated in gifted programs (Anderson, 

2020). Anderson (2020) and Ford and Grantham (2003) posited that Black women have to often 
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fight to been seen as talented and intelligent. Anderson (2020) noted that Black women face 

double oppression due to both their race and gender. 

The purpose of this study is to provide a more inclusive understanding of the experiences 

of Black students in gifted programs by describing the experiences of Black women who 

participated as students in gifted programs of Southeast Georgia and how the experiences in 

those classrooms influenced how they viewed themselves. The underrepresentation of Black 

students in gifted programs is an ongoing issue damaging the equity of the United States’ 

education system (Ford et al., 2021; Grissom & Redding, 2016; Wright et al., 2017). The intent 

of this study is to fill in a gap in the literature related to the experiences of these students. Much 

of the related literature is saturated with the perspective of Black boys’ experiences. The stories 

of the Black girl experience are limited. By highlighting Black women’s lived experiences, this 

research reveals how race and gender shape their experiences in advanced academic settings. 

Through their narratives, this study aims to disrupt inequitable educational practices and policies 

and promote transformative changes in education. 

Maxwell (2013) asserted that “a clear understanding of goals motivating your work will 

help you avoid losing your way” (p. 23). In considering this affirmation, I outlined three specific 

goals driving my passion and work for this study. Maxwell (2013) described the utility in 

distinguishing among the three different kinds of goals for doing a study: personal, practical, and 

intellectual. When considering my personal goal for this study, my aspiration is rooted in much 

more than advancing my career; I want to advance my knowledge and practice as an educator 

devoted to creating equitable experiences for all of my students. As a Black woman, I have 
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experienced the pressures of being both Black and a woman in my home, my community, my 

school, and my job. These demands have affected how I navigate in certain environments and 

have created a range of conflicting emotions about how I see myself. By understanding the 

experiences of these participants, I want to make sure that I am serving as an ally in my 

classroom where my students feel appreciated and valued. My personal and practical goals are 

similar. 

Maxwell (2013) asserted that practical goals are administrative or policy goals aimed at 

accomplishing something (p. 28). One intention of this study is to extend the scholarship related 

to the experiences of Black women who were labeled as gifted students. Research has heavily 

emphasized the Black boy perspective, while the Black girl perspective is scarce. It is my hope 

that educators and policymakers will use this research to not only better understand the effects of 

underrepresentation on Black students but also advance culturally responsive reform that will 

offer an inclusive environment of support for Black girls to celebrate themselves in these 

programs. Intellectually, my goal for this study is to provide a more comprehensive awareness 

for myself and others about the experiences of Black students in gifted programs by describing 

Black girls’ experiences in these programs and how these experiences affect how they see 

themselves. The underrepresentation of minority students in gifted/talented programs is an 

ongoing issue damaging the equity of the United States’ education system (Ford et al., 2021; 

Grissom & Redding, 2016; Wright et al., 2017). 

In considering the research questions for my study, I began to examine my research goals. 

Maxwell (2013) noted that research questions are intended to seek the answers of what you want 
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to understand. Through this study, I wanted to understand how the lack of representation in gifted 

classrooms affected how gifted Black girls navigated through the program and how they saw 

themselves based on the experiences in the classroom. When referring to the experiences in the 

classroom, I believe that the curriculum, teacher relationships, and peer interactions play a vital 

role in classroom experiences. Because Maxwell (2013) emphasized that qualitative researchers 

often do not construct final research questions until a considerable amount of data collection and 

analysis have been conducted. The following research questions (RQ) guided my study:

RQ1: How do Black women describe their experience as students who participated in K-12 

gifted/honors classrooms?

RQ2: How do Black women understand the ways their experiences as students in K-12 

gifted/honors classrooms affected their sense of identity and connection with peers and 

teachers?

RQ3: What strategies do Black women who participated in K-12 gifted/honors classrooms 

identify for increasing the support of Black girls in these classrooms?

Significance

Existing literature on the experiences of students of color in gifted programs largely 

focuses on the experiences of Black boys (Anderson & Martin, 2018; Evans-Winters, 2014; Ford 

et al., 2018). Additionally, the gifted Black girl experience has also been minimally discussed 

when examining the barriers of gifted females as the narrative of the White, middle-class girl has 

remained the central focus (Anderson & Martin, 2018). Ford et al. (2018) argued that Black girls 

are a “footnote in educational discourse of facing barriers” as their experiences are 

overshadowed by experiences of both Black boys and White girls (p. 253). Through this study, I 
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explore the experiences of Black women from Southeast Georgia who matriculated through 

gifted programs as students in the K-12 setting and how these experiences have affected their 

sense of identity and belonging in that environment. The findings from this study may prove to 

be significant to various stakeholders in the educational process. Recruiting, identification, and 

retention policies for minority students in gifted education have been criticized as bias and 

oppressive measures to deny Black students equal access to better learning opportunities (Card & 

Giuliano, 2016; De Wet & Gubbins, 2011; Harmon, 2002; Pendarvis & Wood, 2009). For 

policyholders, this study promotes reform in understanding the different components of 

giftedness, setting inclusive criteria for gifted placement and selection, and revising curriculum 

for gifted programs. Tomlinson (2015) noted that gifted programs often resemble high track 

classes with largely homogenous demographics that have negative impacts on teacher 

expectations, self-concept, and social integration for students of color (p. 204). The findings of 

this study encourage gifted educators to be more aware of the experiences they provide in their 

classrooms by fostering supportive teacher/student relationships and inclusive peer interactions.

What people experience—at home, in school, through interactions with others—teaches 

them what is valued and who they can be. Positive experiences yield confidence and belonging 

while negative experiences lead to questioning and redefining identity. Experiences influence 

how people establish beliefs about their morals, their abilities, and their place in different 

environments. Before examining these educational experiences and their effect on Black girls’ 

sense of identity, I believed it is important to first gain an understanding of how gifted Black 

girls gained a sense of identity through explicit and implicit messages communicated to them 

from sources outside of education (parents, friends, and community). Then, I explore how the 
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experiences in the classrooms of gifted programs influence their sense of identity and belonging. 

The interviews with these participants provide insight on how the curriculum, peer interactions, 

and teacher relationships affected how these Black women viewed themselves as girls and their 

presence in the gifted classroom. Understanding these aspects of the Black girl experience will 

help all stakeholders to provide better support for Black girls in all settings.

The findings from this study will help increase the understanding of the experiences of 

Black girls to not only provide a holistic view of the effects of underrepresentation on the mental 

psyche but also challenge educational policyholders to implement better policies to increase the 

presence and support of Black students in gifted education. Increasing equity in gifted programs 

not only benefits Black students but also students of all racial backgrounds. Wells et al. (2016) 

highlighted how diversity in all classrooms helps “improve cognitive skills, including critical 

thinking and problem-solving for all students” while also encouraging students to have “more 

open minds and engaging classroom conversations” (p. 8). This research aims to instill 

compassion, empathy, and respect in learners, so they may celebrate and benefit from the unique 

differences of their counterparts.

By interpreting the data from this study, I help communicate the barriers and obstacles 

Black girls face in our society. Evans-Winters (2014) reported that Black girls are more likely to 

report feeling unsafe in school settings (p. 22). Anderson (2020) emphasized that Black women 

experience “double oppression due to their occupation of space that rests between the 

intersections of race and gender” (p. 87). Data from this study will help all people empathize 

with the Black women in our society and hopefully create a society where all talents and 

differences are appreciated and valued. 
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Conceptual Framework

Ravitch and Riggan (2017) emphasized that the conceptual framework is the 

“superstructure” for a study rooted in the researcher’s personal interests and goals and supported 

by literature that argue the significance, appropriateness, and rigor of a topic (pp. 5-7). Maxwell 

(2013) added that a conceptual framework is a constructed scheme of “concepts, assumptions, 

expectations, beliefs, and theories that support and inform research” (p. 39). Maxwell (2013) 

defined the following four elements useful in building a conceptual framework: experiential 

knowledge, existing theory, pilot and exploratory research, and thought experiments. With these 

philosophies in mind, I decided to build my conceptual framework on my experiential 

knowledge and existing theory. My conceptual framework was constructed through an 

examination of my experiential knowledge that not only exposed my researcher biases but also 

guided my goals. Critical Race Theory and Black Feminist Thought served as the current bodies 

of existing theory relevant to my study.

Experiential Knowledge 

My experiential knowledge about the experiences of Black girls who are identified as 

gifted is rooted in many layers of experience dating back to my own childhood. Maxwell (2013) 

noted Alan Peshkin’s ideals about the significance of examining one’s subjectivity and biases it 

provides for one’s study. Peshkin also suggested researchers monitor their subjectivity through 

examining our subjective “I’s” (Maxwell, 2013, p. 28). In reflecting on my childhood 

experiences, I recognized my first lens of subjectivity—gifted Black girl “I”. Growing up, my 

family set high expectations for me in school, and I was pushed for academic excellence at a 

very young age. I was identified as “gifted” at the end of my fourth-grade year and one of the 
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few Black students in the gifted program at my school. For my family, this meant something— I 

had proven to be “just as good as” the White students. I was included. I matriculated through the 

gifted program throughout middle school and later took advanced placement courses in high 

school. In middle school, there were a few more Black students who entered the gifted program; 

however, I began to feel a little more excluded in the classroom. Being a Black girl matriculating 

through a program predominately characterized by White students, I experienced a range of 

emotions and was confronted by significant racialized experiences. These experiences affected 

how I conducted myself in the classroom, who I interacted with in the classroom, and how I 

made decisions about my education. Because I conducted my study with young Black women 

who were identified as gifted students, I had to be mindful as not to project my experiences, 

beliefs, and thoughts onto my participants. While I suspected that the participants shared similar 

experiences and beliefs as I did, I understood that there were significant differences in what they 

articulated about their experiences. No matter what the data revealed from their interviews, I 

aimed to report it objectively.

Another lens of subjectivity I discovered is my gifted Black teacher “I”. After returning 

from South Korea, I began my teaching career in Georgia at a middle school in my hometown as 

an eighth-grade English teacher. I taught the advanced English class for eighth graders that 

focused on the ninth-grade curriculum. At the time, I was not gifted certified, but I was certified 

to teach English for grades 6-12. I did not become gifted certified until my sixth year of teaching 

when I moved over to the high school. Just as a student, I am one of few Black teachers teaching 

gifted and/or advanced courses in my county. During the gifted certification training, we 

discussed the disproportionality of students of color in gifted program. Our instructors—district-
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level curriculum directors—aimed to emphasize the efforts implemented within our county to 

increase the representation of students of color in these programs. Due to my experience at the 

middle school and high school level, I recognized that the same demographic disparities that 

existed when I was a student continued to exist in the gifted program, so I am skeptical that the 

efforts to recruit and retain more students of color in these programs are carried out with fidelity. 

I still saw deficit-thinking about students of color in gifted programs which prevented Black 

students from receiving referrals into gifted programs thus diminishing their opportunities to 

advance. As a gifted teacher, I was aware of the opportunities students of color were not afforded 

by being in this program in my county. In middle school, for example, students enrolled in the 

advanced eighth grade English course could take the ninth-grade state assessment. If they passed 

the test, they had the opportunity to enroll in the tenth-grade course as ninth graders placing them 

ahead of their peers in terms of high school credits and earlier access to collegiate-level 

opportunities like dual-enrollment. Students were offered the same opportunity in two other 

content areas—math and science. This cohort of students also had the opportunity to take more 

field trips based on the curriculum of advanced courses allowing more opportunities to 

experience learning in new environments. Most of the students in the class were gifted, and the 

students who were not gifted gained access to the class by test scores, teacher referrals, or 

parental request. The ninth-grade honors courses were also structured in the same manner. 

Because my participants had different perspectives, I had to consider that some educators and 

officials may have been more intentional and diligent in their efforts in recruiting more gifted 

students of color. I could not allow the negative impressions of practice blind me of the 

progressive efforts that others took.
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Maxwell (2013) defined prior theory as a “set of concepts and ideas and the proposed 

relationships” posited by other people’s research and ideas (p. 48). Ravitch and Riggan (2017) 

provided a richer definition of prior theory and asserted that it ranged from informal concepts 

about why these concepts function in a specific manner to formal theories that have been 

generalized based on research focused on a specific subject. In explaining the uses of existing 

theory, Maxwell (2013) emphasized that a useful prior theory helps you make meaning of what 

you see. Considering these definitions and uses of prior theory, I have found two useful, formal 

theories that have helped me understand the relationships of my study: Critical Race Theory and 

Black Feminist Thought.

“deeply distressed by the slow pace of racial reform” in the United States (p. 10). The hopeful 

unless reform actions served White people’s interest in what Derrick Bell coined as the interest 

CRT theorists question how the implementation of instructional strategies, assessments, 

student placement, and funding work to advance White students yet initiate unjust circumstances 
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for Black students (Ladson-Billings, 1998). The beliefs of CRT that align with my framework are 

racial microaggressions, interest convergence, intersectionality, and whiteness as property. 

Dixson and Rousseau-Anderson (2017) defined microaggressions as subtle, instinctive verbal 

and non-verbal onslaughts directed towards people of color based on race and other connections 

of identity (gender, class, sexuality, or language). Racial microaggressions in gifted education 

have manifested through curriculum, peer relationships, and teacher relationships (Anderson, 

2020; Dixson & Rousseau-Anderson, 2017; Grantham, 2004). Bell’s principle of interest 

convergence suggests that progress for marginalized groups only occur when it is in the interest 

of the dominant group in policy-making positions (Dixson & Rousseau-Anderson, 2017, p. 39). 

Thornton (2023) argued that the creation of gifted programs served as a way to re-segregate 

students after the Brown vs. Board of Education decision. Dixson and Rousseau-Anderson 

(2017) also noted that interest convergence suggests that the affirmative measure will be revoked 

if it threatens the “superior status of Whites” (p. 39). The ongoing disproportionate 

representation of Black students in gifted programs is relative to the interest convergence 

principle. Kimberlé Crenshaw’s principle of intersectionality “addresses the question of how 

multiple forms of inequality and identity inter-relate in different contexts” (Dixson & Rousseau-

Anderson, 2017, p. 44). For gifted Black girls, their identity is compounded by three different 

layers: Black, female, and gifted. The layers of their identity all carry specific expectations and 

stereotypes (Anderson & Martin, 2018; Ford et al., 2018; Stokes et al., 2020). Ladson-Billings 

(1998) outlined how Harris’s concept of whiteness as property is applicable to education. Dixson 

and Rousseau-Anderson (2017) described property functions of Whiteness as the following: 

rights of disposition, rights to use and enjoyment, reputation and status property, and the absolute 
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right to exclude (p. 41). With the disproportionate representation of Black students in gifted 

programs due to inequitable access to education, discriminatory testing practices, and teacher 

bias, whiteness as property is displayed in gifted programs (Dixson & Rousseau-Anderson, 2017; 

Ladson-Billings, 1998;). 

Intersectionality. Crenshaw (1991) posited that the principle of intersectionality refers to 

idea that race intersects with other factors (class, gender, sexuality) and should be explored when 

understanding the experiences of people of color. Bešić (2020) noted that intersectionality 

emphasizes that all facets of one’s identity should be examined as “simultaneously interacting 

with each other and affecting one’s perception” (p. 114). Bešić (2020) and Anderson (2020) both 

highlighted that intersectionality emphasizes that in order to genuinely understand one’s identity 

and experiences, one must acknowledge that each identity marker is woven together. Anderson 

(2020) argued that the intersectionality theory provides a basis for understanding the “unique 

experiences of Black girls in whose identities intersect on the basis of race, class, gender, and 

ability” (p. 87). When considering the experiences of Black women who participated in gifted 

programs, using the intersectionality theory allows the exploration of identity, educational 

structures and policy, and academic experiences.

Black Feminist Thought. Black feminist theory provides insight into the intricate, 

multifaceted history of Black women’s experiences (Alinia, 2015; Brady, 2022; Clemons, 2019). 

Collins (1990) defined Black Feminist Thought (BFT) as “theories of specialized thought 

produced by African-American women intellectuals designed to express Black women’s 

standpoint” (p. 388). Alinia (2015) emphasized that BFT uncovers the way that power is 

established, organized, and managed to impel oppression. Brady (2022) added that BFT awakens 
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the struggled path towards empowerment to stimulate social change. Habtamu (2024) contended 

that BFT represents the epitome of a “diverse set of observations and interpretations about the 

experiences of Black women and girls...described by Black women intellectuals” (p. 49). 

Clemons (2019) outlined four components of BFT that shape the qualitative researcher’s role in 

understanding participants agency and history: a lived experience as a principle of meaning, the 

use of dialogue to evaluate knowledge, the moral belief of caring, and the conscience of 

accountability. Brady (2022) and Gist (2016) advocated that use of BFT could be an insightful 

and informative vehicle for educators to combat the reproduction of inequality in the classroom.

Methodology 

In Chapter 5, Maxwell (2013) asserted that the methods of a qualitative study reflect what 

the researcher will actually do in carrying out a study. Maxwell (2013) outlined the following 

components of a methods section: research relationships design, selection of settings and 

participants, data collection, and data analysis (p. 90). For this study, I used the qualitative 

approach of narrative inquiry to interview seven Black women from Southeast Georgia who 

participated in gifted programs. Patton (2015) described this approach as a method that examines 

“human lives through the lens of a narrative, honoring lived experience as a source of important 

knowledge and understanding” (p. 128). Merriam (2002) posited that stories are a “basic 

communicative and meaning-making device pervasive in human experience” (p. 286). Because 

this study aimed to explore how Black women experienced gifted programs as students and how 

this experience affected their consciousness of their identity and belonging, the narrative inquiry 

design served as an appropriate method of inquiry.
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The setting for the study took place in the southeastern, suburban county of Young, 

Georgia. I chose this setting because I grew up in this suburban community and was interested to 

see if the young Black women of today shared some of the similar experiences I faced growing 

up as a gifted Black girl matriculating through gifted and advanced classrooms many years ago. 

Young County (pseudonym), the small suburban county where I serve as an educator, enrolled 

11,008 students with roughly 40% of their population being represented by Black students during 

the 2021-2022 school year (Georgia Department of Education, 2022a, 2022c). According to the 

Georgia Department of Education (2022b), Black students only represent a mere 10% of Young 

County’s gifted population while White students represent 75% of the gifted population. Young 

County is only one of many districts in Georgia that illustrate this representation disparity in 

gifted programs (Georgia Department of Education, 2022b). Because in-depth interviews were 

being conducted, I wanted the participants to be old enough to articulate their thoughts and ideas 

for rich data. Consequently, the preferred criteria for participants were the following: young 

Black women [18 years of age or older] who had recently graduated (three years or less) high 

school students, identified as gifted or high-achieving during elementary school, and had 

matriculated through the county’s gifted or advanced course program from middle school into 

high school. Kim (2016) referenced an appropriate sample size range of “6 to 12 participants” 

depending on the “notion of saturation” (p. 161). In this case, the criteria were extended to young 

women who had graduated from the school system within the past five years as they too were 

closely connected to the experiences of the program.

Because gifted programs serve various populations, homogeneous purposeful sampling 

was used to collect the subgroup of participants. I consulted professional colleagues for the 
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names of previous high students who met the criteria identified for the study. I initiated contact 

with the participants through direct messages on social media introducing myself and the nature 

of my study. Interested participants provided emails which allowed me to follow-up with a 

detailed description of the study and invitation to interview. I allowed the women to respond in 

one week then followed-up with an additional email for participation.

After the participants had been identified, scheduled interviews took place with each 

participant. Kim (2016) promoted a two-phase (narration and conversation), in-depth interview 

process for each participant. The questions for the interview were semi-structured with some 

questions allowing me to serve as a “active listener and observer” while the participant narrated 

specific events (Kim, 2016, p. 168). Other questions characterized the conversation phrase that 

required “clarifications on topics...presented in the narration phase” (Kim, 2016, p. 169). I 

adopted elements of Seidman’s three-part interview process to conduct interviews with the 

participants. Seidman (2013) suggested that the first interview focus on the life history of the 

participants by recreating their early experiences with family, friends, community, and education. 

The second interview will “concentrate on the concrete details of the participants’ present lived 

experience” as a gifted student (Seidman, 2013, p. 21). In order to protect the time of the 

participants, I combined these two ideals into one interview that averaged approximately 90 

minutes per participant. This interview mainly focused on the participants’ life experiences prior 

to entering the gifted program and matriculating through the gifted program. The interview was 

structured for participants to narrate their early experiences with family, school, community, and 

friends that shaped their understanding of their identity and how they communicated that 

understanding at a young age. This phase of interviewing also allowed participants to describe 
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their experiences entering and matriculating through the gifted program while also reconstructing 

their experiences with the curriculum, peers, and teachers in the gifted program. Seidman (2013) 

suggested that the third interview focus on the “understanding of the experience...while making 

meaning” (p. 22). I chose to use a focus group and bring the participants together to carry out this 

task. Patton (2015) claimed that focus groups are especially valuable when examining the 

perspective of marginalized groups. This interview, a conversation phase, was a reflective 

meeting that allowed the participants to reflect on how their experiences in the gifted program 

and share their different perspectives on how they made meaning of their experience. Kim (2016) 

emphasized that this phase of narrative interviewing is “a period of semi-structured, in-depth 

questioning...when the interviewer wants clarification...and to introduce additional theoretical 

interests” (p. 169). Participants were able to deeply discuss their perspectives on their identity as 

gifted Black women and methods of support for younger Black girls navigating giftedness.

With most of the participants currently living outside of Young County, interviews took 

place via Google Meet, Zoom, and Microsoft Teams as the virtual option was most convenient. A 

scheduled phone conference was initiated to set up the interview preference, day, and time. All 

succeeding interviews were organized using the same protocol. The initial one-on-one interview 

process took place within an eight-week time span. The interviews were recorded, transcribed, 

and redelivered back to each participant within a week of the initial interview. Participants were 

initially given a week to review their interview transcripts. After one week, a follow-up contact 

by email was sent to confirm accurate reporting. The focus group was conducted after all 

individual interviews were transcribed. This interview was transcribed and redelivered within 

two weeks before the coding process began.
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In order to appropriately analyze the participants’ data, each interview series was audio 

recorded, labeled, and transcribed to ensure each participant’s words were accurately presented. 

After each interview, memos were written to “not only capture analytic thinking about data but 

also facilitate such thinking” (Maxwell, 2013, p. 105). Each interview was transcribed using the 

Otter AI computer software. Profiles were crafted for each participate based on their interviews. 

Seidman (2013) encouraged profiles as an effective way of sharing interview data in qualitative 

research that is “most reliable with the process of interviewing” (p. 122). I began to facilitate my 

analytic thinking by reading each transcript and “making significant judgement about what the 

participant’s experiences by marking what is of interest in the test” (Seidman, 2013, p.120). 

Patton (2015) asserted that “developing some manageable classification of or coding scheme is 

the first step to analysis” (p. 553). After profiles were created, common themes and concepts 

were identified to present the findings through manual In Vivo coding and Pattern coding in 

MAXQDA. Saldaña (2021) suggested in vivo coding as an appropriate coding method for 

narrative inquiry studies and “particularly for beginning qualitative researchers learning how to 

code data (p. 137). In Vivo codes referred to “words or short phrases from the actual language 

found in the qualitative data from the participants themselves” (Saldaña, 2021, p. 137) I first 

analyzed the transcribed data using in vivo coding. These codes were then organized 

alphabetically and reexamined from common themes to “group the summarizes into smaller 

numbers of condensed categories” (Saldaña, 2021, p. 322).

In Chapter 6, Maxwell (2013) provided a thorough discussion of validity and its 

significance in a qualitative study. Maxwell (2013) argued that qualitative researchers must be 
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aware of the threats that could discredit the trustworthiness of their study. Researcher bias and 

reactivity both served as validity threats in my study. Because of my previous experiences in 

gifted programs and much of the existing literature on the topic promoting deficit-thinking 

regarding the experiences of gifted Black girls, I had to ensure that these premature biases did 

not leak into my analysis of the data results. I naturally assumed that all of the participants would 

have negative experiences or that the experiences in the gifted program negatively impacted their 

sense of identity. In order to safeguard this threat, I collected rich data from the interviews and 

focus group participants. Maxwell (2013) suggested rich data as a useful strategy to increase the 

validity of data interpretation by collecting “detailed data and varied enough to provide and full 

picture of what is going on” (p. 126). Because I consulted with colleagues, some participants are 

previous students who attended my high school. Because I currently teach at the high school with 

many of my colleagues, the validity threat of reactivity also inflicts the authenticity of the study. 

Though I did not use my own students, my influence as a well-known teacher in the county may 

hinder the validity of the results. In order to test this validity threat, I employed member 

checking with the participants by sharing their individual narratives and profiles for feedback. I 

also triangulated the data through multiple data collection sources: individual interviews, focus 

group interviews, memos, and artifacts.

For the purpose of clarity, the following significant terms have been defined:

Advanced Placement (A.P.) courses: college-level course that high schools offer to students with 

a corresponding exam that grants college credit depending on the student’s score (Georgia 

Department of Education, 2025)
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African American: an ethnicity of United States Americans whose origins are in any of the Black 

racial groups of Africa (National Institutes of Health, 2025)

Black: a broader and more inclusive racial construct of people of African descent; can include 

persons born outside of the United States (i.e., Africa, Latin America, or the Caribbean)   

(National Institutes of Health, 2025)

Creativity: divergent thinking that “builds on real world encounters and connections of the mind 

to create unique combinations” or representations (Matthews & Dai, 2014, p. 337)

De Facto Segregation: racially identifiable separation that is not a result of intentional acts to 

segregate (Black, 2023; Brown & Jackson, 2013)

De Jure Segregation: segregation developed from the intentional acts and mandates of 

government entities (Green, 1999)

Gifted Program: established education program that provides differentiated instruction and 

services for students who meet the state’s eligibility requirements for gifted education (Georgia 

Department of Education, 2025)

Gifted Student: a student who demonstrates a “high degree of intellectual and/or creative ability 

[and] an exceptionally high degree of motivation” needing special instruction or services to 

achieve at levels that support their abilities (Georgia Department of Education, 2025)

Honors/Advanced Courses: academically-challenging courses that cover specific content in a 

more detailed level and at a faster pace; designed for students who demonstrate high-academic 

achievement but does not grant college credit; can include students who are not labeled gifted 

(Georgia Department of Education, 2025)
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Interest-Convergence: a principle that implies that social change for a minority group takes place 

when there is a shared interest with the majority group (Ladson-Billings, 1998; Tate, 1997).

Intersectionality Theory: understanding and considering that one’s experience of discrimination 

is characterized by multiple factors (race, gender, class ability, etc.) (Crenshaw, 1991).

Microaggressions: subtle, automatic, or unconscious forms of verbal or non-verbal assaults 

directed towards People of Color based on race and its intersections with constructs such as 

gender, class, sexuality, or language (Dixson & Rousseau-Anderson, 2017)

Motivation: “internal process that initiates and sustains goal-directed behavior” (Matthews & 

Dai, 2014, p. 337) 

“Separate but Equal”: a doctrine that considers racial segregation constitutional as long as 

facilities are deemed equal (Kauper, 1954; Noltemeyer et al., 2012).

Underrepresentation: disproportionately low representation (Evans-Winter, 2014; Grissom & 

Redding, 2016)

The disproportionate representation of Black students in gifted education is a continued 

issue in the United States education system (Allen, 2017; Grissom & Redding, 2016; Harmon, 

2002; Howard, 2018; Hurt, 2018; Sewell & Goings, 2019; Wright et al., 2017). While Black 

boys are the most disproportionately represented, Black girls are largely represented as well 

(Anderson & Martin, 2018; Evans-Winter, 2014). Most of the literature centered around 

underrepresentation in gifted education focuses on Black boys. Research on the disparities in 

gifted education have highlighted White girls and Black boys with little attention to Black girls 

(Anderson, 2020; Anderson & Martin, 2018).
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I conducted a narrative inquiry study to explore the experiences and highlight the voices 

of seven Black women who participated in gifted programs in Southeast Georgia to fill the gap in 

literature while giving an inclusive understanding to the Black student experience in advanced 

academic environments and its effect on identity. The purpose of this story was to articulate their 

experiences to increase understanding of how their access and presence to gifted education 

affected their perception of themselves and their sense of belonging . The significance of this 

study is powered by the essence of informing educational practices and policies that will support 

Black students in gaining access to quality educational experiences. Critical Race Theory and 

Black Feminist Thought provided an anchor for the development of the research questions that 

guided the study along with the interpretations of findings. The following chapter will address 

the existing literature that helped frame and inform the study.
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The U.S. education system has promised equitable learning experiences to all citizens; 

however, research has indicated that the country has withheld its promise (Allen, 2017; Ford et 

al., 2021; Grissom & Redding, 2016; Wright et al., 2017). Monumental legal efforts, such as 

Brown vs. Board of Education of Topeka and the Jacob Javits Gifted & Talented Student 

Education Act of 1988, outlined rulings that supported equitable educational opportunities for 

students of color (Allen, 2017; Harmon, 2002; Sewell & Goings, 2019). U.S. schools have 

displayed significant race disparities in enrollment for gifted education programs (Ford et al., 

2021; Grissom & Redding, 2016; Wright et al., 2017). Anderson and Martin (2018) reported that 

Black students have been underrepresented in gifted programs by almost 50% in most years (p. 

22). According to the Civil Rights Data Collection (2024) and National Center of Education 

Statistics (2023), African American students only accounted for roughly 13% of the total 

enrollment of students receiving gifted services nationally and merely 10% in the state of 

Georgia during the 2020-2021 school year. White and Asian students have consistently 

dominated enrollment in these programs (National Center of Education Statistics, 2023). 

Despite the nation’s mandated legislation to ensure equal opportunities for all children, 

students from culturally diverse backgrounds continue to be underrepresented in gifted 

programming (Allen, 2017; Grissom & Redding, 2016; Harmon, 2002; Howard, 2018; Hurt, 

2018; Sewell & Goings, 2019; Wright et al., 2017). As gifted programs have yielded favorable 

results in academic achievement, quality instruction, and future success, research in student 

performance on state and national assessments show a widened achievement gap between the 
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country’s gifted White students and students of color (Anderson, 2020; Grantham, 2004; 

Henfield et al., 2008). Since African American and Hispanic students have been underserved in 

education, their educational experiences have been less inequitable (Allen, 2017; Grissom & 

Redding, 2016).

The goal of this literature review is to provide an analysis of the underlying factors that 

contribute to disproportionate representation of Black students in gifted education while 

highlighting helpful reform efforts to enhance equitable access for Black students to gifted 

education and rigorous instructional experiences. Recruitment. Racial disparities in the gifted 

programs imitate ongoing U.S. systems that have historically stifled Black students from 

educational access and income opportunities (Ford et al., 2021; Peters et al., 2019). The U.S. 

education system needs effective interventions and policies that recruit and retain more students 

of color in gifted programming (Allen, 2017; Grantham, 2003; Hébert & Beardsley, 2001; 

Henfield et al., 2008; Peters et al., 2019). Bias identification and referral practices for gifted 

students yield more favorable results for White students which means Black students are 

deprived of exposure to rigorous opportunities that can strengthen their talents and gifts (Allen, 

2017; Barnard-Brak et al., 2015; Card & Giuliano, 2016; De Wet & Gubbins, 2011; Pendarvis & 

Wood, 2009). Consequently, Black students who participate in gifted programs experience 

challenges that affect their motivation to continue in these programs as they feel criticized and 

undervalued (Anderson, 2020; Harmon, 2002; Henfield et al., 2008; Sewell & Goings, 2019). 

When discriminatory practices are replaced with progressive efforts of cultural awareness, 

advocacy, and support, high-achieving Black students have positive experiences that produce 
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promising academic outcomes (Chadwell et al., 2009; Grantham, 2004; Hébert & Beardsley, 

2001; Sewell & Goings, 2019). 

In reviewing the literature, a vital factor attributing to the underrepresentation of high-

achieving Black students in gifted programs is the large inequality to educational access (Allen, 

2017; Peters et al., 2019). Equitable educational access is described as “equal exposure to 

learning opportunities for all students” (Peters et al., 2019, p. 274). Countries have created 

systems that mobilize how citizens access better opportunities (Allen, 2017; Peters et al., 2019). 

Peters et al. (2019) argued that the disparities in educational opportunity play an even greater 

role in the underrepresentation of minority students than biased identification methods and 

asserted that income-related achievement gaps are largely displayed in the United States. The 

United States’s systems that yield unjust outcomes for non-White adults, such as inadequate job 

opportunities, harsher legal punishments, and insufficient healthcare, ultimately affect their 

children’s access to education as “exposure to learning opportunities influences achievement” 

(Peters et al., 2019, p. 274). The education system, in return, imitates the societal systems that 

perpetuate structural injustices (Allen, 2017; Howard, 2018). Allen (2017) and Hurt (2018) 

showed that students who come from higher-income families tend to have access to quality 

educational opportunities. These children tend to have early access to educational opportunities 

and outside resources that help enhance their learning experiences (Allen, 2017; Peters et al., 

2019). 

Children from lower-income communities unfortunately are unable to benefit from these 

privileges (Allen, 2017; Hébert & Beardsley, 2001; Howard, 2018; Lewis & Boswell, 2020). 
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Hébert and Beardsley (2001) and Lewis and Boswell (2020) highlighted how low-income 

communities affect educational opportunities for children creating disproportionate 

representation in gifted classrooms. Adults navigating through the struggles of poverty tend to 

merely focus on their children attending, passing, and finishing school (Hébert & Beardsley, 

2001; Lewis & Boswell, 2020). They lack awareness and concern for the purpose of gifted 

education and its value to students (Hébert & Beardsley, 2001; Henfield et al., 2008; Lewis & 

Boswell, 2020). Henfield et al. (2008) reported gifted program’s academic rigor, highly skilled 

teachers, and increased future opportunities as a benefit of gifted education participation. When 

parents are unaware of these benefits, they are not likely to advocate for these opportunities for 

their children (Hébert & Beardsley, 2001; Lewis & Boswell, 2020; Peters et al., 2019). Peters et 

al. (2019) emphasized that Black American, Native American, and Hispanic children were twice 

as likely to live in poverty in comparison to their White peers. Historically, these same subgroups 

are disproportionately represented in gifted programs (Allen, 2017; Anderson, 2020; Barnard-

Brak et al., 2015; Ford et al., 2021; Peters et al., 2019).

Income gaps are not the sole underpinning for inequality to educational access (Peters et 

al., 2019). Being an African American, Hispanic, or Native American not only means one is more 

likely to be poor but also face race-related institutional barriers, such as racism (Harmon, 2002; 

Hébert & Beardsley, 2001; Peters et al., 2019). These inequalities seep into education (Allen, 

2017; Harmon, 2002; Peters et al., 2019; Wright et al., 2017). Racial disparities in the gifted 

classroom have been one way that the U.S. education system functions to diminish opportunities 

for minorities (Howard, 2018; Hurt, 2018). Harboring an crippling history of slavery and Jim 

Crow, Howard (2018) and Hurt (2018) asserted that these disparities mimic the historical value 
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of White supremacy in the U.S. by allowing White students better opportunities. The alarming 

disproportionate numbers in gifted programs have dishonored the Civil Rights Act of 1964, 

Brown v. Board of Education, and McFadden vs. Board of Education for Illinois School District 

U-46 that ruled against intentional and unjust educational practices (Allen, 2017; Harmon, 2002; 

Wright et al., 2017). The researchers in the literature revealed how racism and income gaps work 

to decrease the learning opportunities for Black students to gifted programming (Allen, 2017; 

Harmon, 2002; Peters et al., 2019; Wright et al., 2017).

History of Education for Black Americans 

The inequality of access to education is no new phenomenon in the plight of ensuring that 

all students are granted equal opportunities; it is an issue that has plagued United States’ 

education since the birth of public schools in the U.S. (Brisport, 2013; Noltemeyer et al., 2012). 

For decades, United States’ legislation and case law have emphasized the value this country 

places on education as it is the “most profitable investment society can make” (Noltemeyer et al., 

2012, p.3). Brisport (2013) emphasized that the founding fathers of this country understood the 

profit of education in “creating a functioning democracy” (p.18). While this significant piece of 

the democratic puzzle was revered by many of this country’s first law-making stakeholders, the 

Constitution does not cite education as a protected right leaving state and local governments to 

determine the structure of their individual school systems (Black, 2023; Brisport, 2013). In 

return, the education system has historical underpinnings where Whites have been rewarded 

more access and opportunity than any other ethnicity in this country (Ashford-Hanserd et al., 

2020; Brisport, 2013; Noltemeyer et al., 2012; Walters, 2001). 
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The inequitable treatment of Black students in the U.S. educational system dates back to 

Africans unwilfully working as indentured servants or slaves in the U.S. (Noltemeyer et al., 

2012; Walters, 2001). Noltemeyer et al. (2012) noted that during the early years most Whites 

prevented Blacks in the U.S.- freed or enslaved- from receiving an education. Noltemeyer et al. 

(2012) highlighted that some individuals and organizations, such as the Quakers, educated 

Blacks with private funds but faced scrutiny and lack of support from the community. By the 

1800s, most state legislature, especially in the South, posited that it was illegal for Black students 

to be taught to read and write in fear that it would encourage uprisings among the slaves. 

(Noltemeyer et al., 2012; Walters, 2001). Walters (2001) posited that any education for Blacks 

promoted what Whites wanted Blacks to know with the objective of teaching specific behavioral, 

moral, and religious practices.

After the Civil War’s end, access to education for Blacks seemed promising during the 

Reconstruction Period (Ashford-Hanserd et al., 2020; Noltemeyer et al., 2012; Walters, 2001). 

The Reconstruction Period (1865-1877) brought the development of schools for newly freed 

Black slaves, but this progress was short-lived as the implementation of Jim Crow laws spread 

throughout the country (Noltemeyer et al., 2012; Walters, 2001). Jim Crow laws mandated racial 

segregation on the “separate but equal” ideology (Ashford-Hanserd et al., 2020; Noltemeyer et 

al., 2012). Kauper (1954) and Noltemeyer et al. (2012) described “separate but equal” as a 

doctrine that deemed racial segregation as constitutional as long as the facilities and services 

were considered equal. The U.S. Supreme Court’s support of separate-but-equal facilities on 

intrastate railroads in its ruling in Plessy v. Ferguson (1896) strengthened racial segregation in 

the U.S. (Ashford-Hanserd et al., 2020; Noltemeyer et al., 2012; Walters, 2001). Despite popular 
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criticism, Morris and Morris (2005) noted the presence of valued segregated schools during this 

time that consisted of highly qualified teachers, engaging curriculum and extracurricular 

activities, strong parental support, and effective leadership. Noltemeyer et al. (2012) however 

criticized this policy as “flawed with sufficient evidence that schools for Black children remained 

inferior in quality and funding” (p. 6). Poor facilities, inadequate educational resources, and 

insufficient funding were issues that affected the quality of education in segregated schools for 

Black students (Ashford-Hanserd et al., 20120; Noltemeyer et al., 2012; Walters, 2001). 

While the advances in educating Blacks in literacy had evolved since their appearance in 

the U.S., critical disparities existed in the quality of education for Black students in comparison 

to White students (Ashford-Hanserd et al., 2020; Brisport, 2013; Noltemeyer et al., 2012; 

Walters, 2001). The Supreme Court’s 1954 ruling in Brown v. Board of Education repealed 

Plessy v. Ferguson proclaiming that “separate” was not “equal” and insisted schools integrate 

(Morris & Morris, 2005; Noltemeyer et al., 2012). Brown v. Board of Education was a 

monumental effort at dismantling de jure segregation. Green (1999) defined de jure segregation 

in schools as segregation developed from the "intentional actions and mandates of government 

entities” to separate racial groups (p. 138). The progress to integrate schools was slow and even 

volatile particularly in the South (Noltemeyer et al., 2012; Walters, 2001). Instances of physical, 

verbal, and emotional abuse pierced Black children attempting to desegregate schools (Ashford-

Hanserd et al., 2020; Noltemeyer et al., 2012; Walters, 2001). Because education was not 

considered a protected right under the U.S. Constitution, many states, especially in the South, 

made little effort to desegregate schools (Morris & Morris, 2005; Noltemeyer et al., 2012). The 

synergy of organizations and departments, such as the National Advancement Association for 
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Colored People (NAACP) and the Department of Education Office of Civil Rights, produced 

court cases, laws, and policies that increased the integration of schools from the 1960s to 1980s 

(Morris & Morris, 2005; Noltemeyer et al., 2012). Noltemeyer et al. (2012) affirmed that this 

trend has declined. Racial resegregation in schools has resurfaced (Brisport, 2013; Morris & 

Morris, 2005; Noltemeyer et al., 2012; Walters, 2001). Residential patterns affected by 

socioeconomic status, school choice, and identification for gifted and special education have 

been credited as contributing factors for the current rise of resegregation (Ford & King, 2014; 

Fudge, 2017; Noltemeyer et al., 2012). This literature exposes the history of discrimination for 

Black people in the U.S. Understanding the educational history of Black Americans is pertinent 

to this study as it begins to reveal the beginning stages of how discrimination in education 

limited Black American’s access to certain educational resources and opportunities, such as 

gifted education. 

Black Women’s Access to Education 

Hutson (2022) reported that Black women are “one of the most highly educated groups in 

the United States (p. 1). Despite this esteemed accolade, there are few scholars who have worked 

to provide a comprehensive account of women’s access to education, more specifically as it 

relates to Black women (Collier-Thomas, 1982; Dentith, 2016; Hutson, 2022). Historically 

women were taught to be caretakers (Eisenmann, 2001; Hutson, 2022; Madigan, 2009). Arao 

(2016) emphasize how the “gendered division of roles amongst slaves shaped the roles Black 

women played in educational efforts” (p. 138). Arao (2016) commented on how literate Whites 

assisted in advancing Black literacy during slavery. Black women who worked in their 

slaveowners’ homes were accessible to information and news that they were able to share and 
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teach to other slaves, mostly at night (Arao, 2016; Hutson, 2022). Hutson (2022) described Black 

women slaves as “teachers in the slave quarters, due to their proximity to literacy” in addition to 

upholding their “traditional gender responsibilities” (pp. 3-4). This task came with severe 

consequences as slaves were “severely beaten and in some cases had appendages or limbs 

removed for teaching other slaves to read or write” (p. 3).

The Civil War and abolition of slavery cultivated a shift in education for all students 

(Arao, 2016; Collier-Thomas, 1982; Hutson, 2022; Thomas & Jackson, 2007). Collier-Thomas 

(1982) identified how southern states made fewer provisions than northern states for freed 

Blacks. Arao (2016) pointed out how equal enrollment of Black boys and girls as students and 

teachers in Black schools showed their dedication to uplifting their community. This principle 

contradicted schooling practices among White Americans, who valued education for boys over 

girls despite having mostly women teachers (Anderson-Faithful & Goodman, 2020; Arao, 2016; 

Hutson, 2022; Madigan, 2009). Eisenmann (2001) recommended “institution building” as a 

framework to examine women’s educational needs in order to “provide the basics of education to 

women, support women’s career needs, and advanced social reform” (p. 457). Thomas and 

Jackson (2007) emphasized the work of Black women pioneers, such as Nannie Helen Burroughs 

and Mary McLeod Bethune, who employed institution building specifically for Black American 

girls to be educated and build their community.

 Arao (2016) acknowledged that as time progressed “sexism, division of domestic labor, 

and school segregation arrayed particular challenges” for Black women” (p. 139). The infamous 

ruling of Brown vs. Board of Education illustrated how Black girls had to challenge legislature 

for equal access (Arao, 2016; Brooks & Muhammad, 2024; Hutson, 2022). Brooks and 
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Muhammad (2024) commented on how “radical educators” criticized this revered decision that 

“purported to integrate schools under the guise of equality” that would function to “reproduce 

dominant ideology” (p. 1003). Hutson (2022) also discussed how desegregation of schools led to 

“tracking...based on often subjective and biased perceptions of ability” (p. 6). Integrated schools 

caused many Black educators, mostly women, to lose their jobs as Black teachers became 

replaced with White teachers in Black schools (Collier-Thomas, 1982; Hutson, 2022; Thomas & 

Jackson, 2007). Thomas and Jackson (2007) and Hutson (2022) stressed the dramatic disparities 

in current learning opportunities for Black students in terms of access to qualified educators, 

high-quality curriculum, and technology. Arao (2016) highlighted how Black women are 

outperforming their men counterparts in test scores, postsecondary degrees, and career 

opportunities despite the modern issues in education. Hutson (2022) asserted that Black women 

have been “historically compelled to overcome obstacles to earn an education” (p. 2). This 

literature provides a historical foundation of the systematic barriers Black women worked to 

combat to gain access to education. Positioning the participants’ stories within the Black girl 

struggle to access quality education highlights how their presence in gifted education challenges 

discriminatory educational traditions.

The Emergence of Critical Race Theory and Its Tenets

The history of education for Black Americans exposes systemic racism in the United 

States (Brisport, 2013; Brown & Jackson, 2013; Morris & Morris, 2005). Despite the progressive 

legislation of 1950s and 1960s, Brown and Jackson (2013) emphasized that Richard Nixon’s 

inauguration in 1969 and his appointment of four new, conservative Supreme Court justices 

stifled the progress for Black Americans in the 1970s. These judges were "less sympathetic to the 
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concerns and interests of underrepresented minorities” and “the Court began to halt and then 

reverse many legal victories” gained for minorities (Brown & Jackson, 2013, p. 10). Supreme 

Court decisions in cases, such as Keyes v. School District No 1 (1973) and Milliken v. Bradley 

(1974), as cited in Black (2013) and Brown and Jackson (2013) ruled that de facto segregated 

schools were not unconstitutionally segregated. Brown and Jackson (2013) and Green (1999) 

both termed de facto segregation as separation when racially identifiable schools were not a 

result of intentional acts to segregate.

The Court’s support of de facto segregation helped birth the Critical Legal Studies (CLS) 

movement of the late 1970s (Brown & Jackson, 2013; Tate, 1997). Tate (1997) asserted that CLS 

scholars aimed to dispute the idea that legal reasoning was unbiased, objective, and removed 

from social, economic, and political influences while revealing how laws reinforce, reflect, and 

reproduce the dominating oppressive social order. Brown and Jackson (2013) added that CLS 

advocates revealed how legal decisions were acutely buried in political and personal biases of 

governing officials. While the CLS movement cultivated important awareness about how the 

legal process worked, the campaign insufficiently confronted the struggles of minorities—

specifically Blacks (Brown & Jackson, 2013; Kaerwer & Pritchett, 2023; Tate, 1997). CLS’s 

inability to adequately address the challenges of Blacks in the U.S. sparked the development of a 

new set of thinkers who introduced a different philosophy—critical race theory (Brown & 

Jackson, 2013; Kaerwer & Pritchett, 2023; Moffat, 2022).

While the literature links various scholars to critical race theory (CRT), Campbell (2023) 

credited Derrick Bell, Kimberle Crenshaw, Richard Delgado, and Gloria Ladson-Billings as the 

originators of CRT. Brown and Jackson (2013) emphasized that these scholars were stimulated 
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by the need to understand how “the regime of white supremacy and its subordination of people 

of color had been created and maintained in the U.S...and develop the understandings to change 

it” (p. 14). Moffat (2022) and Morgan (2022) pointed out that CRT scholars argued that 

revolutionary legislation intended to advance racial equality, such as the Civil Rights Act of 

1964, had neglected to provide justice for Black Americans. Campbell (2023) outlined the 

following five central tenets of CRT framework: “race as a social construct, racism is native in 

the United States, interest convergence, legitimizing racial narratives and experiences, and 

intersectionality” (p. 46). DeCuir and Dixson (2004) previously included Whiteness as property 

and the critique of liberalism as additional principles. This study uses the counternarratives of 

Black women who participated in gifted programs as students to uncover the intersectionality of 

their experiences and how racism is a pervasive vice of the United States.

ratives to “undermine the claims of racial neutrality of traditional 

legal discourse” (Brown & Jackson, 2013, p. 19). 
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Counternarratives have been used as a tool in qualitative research to reveal the 

experiences of marginalized groups (Hubain et al., 2016; Jones, 2023; Morton, 2021) The 

counternarratives of the graduate students in Hubain et al. (2016) revealed how the lack of 

inclusion and support in higher education uncover the systemic nature of racism in graduate 

programs. The stories of the Black women in Jones’ (2023) study suggested that Black women 

who attend historically white institutions choose to remain silent in fear of being unsupported 

and criticized for being angry. The Black women graduate students in Morton’s (2021) study 

reflected more positives experiences as these participates established their own spaces of support 

and authenticity. The counternarratives in this study will add to the literature through the voices 

of Black women while elevating their lived experiences as a constructive means of replacing 

biased narratives.

progress, but it overlooked “intragroup differences” and the multiple identities that characterize 
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 Ludvig (2006) mentioned the insurmountable complexity of intersectionality as it can 

account for an exhaustive axes of differences in one’s identity. McCall (2005) described the 

different approaches in analyzing categories: intracatergorical (examining intersections of an 

identity in a single social category), intercatergorical ( examining intersections of identity 

between multiple social categories), and anticategorical (rejecting the use of categories). Misra 

(2021) asserted the use of the intracatergorical or intercatergorical approaches as beneficial 

structures when appropriately examining the experiences of minorities and structures of 

inequality. For this study, the intracategorical approach examines the intersections of one single 

group—Black women participated in gifted programs. McCall (2005) further described the 

intracategorical approach as beginning with one “unified, intersectional core...works outward to 

analytically unravel one by one the [categorical] influences” (p.1787). While examining the 

experiences of Black women who were labeled gifted or high-achieving as students, this study 

assesses how the participants perceived the influences of race, gender, and giftedness in their 

experiences.

Racism in Education 

The literature suggests that public schools currently serve as a caste of institutional 

racism despite past strides to propel Black students’ access to education (DeCuir & Dixson, 

2004; Kohli et al., 2017; Joseph et al., 2016). The historical policies that worked to keep Black 

students from being educated have manifested into discriminatory practices and behaviors that 

overtly subject present-day Black students to educational environments that oppose their 

interests and their identity (Kohli et al., 2017). Alhumam (2015) posited that White dominance is 

the “most important” variable in education that creates “disconnections between races and 
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cultures that are not even noticed, questioned, or challenged” (p. 160). Shields (2019) added that 

the dominance of the White population helps to attribute to the fact that educational issues and 

policies are commonly structured within the perspective of White cultural ideologies and 

perspectives. Alhumam (2015) and Joseph et al. (2016) argued that much of the White 

population has taken a “colorblind” approach when addressing racial issues in U.S. institutions 

like education. Kohli et al. (2017) criticized colorblindness for its “silence around race that 

maintains and legitimates racism” (p.189). Joseph et al. (2016) described colorblindness as 

“racism without racists” and asserted that this ideology of “not seeing color” hinders the needed 

conversations regarding race and its part in educational equity (p. 5). Joseph et al. (2016) clearly 

outlined the following examples of inequity in education: school funding, distribution of 

qualified teachers, racial and economic segregation, overrepresentation of Black and Latinx in 

special education identification, and access to challenging curriculum.

Tikly (2021) argued that this institutional racism must be considered when discussing the 

cause of underachievement in schools. Critical Race Theory (CRT) works to propel these 

conversations through its tenets that place race as the target of examination (DeCuir & Dixson, 

2004; Joseph et al., 2016; Robertson & Chaney, 2017). The goal of CRT is to examine and 

change the connection between race, racism, and power by calling attention to the innate racism 

in the U.S. and advancing racial progress (Joseph et al., 2016; Robertson & Chaney, 2017). 

DeCuir and Dixson (2004) criticized educational researchers and their inability to fully use CRT 

to its full capacity as they primarily focus on counter-storytelling and the permanence of racism. 

By examining the inequity of the experiences of Black women who participated in gifted 
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programs, this study highlights the CRT tenet of “whiteness as property” as high quality, gifted 

curriculum is mostly enjoyed by White students.

Socioeconomic Factors 

The racial divide of accessing quality education consisted of historical tactics, such as 

segregation and integration, to reconstruct and reinforce inequalities (Roets et al., 2023). The 

economic divide, grounded in the component of socioeconomic status (SES), is another agent 

that has perpetuated past patterns of inequitable access to education (Black, 2023; Roets et al., 

2023). Socioeconomic status is a complex construct measured by multiple layers: income, 

education, and occupation. Education has shown to be a significant approach to reduce poverty 

and improve an individual’s and communities’ living conditions (Bellibaş, 2016). Quality 

education helps promote social mobility as it provides skills to make workers productive and 

knowledgeable thus reflecting their income (Fudge, 2017; Rouse & Barrow, 2006). Bellibaş 

(2016) affirmed that the U.S. has the largest achievement gap between students with differing 

SES. This disparity in academic achievement is rooted in the U.S. government’s role in 

monumental, historical cases that have affected the equitable access to education (Black, 2023; 

Fudge, 2017; Rouse & Barrow, 2006). 

Brisport (2013) and Fudge (2017) noted that the Supreme Court’s decision of the Fair 

Housing Act of 1968 prohibited discrimination in the sale, rental, and financing of housing which 

diversified neighborhoods. As neighborhoods became more diverse, White families who lived in 

urban areas used federally funded programs, such as Veterans Administration and Federal 

Housing Authority loans, from the thriving economy to move to surrounding suburbs (Brisport, 

2013; Fudge, 2017). The “White flight” of families to suburban areas not only created racially 
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segregated neighborhoods but also socioeconomic segregation (Brisport, 2013, p.23). Epps 

(1995) added that segregated neighborhoods stifled progress towards economic mobility for 

minorities as the higher-paying jobs relocated out of central cities. These neighborhoods had 

limited access to quality education, employment opportunities, and healthcare (Bellibaş, 2016; 

Brisport, 2013; Fudge, 2017). Black (2023) and Fudge (2017) criticized the U.S. Supreme 

Court’s complicities in funding systems that resulted in socioeconomic segregation through its 

rulings in cases like San Antonion ISD v Rodriguez and Milliken v. Bradley. Black (2023) 

asserted that the ruling for these two cases gave the “ideological lynchpin holding educational 

inequality—localism—its seal of approval” (p.23). The Supreme Court traditionally has 

supported the idea of local control over school operations despite the magnitude and depth of 

racial segregation and funding inequality between districts (Black, 2023; Fudge, 2017; Roets et 

al., 2023). Under Supreme Court ruling, local districts determine how tax dollars are spent and 

consequently how these dollars are used to fund schools (Black, 2023).

Wei and Broome (2022) concluded that students from lower SES households experience 

a lack of exposure to academic resources, quality schools, and qualified teachers. Bellibaş (2016) 

asserted that children from lower SES households are less likely to attend early education 

programs which correlates to the low probability of their attendance in higher education 

institutions. Rouse and Barrow (2006) reported that children from higher SES households have 

higher test scores, are more likely to never be retained at any grade level, and are less likely to 

drop out of school. Children from lower SES households are also less likely to have access to 

advanced educational opportunities. Wei and Broome (2022) revealed in their comparative study 

that a school in a higher SES neighborhood received more external support to fund enrichment 
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opportunities than a school in a lower SES neighborhood. Hodges and Gentry (2021) examined 

identification of students for gifted services in Florida and revealed that students from higher 

SES households are more likely to be identified for gifted services. Roets et al. (2023) noted that 

economic disparities promote educational inequality and often highlight differences in racial and 

ethnic categories. Epps (1995) highlighted earlier literature that posits race as the strong 

determinant is inequitable access to education. More recent studies asserted that socioeconomic 

status is more important than race in predicting educational outcomes for children (Battle & 

Lewis, 2002; Bellibaş, 2016).

In order to gain a clearer understanding of the issue of underrepresentation of Black girls 

in gifted education, reviewing the literature also called to explore the origins of gifted education 

in the U.S. The literature aims to review not only the origins of gifted education but the 

underpinnings that characterize this educational policy: conceptions and identification. The 

literature shows that the origins, ideologies, and identification practices for gifted education are 

rooted in philosophies that create unequal opportunities for Black children.

Historical Conception of Giftedness

The literature highlighted an evolving ideology of giftedness and what characteristics 

qualifies one to be considered gifted (Dai, 2020; McClain & Pfeiffer, 2012; Sternberg et al., 

2021). Dai (2020) outlined the emerging, objective philosophy of giftedness as a unitary quality 

modeling “essentialism” in late 19th century to a diverse construct of “pluralistic” qualities in the 

mid-20th century. Historically, giftedness correlated with exceptional intelligence or achievement 

ability (Dai, 2020; Nevo, 1994; Smedsrud, 2020; Sternberg et al., 2021). Sternberg et al. (2021) 
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critiqued the early philosophies of “giftedness” as racialized and discriminatory and emulated the 

anti-Black bias of the Reconstruction period. The early roots of “giftedness” were credited to the 

philosophies of British eugenicist Sir Francis Galton who proposed and tested that giftedness 

was a heritable trait and relied on IQ testing as his basis for quantifying giftedness (Dai, 2020; 

Sternberg et al., 2021). Feldhusen and Hoover (1986) posited that this form of testing birthed the 

idea that gifted and/or talent could be assessed by measurable points.

 Sternberg et al. (2021) noted that Galton also wrote that the Chinese “a superior 

race...should move to Africa and displace Black people...an intellectually inferior race” (p. 227). 

This example of Galton’s writing support Dai (2020) assertion that Galton believed giftedness 

was possessed by only a select group of non-Black people. Galton’s ideology on giftedness was 

further supported by Lewis Terman, the “founder of the gifted movement” (Sternberg et al., 

2021). Terman shared Galton’s beliefs that the gifted were a static, homogenous group and 

developed testing tools, like Stanford-Binet Intelligence Scales, to support his thinking (Dai, 

2020; Sternberg et al., 2021; Thornton, 2023). Dai (2020) described how changes in giftedness 

emerged in the 1950s when researchers, like Paul Witty, Howard Gardner, and Joseph Renzulli, 

launched studies to show giftedness outside of IQ-based identification. Factors, such as 

motivation, special talents, and multiple intelligences, began to expand the definition of 

giftedness (Dai, 2020; Feldhusen & Hoover, 1986; Smedsrud, 2020).

The early testing of intelligence and giftedness was not used for identification purposes. 

VanTassel-Baska (2018) clarified that some schools implemented “acceleration policies and 

advanced coursework, but these practices were not typical or widespread” (p.98). The Soviet 

Union’s launching of Sputnik in 1957 exposed the United States’ lack of advancement in science 
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and technology thus serving as the match that ignited the fire of the federal government’s 

financial support of developing gifted talents (McClain & Pfeiffer, 2012; Thornton, 2023; 

VanTassel-Baska, 2018). McClain and Pfeiffer (2012) pointed out this attention helped develop 

gifted education practices and beliefs in U.S. schools. VanTassel-Baska (2018) added that 

schools began offering more advanced courses, acceleration practices for early college entrance, 

and integrated more innovative courses in technology and science. Congress’s push to provide 

guidance to states for assessing and educating high-ability learners prompted the development of 

Sidney Marland’s document—the Marland Report of 1972—which served as the first national 

report on gifted education. McClain and Pfieffer (2012) argued that using only IQ scores limited 

the identification of gifted students, so the multiple criteria (general intellectual ability, specific 

academic aptitude, creative or productive thinking, leadership ability, visual and performing arts 

aptitude, psychomotor ability) outlined in the Marland Report helped expand the numbers of the 

gifted population in schools. Dai (2020) asserted that the Marland Report’s multiple criteria 

created unforeseen issues as it was “a convenient list” and not “rigorously or consensually 

defined” (p. 1518). The Marland Report, however, served as the catalyst for states to develop 

official policies to identify and service gifted and talented students (Dai, 2020; VanTassel-Baska, 

2018). Results from McClain and Pfeiffer’s (2012) study on state definitions, policies, and 

practices for gifted students in the United States revealed that there are significant variations in 

how states identify and classify gifted students. 

While the definition of giftedness became vaster and more inclusive, the diversity of who 

made up gifted and talented classrooms did not change. Results from the Marland Report and 

Javits act pushed Congress to spend more money in gifted education. Margaret Thornton 
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conducted a study evaluating how the implementation of a gifted program in Charlottesville, 

Virginia evaded the goal of desegregating schools. Thornton (2023) remarked that Congress’s 

generous funding of gifted education in the 1970s “re-defined segregation” (p.131). Hopkins and 

Garrett (2010) emphasized the underrepresentation of Black students in gifted education 

programs as the new “separate but equal”. Chapman (2013) noted how interest-convergence is 

one lens for explaining how districts made certain decisions around the implementation of Brown 

vs. Board of Education decision. programs After this pivotal case, the expansion of gifted 

programs in U.S. schools, especially in the South, used merit-based standards as a means to 

preserve White access to quality education under the disguise of advancing national excellence 

(Thornton, 2023). 

Gifted Education in Georgia

Georgia was the first state to pass legislation requiring all public-school systems in the 

state to offer programs for gifted students in the 1950s (Georgia Department of Education, 2025). 

The state implemented legislation in 1994 and 1995 for a multi-criteria rule that enables districts 

to assess students in four categories: mental ability, achievement, creativity, and motivation 

(Georgia Department of Education, 2025; Griffin, 2023). Identification begins in a process 

initiated by reported referrals from specific stakeholders (school personnel, parents, or students) 

or automatic referrals from norm-referenced test scores (Griffin, 2023). Referred students are 

further evaluated with parental consent using nationally norm-referenced measures for the four 

categories (Georgia Department of Education, 2025; Griffin, 2023). Griffin (2023) noted that 

eligibility for gifted services is based on high percentile scores in mental and achievement or 

three of the four categories. The Georgia Department of Education Gifted Education Resource 
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Manual outlined delivery models for gifted services that include the following: gifted resource 

classrooms, advanced content courses, Advanced Placement(AP)/International Baccalaureate 

(I.B.)/Cambridge courses, cluster grouping, collaborative teaching, internship/mentorship, and 

direct study (Georgia Department of Education, 2025). Griffin (2023) reported that the gifted 

resource class was the commonly used delivery model in the state for grades K-5 while the 

advanced content model was generally used in grades 6-8. Griffin’s (2023) audit of Georgia’s 

gifted education indicated that AP courses are the predominate model for serving gifted high 

school students.

Discriminatory Practices in Gifted Education

The literature revealed that despite the inclusive definition of giftedness, Black students 

are starved with denied access to P-12 school’s most promising programs for high-achieving 

students—gifted and talented education, AP and IB courses, dual enrollment, and STEM 

programs (Ford et al., 2020; Grissom & Redding, 2016; Hines et al., 2022). Peters et al. (2019) 

and Morgan (2020) criticized the intelligence assessments commonly used to identify gifted 

students as flawed and culturally biased. Non-traditional and nonverbal assessments emerged to 

alleviate biased testing practices; however, teacher recommendations have also worked to 

gatekeep minorities from accessing gifted and talented services (Hines et al., 2022; Morgan, 

2020; Peters, 2022; Peters et al., 2019; Wright et al., 2017). Even when minority students earned 

high or comparable scores on intelligence tests, the literature asserted that teachers still under-

referred Black students for gifted services (Ford et al., 2020; Hines et al., 2022; Morgan, 2020; 

Peters, 2022).



47

Discriminatory Testing Practices. Most researchers have defined discriminatory testing 

practices as a significant component of the underrepresentation of Black students in gifted 

education (Allen, 2017; De Wet & Gubbins, 2011; Wright et al., 2017). Discriminatory testing 

practices are defined as assessments that only account for a student’s cognitive and mental ability 

and not the cultural intelligence and talents (Pendarvis & Wood, 2009). Standardized 

assessments and ability tests, like the Cognitive Abilities Test (CogAT), have offered valid and 

reliable scores that help teachers justify their recommendations (Allen, 2017; De Wet & Gubbins, 

2011; Wright et al., 2017). Students who have produced exemplary test scores have been labeled 

as gifted (De Wet & Gubbins, 2011; Wright et al., 2017). De Wet and Gubbins (2011) argued that 

these tests’ data paired with “inflexible critical scores and cut-off points, result in track-like 

identification” (p. 98). Pendarvis and Wood (2009) similarly noted that these rigid tests do not 

accurately assess the unique talents of underrepresented students; therefore, the academic 

promise of these students goes unnoticed.  Professionals have used test scores to drive student 

assignment decisions for educational programs (De Wet & Gubbins, 2011; Wright et al., 2017). 

Giftedness has been reflected through intelligence and achievement scores (Allen, 2017; De Wet 

& Gubbins, 2011; Wright et al., 2017). Allen (2017) outlined that two of the four criteria to meet 

gifted qualification included mental and achievement ability with CogAT being heavily used as 

an assessment for many states providing gifted services. 

Wright et al. (2017) argued that giftedness denotes multi-faceted qualities and using 

culture to display gifts and talents defines giftedness. Hurt (2018) and Wright et al. (2017) 

criticized standardized and mental abilities tests’, like CogAT, cultural bias favoring privileged 

students who have more educational and life opportunities. Consequently, these tests are more 
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likely to identify students from high-income families (Peters et al., 2019). Black students are 

more likely to suffer from low-income communities which means they are less likely to be 

identified as gifted under bias testing conditions (Hurt, 2018; Peters et al., 2019; Wright et al., 

2017). Because these tests do not access the cultural intelligences that many high-achieving 

minority students possess, the underrepresentation of Black students will continue until more 

culturally-response testing measures are implemented (Allen, 2017; Wright et al., 2017). 

Teacher Perceptions. Teacher referrals have held significant power in identifying gifted 

students (De Wet & Gubbins, 2011; Peters et al., 2019). Allen (2017) defined teacher referrals as 

recommendation letters or checklists initiated and completed by teachers to determine which 

students should be evaluated to determine gifted eligibility (p.78). Peters et al. (2019) supported 

teacher recommendations as a suitable tool for identifying gifted students yet argued that these 

referrals could be a critical problem if solely used before any other data is considered in the 

identification process. Teachers’ perceptions have been an integral component of understanding 

the disparities in gifted programs (Allen, 2017; Anderson, 2020; Grissom & Redding, 2016; 

Howard, 2018; Hurt, 2018; Wright et al., 2017). Allen (2017) revealed that teachers view the 

distinct communication and cultural characteristics mostly seen in students of color as challenges 

that overshadow their gifts and talents. This misconception prevents teachers from 

recommending ethnic or linguistically diverse students for gifted testing (Allen, 2017; De Wet & 

Gubbins, 2011). In return, stereotypes and academic labels (i.e. English language learner) are 

developed in education that carry negative perceptions that produce underrepresentation (Allen, 

2017; Anderson, 2020; Grissom & Redding, 2016; Howard, 2018; Hurt, 2018; Wright et al., 

2017). 
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Deficit thinking has created these negative perceptions and caused teachers to overlook 

students encouraging remediation over enrichment (Allen, 2017; De Wet & Gubbins, 2011; 

Wright et al., 2017). Allen (2017) and De Wet and Gubbins (2011) investigated teachers’ 

perceptions of culturally and linguistically diverse gifted students and noted that participants 

believed that these students carried unique talents and abilities reflective of gifted characteristics. 

Allen (2017) also commented that teachers’ beliefs ultimately influence their practice in the 

classroom suggesting that positive beliefs may be reflected in identification practices. There has 

been little evidence to support this notion as both Allen (2017) and De Wet and Gubbins (2011) 

reported a discrepancy between the teachers’ beliefs and their practices. Additionally, Hurt 

(2018) highlighted that students who display strong communication skills, have two-parent 

homes, experience family trips, or have home libraries are generally recommended for gifted 

programs while students who may be shy, disruptive, or economically disadvantaged are ignored 

(p. 122).White women teachers have highly populated the profession, and their perceptions have 

strongly dictated the minority presence in gifted programs (Howard, 2018; Hurt, 2018). Peters et 

al. (2019) noted that gifted students are more likely to be identified for services by teachers who 

look like them; therefore, the lack of teachers of color in education inadvertently affects who is 

represented in gifted classrooms.

Black Students’ Experiences in Gifted Education Programs

When students of color gain access into gifted education, understanding their experiences 

in these classrooms is vital for recruitment and retention purposes (Anderson, 2020; Harmon, 

2002; Henfield et al., 2008; Sewell & Goings, 2019). Due to being underrepresented in gifted 

classrooms, Black students have experienced significantly different challenges from their White 
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peers (Anderson, 2020; Harmon, 2002). Davis (2018) noted that many high-achieving Black 

girls feel alienated in predominately White academic spaces due to interactions with faculty, 

peers, and curriculum. Ford et al. (2013) discussed how Black students in gifted education 

experience are confronted with microaggressions that may cause them to underperform due to 

the negative messages presented about their identity. These microaggressions also produce 

feelings of tokenism and perfectionism as Black students struggle with the sense of belonging in 

gifted or advanced courses (Ford et al., 2013; Raymundo, 2021). One challenge reported is the 

lack of cultural relevance in the academic content presented in gifted classrooms (Anderson, 

2020; Ford et al., 2021). While the gifted students appreciate the academic rigor afforded in these 

classrooms, the curriculum lacks cultural relevance that helps the students strengthen their 

identity in the classroom (Sewell & Goings, 2019). 

Since teachers tend to hold deficit thinking about students of color in the gifted 

identification process, they consequently have those same ideals when students of color are in 

the gifted classroom (Anderson, 2020; Harmon, 2002). These views add another challenge for 

Black students (Harmon, 2002; Henfield et al., 2008). They largely believe that their White 

gifted teachers hold low academic expectations due to their lack of understanding and 

appreciation for their culture (Anderson, 2020; Harmon, 2002; Henfield et al., 2008). Harmon 

(2002) reported that Black students who participated in gifted programs noticed their teachers’ 

preferential treatment of White students along with intentional placement in low ability groups. 

Results from Harmon (2002) and Anderson (2020) reported students of color who were labeled 

gifted experiencing feelings of scrutiny and prejudice where their talents were questioned by 

many of their teachers.
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The challenges of being a Black student in gifted classrooms not only lies in the student’s 

interaction with the curriculum and teachers but also with their peers (Harmon, 2002; Henfield et 

al., 2008; Sewell & Goings, 2019). Anderson and Martin (2018) commented that Black girls are 

more susceptible to negative, stereotypical messages from peers and teachers due to the lack of 

representation causing pressure to perform perfectly in fear of fulfilling stereotypical behavior. 

Participants in Harmon’s (2002) study felt unwelcomed by their White peers who used harassing 

and derogatory name calling with little intervention from teachers or administration. The students 

also noticed their White peers’ reluctance to develop friendships which resulted in the gifted 

students of color forming their own community within the gifted classroom. Black students also 

experience difficult interactions with their Non-White peers by being accused of “acting White” 

and “sounding White” due to being labeled as gifted or speaking Standard English (Henfield et 

al., 2008, p. 440). These feelings of isolation cause Black students to seek out ways to gain 

acceptance. Joining extracurricular activities, like sports and clubs, were used as means to gain 

acceptance from their peers (Henfield et al., 2008; Sewell & Goings, 2019).

Although most of the researchers described negative experiences for Black students in 

gifted programming, Chadwell et al. (2009) and Grantham (2004) revealed contradictory results 

from traditional literature. The results from these studies revealed that effective teachers created 

positive experiences for Black students in gifted classrooms (Chadwell et al., 2009; Grantham, 

2004; Harmon, 2002). Harmon (2002) described effective teachers as holding high expectations 

for students while building cultural competence by using a multicultural curriculum that 

celebrates diverse cultures while teaching life skills (p. 72). Effective teachers were reported for 
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all races, but gifted students of color saw more effective teaching practices from teachers of color 

(Anderson, 2020; Chadwell et al., 2009; Grantham, 2004; Harmon, 2002; Morgan, 2019).

A Call for Black Feminist Thought. The literature also revealed a significant gap in the 

experiences of high-achieving girls in gifted talented programs (Hardaway et al., 2019; Jones, 

2023; Mayes et al., 2023). Hardaway et al. (2019) argued that Black boys have been the focal 

point of educational conversations around disproportionate representation in school practices like 

gifted services. Gist (2016) purported Black girls are an “eclectic and diverse group...differently 

positioned in an interlocking system of power relations” (p. 247). The omission of the Black girl 

experience from this discourse debases the experiences of Black girls and fails to depict a 

holistic picture of the Black child experience in education (Clemons, 2019; Hardaway et al., 

2019; Mayes et al., 2023). Collins (1990), architect of Black Feminist Thought (BFT), 

maintained that placing Black women’s experiences at the center of analysis offers fresh insights 

on prevailing concepts, organizations, and theories of the Eurocentric, masculine worldview. 

Collins (2000) described how Black women’s experiences of mothers extend beyond blood ties 

and how this role challenges and reconceptualizes the Eurocentric view of family, community, 

and power. BFT shows Black women’s growing power as agents of knowledge and offers insight 

to a complex history of Black women’s work and activism (Alinia, 2015; Brady, 2022; Clemons, 

2019; Collins, 2000; Hardaway et al., 2019). 

Collins (2000) defined Black Feminist Thought (BFT) as “theories of specialized thought 

produced by African American women intellectuals designed to express Black women’s 

standpoint” (p. 388). Clemons (2019) outlined four components of BFT that shape the qualitative 

researcher’s role in understanding participants’ agency and history: a lived experience as a 
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principle of meaning, the use of dialogue to evaluate knowledge, the moral belief of caring, and 

the conscience of accountability. Brady (2022) and Clemons (2019) applauded that act of sharing 

one’s story and connecting with other Black women with parallel experiences as poignant and 

helpful in understanding the challenges people face. Collins (2000) affirmed the significant role 

that Black women played in advocating for women’s rights in the movement of feminism. 

Clemons (2019) added that while feminism aims to give a voice to all women, the experiences of 

women of color are disregarded. BFT operates to produce a medium where Black women can 

share their lived experiences and influences as educators and change agents (Brady, 2022; 

Clemons, 2019; Hardaway et al., 2019). Brady (2022) noted that BFT challenges objectivity by 

“recentering Blackness and women across multiple spaces” and provides a framework to disrupt 

“racist, capitalist, and patriarchal structures that disenfranchise Black students...” (p. 397-398).

Implications of Mayes et al. (2023) revealed a need to add more research about high 

achieving Black girls as results proved that they experience ostracism in the classroom. The 

experiences of Black students in education commonly overlooks the experiences of Black girls 

due to the overwhelming concern to address the needs for Black boys (Jones, 2023). Mayes et al. 

(2023) criticized researchers, administrators, teachers, and policymakers for neglecting the needs 

of Black girls. Hardaway et al. (2019) contended that administrators and educators at all levels 

must understand the “racially-gendered realities” of Black girls in order to support, preserve, and 

improve their unique experiences in education (p. 33) This study uses the dimensions of BFT to 

add to the knowledge of Black women by examining their experiences as girls in gifted programs 

and how those experiences affected their perception of themselves.
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The Power of Counter-storytelling. Hubain et al. (2016) defined counter-storytelling as 

a “form of resistance to standard or majoritarian-stories” (p.949). Counter-storytelling provides a 

means to expose gaps in the narratives and ideologies of the dominant culture (Hubain et al., 

2016; Williams, 2004). Campbell (2023) noted that Critical Race Theory confirms the 

significance and relevance of using “racial experiences, stories, and voices in history and 

education” (p. 50). While these stories offer a different perspective to dominant culture, they also 

provide a holistic view of the experiences of all (Campbell, 2023; Hubain et al., 2016; Williams, 

2004). These contrasting perspectives from these stories add “new dialogue” (Williams, 2004, p. 

167). This study uses counter-storytelling as medium to give a voice to the often-silenced voice 

of Black women. 

The Art of Experience. Morris and Paris (2022) described arts-based researcher (ABR) 

as a collaborative research practice that uses art forms to “generate, interpret, and communicate 

research knowledge (p. 99) Bhattacharya (2013) added that ABR has the capacity to expand the 

idea of social science research knowledge as “transformative for those engaged in it as 

researchers, researched or audience members” (p. 612). ABR researchers allow to interpret and 

share understandings and experiences in a meaningful way that are not easily assessed through 

traditional modes of research (Bhattacharya, 2013; Flint et al., 2025; Morris & Paris, 2022). Flint 

et al. (2025) asserted that artful inquiry pushes against conventional ideologies that resonate in 

“white supremacy culture” by challenging that there is “one right way to engaged in research” (p. 

7). Theoretically, ABR aligns with elements of CRT as a nontraditional presentation of 

counternarratives through the use of art. This innovative research method “fundamentally 

disrupts dominant assumptions about truth, knowledge, and methodology (Flint et al., 2025, 
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p.11). Morris and Paris (2022) and Wright (2019) pointed out the critiques of subjectivity in ABR 

researchers as they construct their understanding of an experience through various resources. 

Sanders and Lamm (2022) suggested using commonplace modes of reporting data along with 

artistic representation can help enhance and confirm the impact of research findings.

Flint et al. (2025) and Sanders and Lamm (2022) listed poetry as one of many mediums 

to employ arts-based inquiry. Sanders and Lamm (2022) posited poetic thinking as an 

“alternative to linear modes of thinking” as it offers a “multidimensional and insightful of social 

science writing to engage more diverse audiences (p. 1). Bhattacharya (2013) and Yi and Mackey 

(2024) illustrated how poetic thinking served as a powerful way to represent the lived 

experiences of their participants. Sanders and Lamm (2022) advocated that poetic writing and 

analysis allows researchers to become “entangled with equity and access to capital” while 

enhancing research practices and language by creating more “complex images of human life” (p. 

3-4). Bhattacharya (2013) created found poems from her participants’ words, photos, and 

conversations describe their first year of education in the United States from India. Yi and 

Mackey (2024) used poetic transcriptions from their participants’ findings to highlight and 

“(re)present” their racialized lived experiences (p. 1853). Wright (2019) noted that using 

participants words through poetry and transcriptions allows the researcher to “recognize and 

respect the words the participants used to represent themselves” (p. 289). This study incorporates 

ABR through poetry to enrich the communication of the lived experiences of Black girls 

navigating giftedness.
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Gifted Education Reform

The underrepresentation of minority students in gifted education is still an ongoing issue 

in education, but studies have shown promising reform efforts that have resulted in more 

minority students being identified for gifted programming (Card & Giuliano, 2016; Grantham, 

2003; Pendarvis & Wood, 2009). In an effort to rebut the biased results of intelligence and 

mental ability tests, alternative assessment measures have identified more students of color for 

gifted education. Pendarvis and Wood (2009) offered additional testing practices for students 

from historically underrepresented populations who scored at least one standard deviation above 

the locally mandated intelligence test with a review of classroom performance. Additional testing 

included the use of a non-verbal assessment; the use of the non-verbal assessment allowed more 

historically underrepresented students to be identified for the gifted program. Non-verbal 

assessments, like the Naglieri Non-Verbal Ability Test (NNAT) have shown favorable results in 

identifying more underrepresented students for gifted education (Card & Giuliano, 2016; 

Pendarvis & Wood, 2009). 

In conjunction with the use of alternative testing methods, early professional 

development for teachers and testing have also shown promising results in identifying more 

gifted students of color. Ford et al. (2021) and Pendarvis and Wood (2009) advocated for an early 

need for teacher training in advancing equity in gifted education. Ford et al. (2021) emphasized 

that a child’s early stages of life are marked by “exponential growth and development 

cognitively...and we should reach them early” (p. 48-49). Pendarvis and Wood (2009) reported 

that gifted students of color were more likely to be found in earlier grades than later. When 
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aiming to identify more students of color for gifted programming, Peters et al. (2019) affirmed 

that more students should be evaluated. 

Card and Giuliano (2016) uncovered the benefits of using universal screening as an effort 

to promote equitable representation in gifted classrooms. Universal screening requires all 

students to be screened at least once in their academic career for gifted eligibility (Card & 

Giuliano, 2016; Griffin, 2023). Through use of both parent and teacher referrals combined with 

the NNAT, students scoring one standard deviation above the mean score on the NNAT, like 

Pendarvis and Wood (2009), were referred for full evaluation. This new method of reform 

yielded an increase of gifted African American and Hispanic students being identified at 78% 

and 118%, respectively (Card & Giuliano, 2016). Card and Giuliano’s (2016) study and 

Pendarvis and Wood’s (2009) study reveal the benefit of using universal screening to increase the 

representation of minority students in gifted programs. Griffin (2023) added that universal 

screening is the most important tool in identifying traditionally underrepresented populations for 

gifted education. Peters et al. (2019) discussed that using national norm scores to identify 

eligibility for gifted programming is a significant reason for underrepresentation as they favor 

more advantaged backgrounds by comparing students to a broad, nationwide sample. Using local 

and group-specific norm scores instead of national norm scores allows for students to be 

compared to only those with similar resources and opportunities opens the window for more 

access (Peters et al., 2019).

Despite growing diversity, U.S. schools have suffered from disproportionate numbers in 

gifted programs (Ford et al., 2021; Grissom & Redding, 2016; Wright et al., 2017). Researchers 

have shown how these school practices perpetuate White privilege (Howard, 2018; Hurt, 2018; 
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Peters et al., 2019; Wright et al., 2017). Academic and achievement testing have created cultural 

bias while misguided teacher perceptions have stifled the minority presence (Allen, 2017; 

Grissom & Redding, 2016; Howard, 2018; Hurt, 2018; Wright et al., 2017). The education 

system has underserved high-achieving Black students hindering probability of success (Allen, 

2017; Hébert & Beardsley, 2001; Howard, 2018; Lewis & Boswell, 2020). Policy makers and 

educators need a transparent discussion that addresses the identification process and establishes 

equity goals (Grantham, 2003; Howard, 2018; Wright et al., 2017). Nonverbal assessments, like 

the NNAT, can replace biased cognitive assessments identifying more underrepresented 

populations (Card & Giuliano, 2016; Hurt, 2018; Pendarvis & Wood, 2009). Culturally 

responsive pre-service and professional training can allow culturally inept teachers to recognize 

their biases to better identify and serve high-achieving minority students (Allen, 2017; 

Grantham, 2003; Grissom & Redding, 2016: Wright et al., 2017). Grissom and Redding (2016) 

and Peters et al. (2019) emphasized that Black students need teachers who look like them and 

called for a need to diversify the teaching workforce. Peters (2022) also argued for major societal 

changes such as early access to advanced learning opportunities for all students as well as a 

decrease in poverty to increase access to learning opportunities and alleviate life stressors.

This chapter provided an overview of the scholarly literature relevant to the experiences 

of gifted Black girls. The discussion on the inequality to educational access for Black Americans 

and women outlined the historical context of the study that influenced the challenges of isolation 

and stereotypes for minorities. Research on the concept of giftedness and discriminatory 

practices in gifted education were also examined to highlight additional contributing factors of 
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disproportionate representation. With limited existing scholarship, a brief overview of Black 

students’ experience in gifted education and gifted reform was provided to add insight to the 

study’s findings and interpretations. CRT and BFT provided the framework to advocate a need 

for more literature on the experiences of gifted Black girls as their voices are commonly 

overlooked in academic discourse. As this chapter reviewed existing research to establish the 

layered context of the experience of Black girls navigating giftedness, the following chapter will 

outline the methodological approach implemented to obtain, analyze, and construct the narratives 

of the participants.
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Maxwell (2013) noted that the decisions about research methods are contingent upon the 

issues being studied. Selecting a research design not only relies on the topic of study but also 

who is conducting the study. Creswell and Creswell (2018) added that the philosophical 

assumptions and personal experiences of the researcher also inform the decision of methodology 

along with the audience of the study. The research design of a study collectively addresses the 

topic of the study, the individual facilitating the study, and the desired outcome(s) of the study. 

This chapter serves as a justification and overview of the methodology used to conduct this study 

to address the following questions: 

RQ1: How do Black women describe their experience as students who participated in K-

12 gifted/honors classrooms?

RQ2: How do Black women understand the ways their experiences as students in K-12 

gifted/honors classrooms affected their sense of identity and connection with peers and 

teachers?

RQ3: What strategies do Black women who participated in K-12 gifted/honors 

classrooms identify for increasing the support of Black girls in these classrooms?

In order to effectively answer these questions, I used a qualitative research approach. Merriam 

(2002) emphasized that qualitative research lies in the idea that “meaning is socially constructed 

by individuals in interaction with their world” (p. 3). The research questions that drove this study 
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were meant to capture how Black women described their experience as students in gifted/honors 

classrooms and how they have made meaning of their experiences’ effect on their sense of 

identity and relationships in those classrooms. As a Black woman who had been labeled gifted as 

a young girl, I aimed to “understand the meaning [other Black gifted girls] have constructed 

about their world and their experiences” (Merriam, 2002, pp. 4-5). In Chapter 5, Maxwell (2013) 

asserted that the methods of a qualitative study reflect what the researcher will actually do in 

carrying out study. Creswell and Creswell (2018) outlined the framework as an interconnection 

of philosophical worldviews, research design, and methods while Maxwell (2013) described the 

following components of a methods section: research relationships design, selection of settings 

and participants, data collection, and data analysis (p. 90). This section will address those 

components of this study.

Philosophical Worldview

Creswell and Creswell (2018) suggested that individuals preparing for research explicitly 

define the philosophical ideas they embrace as these views influence the practice of research. 

When examining my personal beliefs and goals for this study, I determined that this study is a 

synergy of the constructivism and transformative worldviews. Although I have my own 

experience as a Black girl labeled gifted in Southeast Georgia, I understand that other Black girls 

may have had a seemingly different perspective than my own, and that perspective is not wrong 

as it captures that participant’s reality. Constructivist researchers believe that individuals develop 

meaning based on their interactions with the world in which they live and work, and these 

meanings are varied (Creswell & Creswell, 2018; Patton, 2015). Creswell and Creswell (2018) 

added that humans use historical and social perspectives to engage and make sense of their 
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world. By investigating the experiences of Black women who participated in gifted programs as 

girls, I aspired to gain an understanding of how the participants perceived their interactions in 

academically-challenging classrooms and how these exchanges defined their experiences and 

influenced their perceptions of themselves and their abilities. I also aimed to learn how the 

participants engaged not only with their peers and teachers but also the curriculum in and outside 

those classrooms. Interviewing the participants allowed me to capture the complex gamut of this 

experience. 

One goal of this study was to educate other stakeholders on the construction of the gifted 

program and the experience it provided for gifted Black girls. The underrepresentation of Black 

students—both boys and girls— in gifted programs still continues to be an ongoing trend despite 

progressive efforts. I want the results of this study to serve as a change agent. The findings of 

this study call on policymakers to dismantle barriers and implement strategies that foster 

inclusivity and positivity in these educational spaces for all students. The outcome-driven goals 

of this study are nurtured in the transformative worldview. Transformative researchers advocate 

helping marginalized groups be heard by dominant culture (Creswell & Creswell, 2018). The 

counternarratives that the Black women provided challenge the central narrative of Whites. 

Creswell and Creswell (2018) delineated that transformative research focuses on “inequities 

based on gender, race, ethnicity...” (p. 10).

Research Design 

 Merriam (2002) contended that the world is not a uniform, static, or quantifiable 

situation. Reality morphs, changes, and evolves over time. The world is defined by various, ever-

changing interpretations made by different individuals. Qualitative researchers appreciate what 
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those diverse understandings are and the context in which they are made (Merriam, 2002; Patton, 

2015). Patton (2015) posited that qualitative inquiry is a personal research design. As a Black 

woman who received the label of gifted at the age of 10, the experiences of other Black women 

who received this label personally piqued my interest. I can vividly recall many of the 

experiences I endured in school as I interacted with my teachers, peers, and curriculum in the 

gifted and honors classrooms. These encounters played an integral role in how I viewed myself, 

how I maneuvered through life after high school, and how I viewed education as a current high 

school educator. 

After examining the different methods of qualitative research, I decided to use narrative 

inquiry to carry out this study. As a researcher and avid reader, I believe in the power of in-depth 

storytelling and its ability to capture the essence of an experience without being physically 

present. Patton (2015) described this approach as a method that “focuses on stories” (p. 128). 

Kim (2016) affirmed that narrative inquiry uses these stories to understand and make meaning of 

human actions and experiences. The researcher uses the stories of the participants as data and 

constructs the narrative as the analysis of the researcher’s interpretation of these stories based on 

how the story is told (Kim, 2016; Patton, 2015). Creswell (2018) noted that this analysis merges 

the views from the participant’s life with those of the researcher’s life. Prasad (2018) highlighted 

Lyotard’s support of narrative knowledge as means of cultivating our perceptive awareness as it 

offers “a completely different language game in dealing in myths, fables, fantasies, and legends” 

(p. 251). Aligning to CRT’s tenet of counternarratives disrupting dominant discourse, Kim 

(2016) advocated that narrative inquiry is ideal to challenge dominant perception on educational 

issues and reshape educational views as it emphasizes the participants’ lived experiences 
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providing insight to educators and policymakers that support change. Evans-Winters (2019) 

added that this critical qualitative inquiry helps to engage in candid yet meaningful conversations 

on race. 

Narrative inquiry moves beyond the “definitions, statements of fact, and generalized 

rules” of scientific knowledge as it provides “explanatory knowledge” that captures “rich 

nuances” not expressed in traditional research (Kim, 2016, p. 11). Evans-Winters (2019) 

criticized scientific knowledge’s use of “objective science” as a tool in “education systems 

perpetuating racialized myths of inherited deficiency” about Black people (p. 47). Because this 

study explored Black women’s experiences in gifted programs, the effects of their experiences, 

and how their experiences can support or change the views of gifted programs, the narrative 

inquiry design served as an appropriate method of inquiry to create oppositional knowledge from 

traditional narratives. 

Evans-Winters (2019) argued that Black women scholars’ voices are marginalized in 

qualitative discourse and advocated for the need of more diverse representation in qualitive 

work. In outlining BFT and its tenets, Collins (2000) posited that Black women have collective 

knowledge of shared experiences, reflections, and conversations within their communities. Suriel 

et al. (2017) demonstrated how co-constructive narrative approaches support marginalized 

participants in articulating racialized experiences in their own voices. Their findings reinforce 

narrative inquiry as a valuable method for examining the personal, cultural, and institutional 

forces that shape Black women's experiences. Narrative inquiry created a medium to center the 

shared knowledge of the participants through their counter narratives of how they made meaning 

of their experiences in gifted programs. In alignment with CRT and BFT, the use of this 
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methodology to explore the experiences of these participants not only amplified the voices of 

Black women in qualitative research but also highlighted their voices to honor their collective 

knowledge. 

Setting and Participants

The setting for the study took place a suburban county in Southeast Georgia: Young 

County (pseudonym). According to Carl Vinson Institute of Government’s (2022) Population 

and Economic Data Files, Young County contained roughly 85,000 people with a median income 

of approximately $53,000. Georgia’s recent demographic data reported Young County being 

made up of predominately White citizens (≈60%) while Black citizens constituted for roughly 

30% (Carl Vinson Institute of Government, 2022a). Young County enrolled 11,008 students with 

roughly 40% of their population being represented by Black students during the 2021-2022 

school year (Georgia Department of Education, 2022a, 2022c). According to the Georgia 

Department of Education (2022b), Black students only represented a mere 10% of Young 

County’s gifted population while White students represented 78% of the gifted population. 

Young County was only one of many districts in Georgia that illustrated this representation 

disparity in gifted programs (Georgia Department of Education, 2022b). This disparity reflects a 

trend across Georgia, but it is quite pronounced in Southeast Georgia in relationship to other 

regions in the state (Georgia Department of Education, 2022b). Young County served as a 

compelling site for this study due to the evident underrepresentation of Black students in gifted 

programs in comparison to their overall school enrollment. Because I grew up and worked in this 

county, I had insider knowledge with the school community and cultural dynamics which is key 

in understanding the experiences of the participants. Given the disproportionately low 
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representation of Black students in gifted programs in the region, my connection to the 

community made it easier to identify and recruit participants who willing to share their 

experiences. Additionally, I was interested to see if the participants shared some of the similar 

experiences I faced growing up as a gifted Black girl matriculating through advanced courses in 

a socioeconomically diverse community. 

According to the Georgia Department of Education (2022b), only 40 high school students 

represented the Black gifted population in Young County; therefore, the sample for Black women 

were limited. The literature noted that there are no rules for sample size in qualitative research 

yet advised that sample sizes remain small due to intensive labor and in-depth collection 

(Creswell & Creswell, 2018; Kim, 2016; Patton, 2015). Creswell and Creswell (2018) estimated 

one or two individuals for a narrative inquiry sample size. Kim (2016) noted an appropriate 

sample size “could range from 6 to 12 participants” when interviewing each participant multiple 

times in a narrative inquiry (p. 161). Patton (2015) noted that “narrative inquiry examines human 

lives...honoring a lived experience as a source of important knowledge and understanding” 

(p.128). Patton (2015) affirmed that in-depth, information-rich cases promote depth and can be 

valuable. My goal was to obtain at least seven to eight participants for this study to allow rich, 

in-depth exploration of the participants’ experiences in gifted programs while also providing 

diverse perspectives. In this case, criteria were extended to young women who had graduated 

from the school system within the past five years as they were not largely detached from the 

experiences of the program. An additional alternative to obtaining the desired sample size was to 

interview participants who were not traditionally labeled gifted but matriculating through 

advanced coursework from elementary through high school. 
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Because gifted programs serve various populations, homogeneous purposeful sampling 

was used to collect the subgroup of participants. Patton (2015) professed that qualitative 

researchers prefer purposeful sampling and defined purposeful sampling as “selecting 

information-rich cases to study [that] will illuminate the inquiry question being investigated” (p. 

264). Because this study explored the experience of one subgroup (Black women who 

participated in gifted program), homogeneous sampling ensured that the sample size is reflective 

of the intended participants for this study. Because I taught gifted and accelerated courses in 

Young County, I created a small list of two to three students who had graduated from the high 

schools in the county who could serve as participants. Because in-depth interviews were 

conducted, I wanted the participants to be old enough to articulate their thoughts and ideas for 

rich data. I solicited a request for recommendations from colleagues of the county’s high schools 

via a recruitment letter (see Appendix A). I also posted a recruitment flyer in an educational 

group to obtain potential participants (see Appendix B). I initiated contact with them through 

social media requests, such as Facebook or LinkedIn, by sharing my recruitment flyer. Once the 

interested participants responded, I obtained telephone and email information to confirm 

interview dates and times. — —

•

•

• matriculated through the county’s gifted and/or advanced courses through middle and 
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One participant tested multiple times for gifted classes in elementary but never received the 

formal label; however, she participated in advanced courses from late elementary through high 

school. Existing literature emphasized that discriminatory testing practices attributed to the 

underrepresentation of minorities in gifted programs (Allen, 2017; De Wet & Gubbins, 2011; 

Pendarvis & Wood, 2009; Wright et al., 2017). I considered it valuable to include this 

participant’s narrative in the story given the historical disparity of gifted minority representation; 

excluding her voice would perpetuate biases of who is represented as gifted. 

table outlines the following: each participants’ age, wheth

To protect the participant’s privacy, each participant selected their own 
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undergraduate degree and currently works in the corporate office of a children’s apparel 



70

experience. Kim (2016) asserted that narrative analysis is the process of finding “narrative 

meaning” which “concerns diverse aspects of experience that involve human actions” (p. 190).

Data Collection Procedures

After the participants were identified, scheduled interviews took place with each 

participant. I initially collected data from all seven participants by conducting one 90-minute 

interview for each participant. The interview included 18 semi-structured interview questions to 

help address the research questions of this study (see Appendix C). These questions were loosely 

structured under three areas of focus: early life experience, gifted life experience, and meaning-

making from gifted experience. The first section (questions 1-5) were semi-structured to center 

on the participants’ early life experiences with family, school, and community that shaped their 

understanding of their identity. Questions 6-12 were guiding inquiries that allowed the 

participants to reflect and narrate their experiences of navigating giftedness in schools through 

their interactions with peers (gifted and non-gifted), teachers, and curriculum. The final set of 

questions were curated to allow the participants room to express how they made meaning of their 

gifted experience and its influence on who they are now navigating society. 

Patton (2015) emphasized how focus groups are beneficial in giving marginalized groups 

a voice in a larger milieu. Guyotte et al. (2021) and Toledo et al. (2023) demonstrated the use of 

focus groups to bring women together to build community and help build narratives of 

experiences. Inspired by this work, I attempted to bring some of the participants together for a 
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focus group as another method to triangulate data that would allow the participants to connect 

and reflect on their experiences for managing giftedness while provided insight on methods of 

systemic support for gifted Black girls. Although three participants agreed to participate in the 

focus group, only two participants were able to participate on the scheduled day and time. I 

continued on the focus group serving as a research partner sharing my own experiences with the 

participants. Using semi-structured interview questions, the two attending participants and I 

engaged in an authentic and candid conversation about our identity as Black women navigating 

giftedness providing an added depth to interpretation of data (see Appendix D).

Individual interviews were carried out using different online meeting platforms based on 

the participant’s preference: Zoom, Google Meet, and Microsoft Teams. The focus group was 

conducted via Microsoft Teams. The interviews were transcribed using Otter AI and manually 

edited for enhanced accuracy. The interview process took place in an estimated eight-week time 

span with two and half weeks designated for each interview. Participants were sent transcripts of 

each interview they participated in as an opportunity to member check for edits, revisions, and 

additions.

Data Analysis 

After each interview, memos were written to “not only capture analytic thinking about 

data but also facilitate such thinking” (Maxwell, 2013, p. 105). I began to facilitate my analytic 

thinking by reading each transcript and “exercising my judgment about what is significant in the 

transcript” (Seidman, 2013, p.120). I made marginal notes on each participant’s transcript about 

my initial reactions, interpretations, and questions to their interviews. Profiles were then crafted 

for each participant based on their interviews. Seidman (2013) encouraged profiles as an 
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effective way of sharing interview data in qualitative research that is “most reliable with the 

process of interviewing” (p. 122). Kim (2016) described the analysis of narratives “organizes 

experiences as ordered and consistent...attending to general themes and characteristics” (p. 196). 

Kim (2016) referenced Connelly and Clandinin’s (1990) suggestion of three analytical 

tools for narrative inquiry: broadening, burrowing, and storying and restorying. After profiles are 

created, common themes and concepts were identified to present the findings through the in vivo 

and pattern coding analysis. Saldaña (2021) suggested In Vivo coding as an appropriate coding 

method for narrative inquiry studies. In Vivo coding allowed me to broaden (find a broader 

context) through codes that refer to “words or short phrases from the actual language found in 

the qualitative data from the participants themselves” (Saldaña, 2021, p. 137). I then burrowed 

(focused on more specific details) to identify patterns. These codes were organized alphabetically 

and reexamined in a second round of coding (pattern coding) from common themes to “group the 

summarizes into smaller numbers of condensed categories” (Saldaña, 2021, p. 322). Using the 

MAXQDA coding software, I uploaded the transcripts and used the manual in vivo and pattern 

codes to identify code frequencies for theme constructions. During this reiterative engagement 

with the data, recurring references to topics, such as family upbringing, self-perception, 

belonging, academic pressure, and representationconstantly resonated. My personal connection 

to this topic along with my observations from the data helped construct the following themes: 

family as the first gifted classroom, self-perceptions of the complexity of being a gifted Black 

girl, academic duality, belonging in the classroom, and visons for change and representation.
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Data Presentation 

Connelly and Clandinin (1990) emphasized that narrative inquiry relies on criteria other 

than validity, reliability, and generalizability. Reporting narratives should display coherence and 

authenticity to the participants’ stories and the context of the stories being told (Connelly & 

Clandinin, 1990; Kim, 2016; Patton, 2015). Patton (2015) added that these criteria should make 

qualitative researchers reflexive about their own perspective allowing them to think critically 

about the research process. Connelly and Clandinin (1990) noted that narrative inquiry “focuses 

on experiences and the qualities of life and education” (p. 3). In order to adhere to the principles 

of narrative inquiry, I presented thick, rich descriptions combined with significant quotations 

from the stories. Patton (2015) advocated that thick descriptions birth thick interpretations that 

connect these stories to bigger public issues and programs.

Patton (2015) outlined several options for organizing and reporting qualitative data that 

are embedded in three approaches: storytelling, case study, and analytical framework. These 

approaches are “not mutually exclusive” and “different parts of the report may use different 

reporting approaches” (Patton, 2015, 2015). Since I analyzed interviews focused on the 

variations in the experiences Black girls who were labeled as gifted, I employed the comparative 

case study approach to organize my data. Patton (2015) proposed to begin by writing a case 

description of each participant and cross analyze for themes and patterns. Once each case 

description was completed, I began to develop what Connelly and Clandinin (1990) referenced 

as “storying” by constructing a narrative analysis for each participant. Kim (2016) described 

narrative analysis as the design of the data into a “cohesive whole” using Elliot Mishler’s 

typology as a guide for models of narrative analysis (p. 197). The narratives of each participant 
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were centered in Category 1: Reference and temporal ordering. The narratives were a “series of 

temporally ordered events...that represent the interpretation of the reader through prioritizing 

sequences of events and their textual representation” (Kim, 2016, p. 200). Using the themes from 

the coding cycles, I employed the following story pattern to construct the narratives: an opening 

that established the participant’s identity through early life and family influences; a recollection 

of feelings and experiences related to navigating giftedness; a concluding voice of each 

participant’s reflective insight from the experience.

My passion for writing continued to shape how I immersed myself with the data. As I 

engaged with the narratives, I felt charged to honor their voices by bringing their narratives 

together as a poetic reflection of common themes and individual sentiments. Bhattacharya (2013) 

and Yi and Mackey (2024) supported the use of poetic thinking to honor participant’s lived 

experiences. Wright (2018) encouraged the use of both field notes and participants’ words as a 

meaningful source to create poetry is useful in data analysis and interpretation. Using the words 

from the participants’ interview, the focus group transcript, and researcher memos, I used the 

shared knowledge of the participants and created found poems. The related participants’ quotes 

created patterns which also served as the foundation for crafting the poems as an artful 

illustration of the emotional and conceptual essence women’s narratives. Table 2 provides a 

visual of how some the participants’ quotes transformed from themes to poetic expression.

Table 2

Transformation of Participants’ Quotes to Poetic Expression

Participants’ Quotes (s) Emerging Patterns Poetic Excerpt

“We were taught to prioritize 
education.” “You have to do 

Family as the First Gifted 
Classroom

Principles before play; I was 
taught to prioritize education
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this workbook before going 
outside.”
 “There’s this ongoing weight 
of pressure to perform.” “I 
enjoyed the in-depth 
learning.”

Academic Duality of 
Giftedness

They didn’t tell us how heavy 
it would be; We wear the 
crown with pride

“Giftedness is shown in 
different ways. Why only use 
a paper-and-pencil test?” 

Gifted Reform What if their tests assessed 
our power in unconventional 

ways?

Table 2 provides an analytic snapshot of the process of how the participants’ language emerged 

into themes and then were embedded into poetry. To create these poems, the participants’ words 

served as the initial codes. Related quotes were grouped together and coded for emerging 

themes, such as family as the first gifted classroom, academic duality of giftedness, and gifted 

reform. The participants’ words were rearranged and condensed into poetic lines to capture the 

essence of the themes. I constructed found poems as a creative synthesis of the participants’ 

narratives to convey a shared understanding of emotions related to the experience of being Black 

girl labeled “gifted”. Under the continued dedication to honor the participants’ voices, 

participants were given the opportunity to review and respond to the poems. Instead verifying if 

the poems use of their exact language, they were asked if the poems captured the essence and 

emotions of their experiences and understandings. Feedback was used to refine the wording and 

tone of the poems. This use of member checking aligns with the principles of narrative inquiry 

and BFT as the poems reflect an interpretive truth co-constructed from the words of the 

participants and researcher (Collins, 2000; Kim, 2016).

Validity 

In Chapter 6, Maxwell (2013) provided a thorough discussion of validity and its 

significance in a qualitative study. Maxwell (2013) argued that qualitative researchers must be 
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aware of the threats that could discredit the trustworthiness of their study. Researcher bias and 

reactivity both served as validity threats in my study. My positionality as a Black woman who 

participated in the gifted program brought in a shared experience of navigating giftedness. I 

remembered feeling validated by receiving the gifted label; I even sought it out. The gifted label 

played a significant role in how I experienced education as a student; it also influences my 

critical awareness of labeling students as an educator. My strong connection to the label 

unconsciously influenced my analysis. Because of my previous negative experiences in gifted 

programs and much of the existing literature on the topic highlighting deficit-thinking regarding 

the experiences of Black girls in gifted programs, I had to ensure that these premature biases did 

not seep into my analysis of the data results. I found myself mistaking their moments of 

awareness as my moments of doubt. I could not assume that all the participants would have 

negative experiences or that the experiences in the gifted program negatively impacted their 

sense of identity. I had to honor their truths while also reconnecting with my own. Analyzing 

their interviews for tone, journaling, and member checking allowed me to notice those 

assumptions.

Creating the narratives and constructing the poems served as a reflective and healing 

process. Cutts (2019) asserted that “writing, particularly writing poetry, is a spiritual practice” 

which is “critical necessity” where one must “access racial/cultural memory and engaging in 

(re)membering” to promote awareness and healing (p. 911-912). Although the poetic 

presentations were not verbatim representations of the participants’ language but my own, they 

revealed the complex and emotional richness of the participants’ experiences. Using works of 

Audre Lorde and Cynthia Dillard, Cutts (2019) maintained that Black women use poetry and 
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narrative writing to not only heal from, revolutionize against, and challenge scientific ways of 

knowing but also “to live” in fields where they “were not meant to survive” (p. 913) Using these 

representations of exploratory writing combined the reflection of my own experience with the 

engagement of the Black women participants’ experience to mutually shape the knowledge that 

celebrates the complexity of their experiences. My personal experience as a Black woman who 

participated in gifted programs uses my positionality as insight. In connection to BFT, Evans-

Winters (2019) argued that “Black feminist truth claims are deemed to be credible within our 

communities, and our ‘truths’ must be validated from within (p. 23). My positionality shaped my 

interpretations of the women’s narratives, and my experiences helped ground my understanding 

of their interviews to create the poems. Our experiences and stories are our realities and serve as 

genuine beds of knowledge, and my goal in constructing these narratives and poems was to 

ensure that they resonated with the community it reflected—the Black women participants. 

In order to protect the validity of the results, I collected rich data from the interviews and 

focus group of the participants. Maxwell (2013) suggested rich data as a useful strategy to 

increase the validity of data interpretation by collecting “detailed data and varied enough to 

provide and full picture of what is going on” (p. 126). Because I taught in Young County, and I 

used participants from this county, the validity threat of reactivity also inflicted the authenticity 

of the study. Though I did not use my own students, my influence as a well-known teacher in the 

county hindered the validity of the results. In order to minimize this validity threat, I allowed 

participants’ the opportunity to member check their interview transcripts, constructed themes, 

and found poems. Comparative triangulation of the participants’ interviews, focus group 

conversation, and memo reflections helped enhance the validity of this study. Additionally, 
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approval to conduct this narrative inquiry was granted by the Valdosta State University 

Institutional Review Board (see Appendix E). This study followed all ethical guidelines for 

protecting the participants’ confidentiality as well as ensuring informed consent throughout the 

research process.

Chapter Summary 

This chapter outlined the methodological approach in conducting this study on the 

experiences of gifted Black girls in Southeast Georgia. This chapter describes the setting and 

participant selection for the study along with the research process. I used the narrative inquiry 

method to honor the voices and capture the nuanced experiences of participants as being gifted, 

Black, and girl. Semi-structured interview questions were created to facilitate interviews with 

each participant as well as a focus group. Using the interview transcripts, focus group 

conversations, and research reflections, narratives and found poems were constructed to illustrate 

the findings. Outlining the methodology of the study provides a foundation to present the 

findings. The following chapter will introduce the narratives while also highlighting the themes 

of the study.
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summer before fourth grade when I discovered “the label”. My grandparents—

—

over at my friend Jordan’s house that summer. During my stay, Jordan 

“I got into the gifted program,” 

“It’s for smart people,”

“You should get in too.”

“How did she know about this program, and I didn’t?”

criteria. My good grades were not enough for “the label”. After inquiring about the program the 
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playful notion of “flirting” with qualitative data to familiarize oneself with the data, ignite new 

emotionally and intellectually responsive to the participants’ voices. After conducting and 

codes to honor the participants’ voices and further develop categories and themes.



82

A Poetic Expression 

tes and pulls in emotions through “connections of all 

” —

—

Mackey (2024) defined found poetry “finding evocative and moving quotes from participants 

”

added that it “helps to at least temporarily, explode the relationship between the researcher and 

”
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You’ve got to work twice as hard.

Narrative Portraits 
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scholars praised the use of storytelling as a means of challenging the dominant culture’s 

Emoni: “The Gift of Solitude” 

consumed. We weren’t allowed to follow up with a lot of the trends growing up. “You’re not 

wearing that. Turn that off. You betta’ watch that ‘lil girl,” she would often advise.
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especially as a black girl, could be... confusing. “You’re being tested for gifted,” they told me. I 

—

You can’t tell an 8

“You are too advanced for that. This is to push you,” my teacher encouraged. I 

Mama pushed us to excel in school. “Education will open doors for you!” she insisted. 

This term “gifted” did not always appear to be much of a present or island of opportunity. 

It wasn’t a path forward, or at least I didn’t see it that way. I was smart, but I wasn’t THAT 

, and I didn’t carry myself like some of 

other Black kids. Maybe that’s why I was chosen; I fit their mold...or so they thought. Honestly, 

I wasn’t like 
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“Gifted” was a trap of silence. I remembered some of my teachers not liking 

that I was gifted...maybe because I was a little, Black girl...I don’t know. My White peers 

groups, felt even more disconnected. “She thinks she’s all that,” they would whisper. I had to 

remark. It didn’t come. “No, don’t say that,” the teacher replied. So casual. She went back to the 

“out”. It was this realization that shaped my decision on life after high school. I couldn’t do that 

—
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excellence. I saw executive board members and class presidents who weren’t just watching, but 

today. Everyone’s experience is not my experience, nor do I want anybody else’s experience. It 

Researcher’s Reflection. ’s story highlighted a resounding memory in 

—

family’s classroom first. Like ’s mother, my family governed with rules that molded my 

’s story illustrate

Lauren: “The Gift of Perseverance”

prepare me for the real world. As a matter of fact, I’m not quite sure 

anything I learned in school was even that useful. I’m a 23
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old working for a better life, and it’s hard. I know that it will be greater later. I know I’m meant 

younger siblings. “Ya’ll not goin’ outside if ya chores ain’t done!” she would demand. Little did 

she know, sometimes I didn’t care much about being outside. We did not exactly live in Beverly 

practices to test our retention. “You have 10 minutes,” my teacher would instruct. 

around the classroom, I would shout, “I’m done!” 

“Okay, Lauren,” she’d smile, “Find something else to do while everyone else finishes 

up.” You would think my teacher would have developed a backup plan considering the 

frequency of these incidents. She hadn’t, so my “something else to do” became talking to

third grade to a little trailer right outside the main school building. “You’re going to be coming 

learn at a faster pace, ” I recalled being 
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It weirded me out. I wanted to be in the class with my friends; I didn’t know any of these 

hite. I didn’t recall any of these faces from my neighborhood. No one 

even asked me how I felt about it. Mama just said, “Oh, you’re going!” I was stuck. The gifted 

sed to this “gifted” thing until ninth grade.

—

—

know everything already. He did not teach us anything. “Watch this video and answer these 

questions,” he would advise. No discussion. No explanation. Nothing. I started slipping. Instead 
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of feeling exceptional, I felt overwhelmed. The gifted class wasn’t exactly a haven. There were 

be replaced with another student because “I wasn’t that smart,” and the teacher honored his 

’t believe 

They always seemed to call on me for those “hard” questions just to see if I 

— You can’t be too loud. —

—seeking relief in the “Easy A” route—

— t’s always been mine. I could escape in a book. I could express myself in my 

writing. It didn’t feel like work.

—

quiet certainty that my journey is just getting started. I don’t w

restaurant. I know I’m meant to do more. I want to go back to school. For me. And for my son.
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Researcher’s Reflection

when brilliance is left unsupported at home and in school. Her family’s shifting structure created 

Lauren’s voice as a young mother still demanded success. “I HAVE to be successful for my son; 

I know I can do it,” she said in her interview. She 

Lauren’s
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Lynn: “The Gift of Discernment”

I was dealt a good hand in life. I’m the oldest of 6 siblings. We grew up in the same 

“Knowledge is power,” Grandma recited. I rarely missed school even when I was sick. “You 

gotta push through,” Grandma urged. 

child in the world made no sense. “Lynn, now you and I both know that Santa isn’t real, but 

Sweetie, everyone else in class may not know that,” she informed me.

“Why not? That doesn’t even make sense,” I rebutted.
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grade teacher called me, “Puff Ball” becaus

endearing. “We have to move you to the back, Puff Ball, so everyone else can see,” she said with 

a warm smile. It wasn’t until I retold that story to a friend that I realized she probably should not 

practices. It was more open. Teachers didn’t just teach by the book. We had projects; we had 
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—

on track with their assignments. I was literally a teacher’s assistant sending reminders to turn in 

I do not recount overt racialized trauma, but I do recall immense pressure. There’s this 

“gifted” label stamped me as a “smart kid;” therefore, I always had to show up as the “smart 

kid.” You couldn’t be the 

what...all the time. “No days off” like Grandma used to 

I’m aware of both my privileges and the quiet pressures I cared. Now as a corporate 

“show up” seems to never go away. The experiences I have had through being a gifted Black girl 

—
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spaces. I’ve always been trying to make sense of where I am and how to do well in it. That’s just 

Researcher’s Reflection. Lynn’s

women. This made me think of my “Mrs. Derwin” and “Mrs. Boulder” who poured into my 

Lynn’s

—

Lynn’s

colleagues understand the importance of being a “Mrs. Derwin” and “Mrs. Boulder”: creating 
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—

Sasha: “The Gift of Advocacy” 

them, but in Young County it was evident who had “it” and who did not.

African, I realized that people didn’t like different here. Identified as gifted in the third grade, I 

that I wasn’t a fan favorite. They weren’t warm or welcoming, and I could not connect with any 

similar for all families. Sasha’s quote reveals that she became more aware of socioeconomic differences and 
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Dr. Hodge, my middle school principal, saw me differently...all of us! “I have your 

records from elementary school,” she said as she raised some folders in her hand. “I haven’t even 

opened them. This is a new start,” she assured as she tossed the folders i

think about it, I’m sure the folders were for theatrics, but her reassurance that this was a fresh 
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—

—I took initiative. “May I go to the bathroom, please?” I asked after he finished his 

speech of discouragement. I grabbed my bookbag and never returned to class. I wasn’t going to 

I’m 22 now and working on my master’s degree in cybersecurity as I apply to law school. 

I earned my bachelor’s degree in three years due to my early start through dual enrollment. My 

—

Researcher’s Reflection —

pleaser, I admired Sasha’s bold, assertive 
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Sasha’s

candidly about her southern community being “unforgiving” and “not liking what was different.” 

expressed feeling “safe” in the gifted classroom because her non

educator support; it sharpens students’ skill and talents. It creates gamechangers.

Courtney: “The Gift of Resolve”

education. “You’re not going to go outside. You going to do this workbook first,” s

smartest kid ever. I didn’t see it as much to brag about because it was always the expectation 
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—

— —

I wasn’t as talkative as my family. I’m sure some of my teachers forgot I was even in 

“ ” I didn’t need it 
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They don’t just let anyone teach smart kids.

mostly White kids who were prone to complain. “Why are you even here?” I silently wondered 

Subtle racial microaggressions colored my experiences. “Look Courtney, our skin is 

almost the same,” the girl beside 

“Can I touch your hair?” was a staple. Regretfully, I would let them touch my hair. I 

Giftedness doesn’t show up in one definitive way. We all think differently; we show

be “gifted”. My fire for success burns steadily; it is grounded in ancestral values and fueled by 

determination. Despite the institutional badge of “gifted,” my brilliance was still undeniable. 

Researcher’s Reflection

when discussing the significance of family support in a child’s educational experience. Family 
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Courtney’s

spaces. Her participation and success in advanced classes showed that “the label” does not reflect 

the label to minimize her confidence, and it fueled her drive. “My goalpost is not their goalpost,” 

— —

Courtney’s

Diana: “The Gift of Composure” 

—Dad held a master’s degree and Mom a doctorate—
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, and guided by the same mantra most girls like me hear: “you’ve 

got to work twice as hard to get half as much.” 

exception of maybe two, I don’t think I started consistently having Black teachers until I got to 

— —

I wasn’t a fluent reader until second grade, so I didn’t think I was very smart; however, I was 

grades, but I wasn’t accepted into the 

—

granted you more access. The “fancy stuff”, like Safety Patrol and assembly speakers, were 

White peer once accessed my AR account to track my progress. “Diana, I don’t think
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cares that much to do something like that,” my teacher dismissively replied when I reported it.

thing. I guess I wasn’t taken seriously because I was Black.

— —

When they can’t beat you, they will insult you. During a mock trial, I outperformed one 

of my White peers. He furiously referred to me as “a black, angry dog.” 

“So you’re upset that you lost? Who really looks like the angry dog” I responded 

confidently. I loved moments like that when I could be “Bug.” “Bug” was my nickname—

—

giftedness alienated me. Some of my Black peers felt I was “too white”. Even with my fellow 

all these instances, I’ve just 

understood the need to keep going. You must turn the bad into the good. I’m a 20
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Black girl prepared me for this bigger world. Strength doesn’t always shout; it moves forward 

Researcher’s Reflection.

Diana’s

Diana’s

when her elementary teacher failed to address her concern about her classmate’s unethical 

anger she felt when her classmate called her “a Black angry dog”; she responded with stark 

Diana’s
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Taylor: “The Gift of Ambition”

—

— —

eren’t

environment. I didn’t want one more thin

Eurocentric curricula. I enjoyed the challenge and working harder for the “A”. There was 
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The lack of diversity was deeply felt, especially because I didn’t have my first Black 

teacher until middle school. My middle school was a little more diverse. Those teachers’ 

wasn’t much representation in the gifted classroom, and I felt overlooked despite how hard I 

us gifted kids to discuss our grades and teachers’ feedback. I received a perfect score on a 

practice AP essay. “How’d you get that?” a White peer reacted with surprise

—

excellent in everything. It was the standard. Even when I didn’t perform my

—

Researcher’s Reflection
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member in various clubs to carrying titles fashioned with crowns and sashes, we were “school 

royalty.” While talking with her and reading her narrative, I empathized with 

to always be great. Being “the best” had become 

“What they think doesn’t matter.”

Focus Group Synthesis
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the same high school in Young County and matriculated through the county’s gifted program

A Meaningful Conversation with Emoni and Diana

“I’m a water person. Water allows me to decompress and calm down if I need to get 

away from everyone.” 

— . “The 

women in our family are very drawn to resilient creatures. My nickname in my family is ‘ ug’,”

“Ladybugs are considered to be resilient creatures. Even if you think you got 

rid of them, they come back quickly,”

“You can’t really catch them; they are hard to keep down,”
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My object, my grandfather’s memory blanket, did not tie into the elusivity of 

, “I was embarrassed at first because I got 

in later than some of my peers. I took the test twice before being identified as gifted.”

“Yeah, me too! There was this intense pressure for me to get into 

those classes. I felt like I was doing something wrong.”

“The teachers used me as an example and wanted me to help other students,”

“Same! It helped build my confidence.”
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“Who wants to do that for four more years if they 

have a choice? I chose my HBCU because I’ve never had that experiences of Black excellence.”

“I initially 

wanted to go to an HBCU to be surrounded by Black excellence. I wasn’t surrounded by a lot of 

Black people in my classes. They didn’t have my major. I was really sad.”

. “I 

was really good for making friends with another minority. They didn’t necessarily have to be 

Black...any person of color...or gay. We were most likely going to be friends,”

“I found myself 

isolating a lot. I sat in the back of the class. I had my head down. I didn’t ask questions. I took 

everything in, but I didn’t make friends ‘cause I didn’t

me,”

“I 
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don’t know anything about the policy. I don’t even know who recommended me. I just remember 

testing.”

“I had no clue students and parents could do that,” “Parents need to 

know they can advocate for their child in this way.”

“Don’t rush them into growing up, and don’t make them take on more adult 

responsibilities just because they are smart,” 

“Just because I’m gifted, you can still check my grades and help with homework. I don’t 

have it all together just because I’m gifted,”

“hot take opinions”

“Just because a child shows doesn’t 

mean they stay at the same linear level of getting smarter. Regression is a thing,”

“Teachers need to check their mindset before teachi

out when teaching them.” 

“I agree with everything Diana said. She took the words out of my mouth,” 
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“I didn’t realize that we are a community,”

Taylor’s Reflection

, “My 

Taylor’s Bookbag of Responsibility and Expectation

“My backpack represents the responsibilities and expectations I have to carry. My struggles, 

ambitions, and talents contribute to the heaviness of my backpack.” 

“academic duality of giftedness” mostly aligned to her sentiments of navigating giftedness. The 
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“I overcome it with excitement because it 

overcoming these burdens of high expectation,”

Researcher’s Reflection

Emoni’s
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— —

Themes

participant’s story: family as the first gifted classroom, perceptions of the gifted Black girl, 
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Themes Categories Example In Vivo Codes

Family as the First Gifted 
Classroom

Family Morals and Support “Knowledge is power,” “We 
were taught to prioritize 
education.” 

Growing up in Southeast 
Georgia

“Mostly White teachers,” 
“We didn’t read about a lot of 
Black historians”

Self-perception of the 
Complexity of Being a Gifted 
Black Girl

Self-Perception “I knew I was supposed to be 
here,” “I didn’t think I was 
that smart”

Others’ Perception “overachiever,” 
“whitewashed”

Academic Duality of 
Giftedness 

Academic Pressure “Self-imposed Pressure,” “I 
got burned out”

Better Access “We got the better pickings of 
the teachers,” “I enjoyed the 
challenge”

Belonging in the Gifted 
Classroom

Racial Isolation “I was really disconnected,” 
“It was discouraging”

Tokenism “You are kinda the token 
Black girl,” “They asked to 
touch my hair.”

Teacher Relationship “You notice how the blonde 
girls are treated,” “Black 
teachers were inclusive”

Visions for change and 
representation

Teacher representation and 
empathy

“Culturally relevant training,” 
“check your mindset”

Identification Practices “Paper and pencil test,” 
“standardized testing is 
biased to the majority”

Parent Involvement “Don’t assume because I’m 
gifted I don’t struggle,” 
“Check in”
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Family as the First Gifted Classroom

“We were always taught to prioritize education”

nurture their children’s abilities. Their homes were structured spaces for early learning and 

“We were always taught to 

” Emoni’s

“Knowledge is power. My grandma drilled that into me early. She made me help her with her 

schoolwork.”

—
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“Home was strict growing up. We had to have all our ducks in a row. My mom had us on a 

schedule. If that schoolwork wasn’t right, there was no playtime.” Lauren’s

began to struggle. Narratives, like Lauren’s, expo

potentially affect children’s motivation.

—

—

by revealing how participants’ early exper
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Self-perceptions of the Complexity of Being a Gifted Black Girl

“There’s no play in navigating how to be a gifted Black girl.” —

between authenticity and acceptability. “Overachiever”, “whitewashed”, “you ask too many 

questions” were just a few adages that made these young women recogn

“There’s no play

people who looked like you. I didn’t want to play into the stereotype.”

Diana’s 

Diana’s use of “play into the stereotype” signifies a 

being arrogant, aggressive, or “acting hite.” “I was scar

didn’t want them to catch me being stereotypical. It made me feed into the whitewashed 

accusations.” “Whitewashed accusations” refers to assumptions that she was 
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“ hiteness” to fit into behavioral norms. She fe

expression in fear of “being caught” deviating from behavior that was not viewed as acceptable. 

intelligence and right to be in gifted spaces. She did not allow other’s perceptions to police her. 

“I know I was supposed to be here.” Sasha’s 

, for example, described being seen as “an overachiever”. Although it appear

“I feel like people had this 

perception of me as an overachiever...I wanted to do everything in excellence.”

“I think the way I carried myself had 

”

noting that her presence in the classroom as engaged and articulate along with her family’s 

added, “

behaved and sometimes that gets misunderstood as gifted.”

“acceptable” behaviors to allow them access. Their 
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intellectual awareness shaped participants’ identities. “I’m a very logical person 

and questioned everything.” 

“I had all of these ideas in my head.” 

— —

of visibility. While facing microaggressions and exclusion, the participants’ self

Academic Duality of Giftedness

“There was this unspoken pressure to perform higher.” —

“I enjoyed the in depth learning.”—
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—

“I enjoyed the in

weren’t just memorizing stuff. We were thinking, discussing, making connections.” Sasha’s

“The teachers were more willing to let us work in partners or groups 

because they felt like the work was more evenly distributed because we were all smart.” 

her teachers’ assumptions of her and her peers’ ability allowing more flexibility 

“We definitely got the better pickings when it came to lessons. I liked 

picking my own books to read and not what they wanted me to read sometimes.”

Courtney’s reveal a contrast about general education and gifted classes—
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“I think we got better access to our teachers. They were more involved with 

more willing to answer questions or explain things differently.”

“As a gifted kid, sometimes I felt 

burnt out. I was doing more work and taking harder class. I HAD to do well because you’re 

smart...and the only Black girl.” Lynn’s

“There was this 

unspoken pressure to perform higher. It’s like, if you’re the gifted Black girl, you can’t just be 

average one day.” 

— —
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Belonging in the Classroom

“You’re kinda like the token Black girl.” —

—

—

“It was pretty lonely. I didn’t feel 

like I had anybody.”

“I wasn’t always with people who looked like me, and that was often time discouraging.” 

Taylor’s
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described it apologetically, “

skin tones after their weekend tanning. It’s crazy to think about

mistakes.” 

“I think I was simply blessed. I can’t recall a 

time of feeling isolated or differently from my peers. Perhaps, me being so young, I didn’t notice 

those things.” Lynn’s

“I was simply blessed ”

Lynn’s

—
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Visions of Change and Representation

“We have to bring more awareness to underrepresentation and advocate.” —

“Why use a paper 

and pencil test when there are several ways to show giftedness?”

test, especially one often disconnected from students’ cultural or verbal situations. 

“Standardized testing is sometime built to benefit the 

a Black student.” 
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—

“Parents sometimes leave it up to 

their gifted child… they think they don’t need help.”

Emoni’s

“Teachers need more cultural awareness training.”

“Don’t always ask 

Jamal to carry the desk because he’s strong and Black. Check your mindset because those 

prejudices will come out.” 
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—

“We have to bring more awareness to underrepresentation and advocate.”

In using “we”, 

“The lack of representation is why a lot of White students 

school. Having more representation helps change that narrative.” Taylor’s

Recognizing the issue and mobilizing procedures to increase Black students’ presence in 

, “The Curse of the Crown ”
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They didn’t tell us how heavy it could be.

—

visions for change. Each participant’s 
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A prideful smile colored my face the day I received my letter: Your child has been 

accepted into the gifted program. It was something about that label that meant so much to me as 

a young Black girl growing up in South Georgia. Slavery and its birth-child, Jim Crow, were not 

very fond of my ancestors, so being allowed access in this space made me feel validated. I knew 

I was smart, but I did not feel smart enough until I had that label. Entering the gifted classroom 

meant that I was just as good as them...or so I thought. I was challenged to stretch my mind and 

offered opportunities to see different places outside of my small hometown. For these vessels of 

access, I was grateful. I wished, however, that acceptance letter had come with a warning label 

like the infomercials on television. I wish I had known there would only be a morsel of melanin 

in the classroom. I wish I had known I had to enunciate every syllable at school only to have to 

cut them off around my cousins...to blend in. Walking the tightrope of acceptance became second 

nature. Like Courtney, I had become comfortable with being uncomfortable. I wish I had known 

that learning to thrive in one world while not backstabbing the other was a part of the label. 

As a former gifted student, I saw parts of my own story buried in each participant’s 

experience. Like them, I, too, carried my family’s rearing of expectations and morals into the 

classroom, and my giftedness extended beyond my academic ability. While I shared Sasha’s 

pride in being gifted, I also suffered from moments of Emoni’s solitude and Diana’s composure 
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when interacting with my peers, both gifted and non-gifted. It took Courtney’s resolve to feel 

secure when I felt “too Black” in the gifted classroom and “too White” around my Black peers. 

Taylor’s ambition kept me hungry for success while using Lauren’s perseverance and Lynn’s 

discernment to navigate the difficulty of an environment that was not always welcoming to me. 

My experience, like theirs, was layered with trials and triumph, and I had not fully recognized 

this until I began to carry out my research. This study afforded me the opportunity to see the 

different layers of the Black girl journey. Although each portrait shared similarities, each 

participant’s story added to the complexity of navigating advanced academic spaces as a 

minority.

The purpose of this study was to provide a more inclusive understanding of the Black 

student experience in gifted programs by exploring the lived experiences of gifted or high-

achieving Black women who had participated in these academic classrooms. A purposive sample 

of seven Black women from Southeast Georgia participated in this study. Through the use of 

narrative inquiry, I re-created stories the participants shared about their experiences of navigating 

giftedness as students in a small county in Southeast Georgia. The conversations with the 

participants were guided by the following research questions:

RQ 1: How do Black women describe their experiences as students who participated in 

K-12 gifted/honors classrooms?

RQ 2: How do Black women understand the ways their experience as students in K-12 

gifted/honors classrooms affected their sense of identity and connection with peers and 

teachers?
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RQ 3: What strategies do Black women who participated in K-12 gifted/honors 

classrooms identify for increasing the support of Black girls in these classrooms? 

The narratives composed from this study illustrated the complex realities of Black girls 

navigating giftedness in Southeast Georgia. These stories did not just reflect the opportunity of 

access, but it also painted an intricate picture of experiences colored in family, race, gender, and 

emotional layers. This chapter is a detailed interpretation of the findings from the narratives of 

seven gifted Black girls raised in Southeast Georgia. By honoring the voices of the marginalized 

through the art of counter-storytelling, “a form of storytelling used to challenge dominant 

narratives and ideologies,” these participants expressed how they navigated gifted girlhood in the 

South (Jones, 2023, p.1829). Their narratives reflected their abilities in having “The Gift” but 

also the complexities of “The Curse of the Crown.” Each theme is interpreted through the 

incorporation of participant quotes aligned with existing literature and the theoretical 

frameworks of Critical Race Theory (CRT) and Black Feminist Thought (BFT). Joined with a 

reflective recognition of study limitations, the chapter concludes with recommendations for 

practice, policy, and future studies.

Interpretations of Findings

The unsung voices of these gifted Black scholars created narratives that revealed the 

complex experiences of high-achieving Black girls in Southeast Georgia. The portraits 

showcased several common themes that characterized their lived experiences. These patterns 

illustrated the depth of their experiences through the lens of family, self-perception, duality, and 

acceptance. Their voices roared visions of change to ensure equity and support for gifted Black 
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girls in advanced academic settings. The following sections provide an interpretation of the 

major themes that emerged in this study.

Family as the First Gifted Classroom

The theme Family as the First Gifted Classroom shows how family expectations shaped 

achievement and identity of gifted Black girls. This theme reflects the pivotal role that the 

participants’ families played in introducing the importance of education and cultivating their 

discipline for learning. Each participant consistently reiterated that education was a valued staple 

in the home. Before formal education, the participants’ first experiences of learning, drive, and 

ability were rooted in the teachings of their families. Families introduced skills of reading, 

writing, and studying before the participants entered the classroom. 

Participants’ portraits illustrated how family members, specifically the women, 

functioned as first teachers, using everyday moments to encourage advanced thinking and 

creativity. These everyday practices challenge the stereotype that Black families are not invested 

in education. As Lynn explained, “I was introduced to advanced learning early,” crediting how 

helping her grandmother with advanced schoolwork exposed her to elevated vocabulary and 

sharpened her critical thinking skills at a young age. The stories also highlight how Black women 

are the cornerstones of structure and discipline: two staples in yielding success. Lauren noted, 

“my mom did not play,” communicating that structure, discipline, and success were expectations 

in her household. Additionally, the participants also credited their families for instilling 

dispositions of structure and self-confidence into their identity. 

These narratives echo research discussed in Chapter 2 showing that parental involvement, 

particularly from mothers, and high expectations contribute significantly to academic success 
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(Anderson, 2020; Hurt, 2018; Lamb & Hertzog, 2025). Yosso (2005) described the different 

ways communities of color create capital that challenge the “dominant knowledge” of “White, 

middle class norms valued in schools” (p. 76). Through the lens of CRT, the families of these 

participants combat the central narratives centered around gifted Black girls by gifting them with 

“navigational capital” with the “ability to maneuver through institutions not created with 

Communities of Color in mind” (Yosso, 2005, p.80). The seeds of values and expectations sown 

into the participants grounded them with resilience to navigate the challenges of advanced 

academic settings. While Pendarvis and Wood (2009) and Card and Giuliano (2016) advocated 

for alternative school-based methods to identify gifted minority students such as universal 

screening and early referral intervention, these narratives reveal giftedness manifests in homes. 

Additionally, these narratives also align to the framework of BFT as Collins (2000) noted 

that the Black women’s role in family challenge the Eurocentric view of family. Even with a 

father figure in the home, these stories show the illuminating presence of the Black mother in 

instilling discipline, structure, and expectation. Lauren firmly described her mother’s demand for 

discipline and success as having to “have all our ducks in a row”. The mothers proved to be an 

integral factor in establishing and emphasizing values for the participants. Through the lens of 

BFT, the family’s—predominantly the Black mother—role in implanting values of identity, 

confidence, and resilience “confront race, gender, and class oppression” (Collins, 1990, p. 221). 

The portraits revealed that families were not only cultivating cognitive ability but also preparing 

participants to navigate spaces where their giftedness might be questioned or overlooked.

In interpreting Family as the First Gifted Classroom, family is named as the earliest and 

most influential teachers for Black girls maneuvering through giftedness. Families were not just 



136

responsible for shaping their academic abilities, but they also equipped these scholars with tools 

to be resilient learners in a socially restrictive environment. The families required a commitment 

to success by teaching their children skills to be disciplined, secure, and curious scholars. By 

centering these stories, the study not only documents the influential role of families but also 

asserts their pertinent place in the narrative of gifted education of minority students. 

Self-perceptions of the Complexity of Being a Gifted Black Girl

Self-Perceptions of the Complexity of Being a Gifted Black Girl captures the multifaceted 

ways the participants saw themselves as gifted learners. The participants’ portraits revealed 

contrasting views of their perceptions in their abilities in comparison to their peers. While some 

participants expressed innate confidence in their abilities as gifted learners, others were more 

critical of the label and its meaning. These perceptions influenced their sense of belonging. Their 

portraits emphasize how different structures—family, community, and school can mold the 

perceptions that gifted Black girls internalize. 

Participants like Sasha and Taylor shared an awareness of their capability; they were 

confident in their competence. Sasha, for example, affirmed her place in the advanced 

classrooms as she stated, “I know I’m supposed to be here.” Taylor recognized how she, along 

with others, perceived herself as an “overachiever” who pursued challenges because regular 

courses did not provide the rigor she desired. She did not want the “easy A.” Gifted Black 

women, like Sasha and Taylor support Evans-Winter (2014) notions that Black girls tend to carry 

positive self-perceptions; however, some participants held different sentiments. 

Emoni and Diana were more resistant in embracing the gifted label. They recognized that 

the gifted classroom was not just about intellect; socioeconomic status and behavior was also a 
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defining trait of students in gifted classrooms. Emoni admitted, “I knew I was smart, but I wasn’t 

THAT smart,” when comparing her ability to her peers who she perceived to be more creative 

and craftier. She also pointed out that she and the other gifted Black students lived in similar 

[middle-class] neighborhoods while also accrediting “the way I carried myself” as two 

determining factors of her giftedness. Diana believed her behavior—not her ability—was 

misinterpreted as giftedness as she described herself as “well-behaved” in comparison to her 

other peers and mentioned “behavior sometimes gets misinterpreted as giftedness”. Diana’s 

speculation about how her place in advanced classes were attributed to her being “well-spoken” 

and “not running around all over the place” reflected Luria et al.’s (2016) assertion that 

disruptive students are not typically identified as they do not “match teachers’ conception of how 

gifted students should behave” (p.48). Emoni and Diana’s comments lean into the critically 

conscious conversation of how students are identified as gifted. Both women recognized that 

there were other Black students who should have been in their gifted or advanced classes but 

may not have been identified because of where they lived or how they conducted themselves at 

school. As noted in Chapter 2, teacher perception largely dictates the minority presence in gifted 

programs as their beliefs tend to “ignore the shy, disruptive, and economically disadvantaged 

(Hurt, 2018, p. 122). The lack of Black representation in these academic spaces heighted their 

awareness that this label privileged certain behaviors and socioeconomic status. 

Ladson-Billings (1998) and Collins and Horne (2022) explained that CRT is an ideology 

that emphasizes how racism in embedded in U.S. systems and policies. Ladson-Billings (1998) 

further posited that these racist structures have seeped into the U.S. educational system and shape 

the Black student experience, often times creating outcomes where Black students are 
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marginalized and underestimated. Emoni and Diana’s stories illustrated how underrepresentation 

in gifted education created critical awareness about academic ability by highlighting their 

proximity to Whiteness through their socioeconomic status and behaviors. Being “one of the 

few” caused them to question how students were selected into these programs allowing them to 

recognize how the intersections of race, class, and behavior determine access. Their words 

reflected a new conversation that challenges the traditional conversation of gifted and advanced 

courses as a vehicle of quality education and opportunity: gifted and advanced programs also 

functioned as a pathway to separate students not on intellectual merit but on resources and 

privilege (Gentry, 2022). Stories that challenge dominant narratives are a significant framing of 

CRT and BFT (Collins, 2000; Ladson-Billings, 1998). Sasha and Taylor’s portrait defy dominate 

narratives of deficit-thinking about the minority children in education by showing what Evans-

Winter (2014) considered “high levels of resilience.” Their confidence in their ability show 

agency in a system historically rooted in inequality. Through the framework of CRT, these 

narratives revealed that the self-perceptions of navigating giftedness are not static; they are based 

on conditions of their environment.

Interpreting this theme also aligns to a foundational principle in the theoretical 

framework of BFT as Black women “express their standpoint....by valuing their self-definition 

and perspective” (Collins, 2000, p. 388). The way in which Black women view themselves as 

students are shaped by their educational experience and is situated within the study’s theoretical 

framework. Their knowledge creates the necessity for educators to acknowledge the biases that 

influence gifted education. The participants’ experiences remind us that perceptions are not 

neutral. Their lived experiences create polarizing feelings that affect how they internalize their 
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ability in academic settings and recognize the world around them. These emotions are an 

intersection of affirmation and awareness traveling the complexity of Black gifted girlhood.

Academic Duality of Giftedness

Academic Duality captures the psychological paradox that the participants shared 

regarding enjoying the challenge of advanced curriculum while carrying the barbells of 

emulating perfection. The participants expressed immense appreciation for the rigorous and 

engaging opportunities that the gifted/advanced courses provided to improve their critical 

thinking and enhance their problem-solving skills. Simultaneously, their voices consistently 

echoed the burden of pressure to maintain excellence. This persistent push for perfection derived 

from expectations of participants’ family, teachers, peers, and themselves. This contradictory 

bind illustrates two warring realities of celebrating academic achievement while cautiously 

avoiding any mistakes that would potentially stain their gifted image.

Ladson-Billings and Tate (1995) built on W.E.B. Du Bois’s ideology of double 

consciousness that African Americans feel when mediating between two identities through the 

lens of education. Their overlapping identities—gifted, Black, and girl—imposes complex 

experiences of intersecting layers of oppression. Academic Duality illustrates this same concept 

of “twoness” as the participants are empowered by academic rigor as gifted students but 

burdened by the pressures to perform flawlessly as Black girls in a predominately white space. 

Sasha’s portrait was a valued affirmation of challenge as she enjoyed the opportunity to learn 

complex content. She was intrinsically motivated to learn rigorous material. Taylor’s narrative 

revealed that regular-paced academic courses were “no challenge,” and she had an insatiable 

desire for “working hard to get the A.” The participants enjoyed the quality of academic 
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instruction in advanced courses. Courtney believed she had “better pickings” when it came to 

teachers, and Diana observed that teachers in gifted courses encouraged more collaborative, 

innovative learning models. According to Diana’s interview, “They thought we could handle it 

better because we were smart.” 

Intelligent engagement, however, was also met with weighted expectations to perform. 

The participants described feeling the expectation to overperform in order to defy stereotypes of 

Black women. Raymundo (2021) asserted that due to inherent racist and historical context of 

developing honors and advanced classes, Black students struggle with perfectionism as it is 

influenced by the lack of minority representation in those environments. The lack of 

representation of Black students in gifted education reflects negative views and constant 

questioning of ability that “feed into perfectionism...and promote racism and anti-Blackness” 

(Raymundo, 2021, p.114). Lauren shared, “I feel like they expected more of us. You can’t be too 

loud.” Diana’s portrait uncovered how she refrained from “having fun” in her gifted classes in 

an effort to meet behavioral expectations. Lauren and Diana’s comments uncovered that they 

recognized the negative stereotypes held about their race, so they governed their behaviors to 

negate those views. The intense pressure to perform well was also internalized. Being one of the 

few minorities in the advanced classrooms left them feeling obligated to represent their 

collective. Explaining her call of duty, Lynn insisted, “You HAD to do well because you’re smart, 

AND the only Black girl.” She explicitly saw herself as a collective representation of three 

identities—gifted, Black, and girl. Taylor added, “When you’re the gifted Black girl, you can’t 

just be average one day.” Diana, Lynn and Taylor held a shared belief that it was necessary to 

model perfection at all times as they often felt scrutinized.
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These portraits personify Ladson-Billings and Tate’s (1995) insight of double 

consciousness in education not only shows the emotional burden, but also the structural damage 

of marginalization in education. CRT emphasizes that racism is not individualistic but systemic 

(Brown & Jackson, 2013; DeCuir & Dixson, 2004; Ladson-Billings & Tate, 1995) The 

participants expressed a compounding need to outperform their peers, to muzzle authentic 

behavior, to represent their community. These weighted expectations resulted in academic 

burnout and disconnection from peers along with failures or stumbles feeling like collective 

shame. Their pressures reflect how the system of gifted education does not affirm minority 

students—specifically Black girls. Their voices challenge the idea that gifted and advanced 

programs are exclusively beneficial for students especially in terms of emotional well-being. 

Through the perspective of BFT, Davis (2018) acknowledged how “the intersections of race and 

gender play a role in their worldview” for Black women (p.51). Their portraits give a voice to the 

Black woman experience as they expose the intersectionality of navigating giftedness as they 

juggle multiple layers.

With little research provided on gifted Black students, understanding the academic 

duality of gifted Black girls highlights the complexity of their experiences. Academic Duality 

illustrates the tension between gifted recognition and ongoing pressure. Participants’ narratives 

showed how Black girls in Southeast Georgia meander through the multiple layers of their 

identity in academics while challenging the dominant narrative of gifted education as purely 

advantageous, showing instead that for Black girls in Southeast Georgia, the experience involved 

constant negotiation across intersecting identities. 
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Belonging in the Classroom

Belonging in the Classroom means creating equitable spaces in the gifted classroom that 

allow marginalized students to feel valued and sage. This theme speaks to the participants’ social 

and emotional connection—or lack thereof—within the advanced classrooms. Many of the 

participants revealed that access to academically challenging classrooms meant negotiating 

social and emotional comfort. Interactions with teachers and peers paired with the racially 

gendered demographics of these classrooms affected the participants’ perception of acceptance. 

The girls valued the academic challenge of rigorous courses; however, they frequently described 

moments of isolation, tokenism, or exclusion that compromised their sense of belonging.

The literature on the gifted Black student experience highlighted how underrepresentation 

affects the students’ sense of belonging. Anderson and Martin (2018) and Sewell and Goings 

(2019) noted that disproportionate numbers of representation will most likely create an isolating 

experience for gifted Black girls. Emoni struggled with feelings of isolation as she expressed 

feeling “lonely” and lacking support. The absence of community left her desiring to connect 

with her peers. Similarly, Taylor described feeling “sometimes discouraged” by not being in 

classes with peers who looked like her. Lauren felt unsupported and chose to unenroll from many 

of her advanced courses in high school as she expressed that many of her advanced teachers left 

her to “figure it out on her own.” These emotional reflections of exclusion revealed the 

damaging effect of disproportionate representation. 

Participants also shared methods of creating their own sense of belonging. For Black girls 

in gifted education, making connections are pivotal to their success. Courtney negated Ford et 

al.’s (2013) claim that microaggressions erode the sense of belonging when she mentioned how 
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the conditional bonds of tokenism created in her experience by allowing subtle gendered and 

racial microaggressions of hair-touching and skin-comparing made her feel connected with her 

White peers. Diana’s eagerness to seek out her own community in the school by building 

relationships in the classroom and through extra-curricular activities with other minorities or 

students who felt othered by their differences aligned with Sewell and Goings’ (2019) view that 

gifted minority students relied on relationships with peers enduring the same experience to help 

enhance their sense of belonging. 

The findings also challenge the narrative on the culminating effect of disproportionate 

representation in gifted education on minority students. Lynn and Sasha shared stories that 

disrupt Anderson and Martin’s (2018) claim that underrepresentation ultimately produced 

negative experiences for minority students. Their teachers were intentional in cultivating 

opportunities that affirmed various identities which fostered feelings of acceptance, so they did 

not feel ostracized in the classroom. Sasha felt more understood in her gifted classrooms with her 

gifted peers instead of with her non-gifted peers. Their portraits uncovered the truth that 

belonging was possible when deliberate efforts of inclusivity were implemented. Teachers who 

built relationships through cultural competence and celebrated diverse identities created positive 

experiences for gifted minority students (Chadwell et al. 2009; Grantham, 2004; Harmon, 2002).

The theoretical framework of CRT helps build the context of belonging. Under the lens of 

CRT, Emoni, Taylor, and Lauren’s feelings of isolation, discouragement, and disregard align to 

Ladson-Billings and Tate (1995) argument of the institution of gifted programs as the modern 

“absolute right to exclude” to preserve “whiteness as property” (p. 58). The access to gifted 

programs have mostly been reserved by White students as “gifted programs and advanced 
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placement courses are the myriad ways that schools are re-segregated” (DeCuir & Dixson, 2004, 

p. 28). Disproportionate representation in gifted and advanced programs result in the 

advancement of norms, values, and beliefs of the majority and may influence minority students 

to accept these behaviors. Participants like Courtney internalized the position of a guest by 

accepting these microaggressions as a means of connecting with the majority. The participants’ 

portraits contrasting emotions to feeling accepted reflects their response to the systematic 

struggle of disproportionate representation in gifted and advanced courses. Brown and Jackson 

(2013) confirmed that the CRT perspective analyzes systematic struggles. The participants’ 

compromise of acceptance and, for some, identity exposes the toil of being underrepresented in 

advanced academic spaces. 

Through these narratives, Belonging in the Classroom exposes the emotional weight 

Black girls carry when navigating giftedness. Access does not automatically yield inclusivity. 

Some participants felt isolated while others sought to be accepted through building relationships. 

Some of these relationships were conditional while others were built through common otherness. 

This finding challenges dominant narratives of gifted education being a fundamental benefit to 

minority students as it is a reminder that automatic acceptance is not an inherent feature of these 

programs.

Visions of Change and Representation

Visions for Change and Representation captures the progressive suggestions of the 

participants for a reimaged version of gifted education. Collectively, the girls were appreciative 

of the access to opportunities afforded through advanced academic spaces, but they were also 

aware of the flawed features that are packaged with being in these academically challenging 
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environments. Voices of the participants supported a need for reform to identification and 

teaching practices along with emotional and culturally responsive practices to support Black 

gifted girls. Their narratives recognized a need for change to yield an inclusive and affirming 

space that values Black girls’ ability and identity. 

The lack of representation in advanced academic spaces was not only reflected in 

minority student population but also in curriculum. Both Courtney and Taylor commented on the 

lack of diversity in curriculum when being educated as a gifted Black girl in Southeast Georgia. 

Courtney’s candid disdain for “reading about White people and their dogs” represented a desire 

to see more examples of instruction that celebrated the contributions and realities of Black 

figures supporting Ford et al.’s (2019) work of incorporating multicultural literature and 

instruction through bibliotherapy where Black girls “see themselves” (p. 55). Similarly, Taylor 

recognized the lack of “new information that catered to Black students” when learning. Sasha 

emphatically elaborated on how comforting it felt that “the White students weren’t treated 

because they were White...we had no cliques” while being in a school with diverse faculty and 

staff who intentionally created learning experiences that celebrated all backgrounds and treated 

all students equally. Sasha’s remark aligned with various scholars that gifted students of color 

saw more effective teaching practices, such as collaborative learning and incorporating diverse 

cultural knowledge, with teachers of color (Anderson, 2020; Chadwell et al., 2009; Grantham, 

2004; Harmon, 2002; Morgan, 2019). These stories emphasized the importance of representation 

in valuing identity and diversity and how it affected the participants’ sense of belonging. When 

representation was missing, the girls felt overlooked; however, its presence bolstered equity and 

inclusion.
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The participants also noted a need for better methods for identification when identifying 

gifted students. Diana and Courtney questioned the validity of standardized paper-and-pencil 

tests in properly identifying giftedness for students of color. As highlighted in Chapter 2, the use 

of nonverbal assessments in Pendarvis and Wood’s study (2009) and universal screening in Card 

and Giuliano’s (2016) research worked to mitigate underrepresentation in advanced classrooms 

by reducing cultural and language biases and providing opportunities for all students to display 

their abilities. Since teachers are vehicles to accessing and shaping quality education, the 

participants communicated a strong need for teachers to refine their interactions with students. 

Allen (2017) and Grissom and Redding (2016) focused on culturally- responsive practices when 

identifying gifted minority students; however, the participants revealed a need for these practices 

to continue to cultivate quality experiences for minority students after gaining access. Ford 

(2010) advocated for the use of cultural knowledge, learning styles, and prior experiences to not 

only identify students’ abilities but to also create learning experiences that affirm their identities. 

Diana’s recollection of her teacher’s “obsession” about her father’s occupation and role in her 

life pushed her to suggest that “teachers need more cultural awareness training.” She 

recognized that her teacher’s relentless attention to her father’s occupation—not her academic 

ability—illustrated how teacher biases and assumptions can disrupt instructional practice and 

student rapport. Culturally responsive pre-service and professional training can enable teachers 

to acknowledge their biases to better identify and support high-achieving minority students 

(Allen, 2017; Grantham, 2003; Grissom & Redding, 2016: Wright et al., 2017). 

Critical Race Theory (CRT) and Black Feminist Thought (BFT) both offer a framework 

for understanding these participants’ visions as counter-stories that confront the dominant 
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narrative. These participants’ suggestions of how gifted education should be presented reframe 

the discourse of gifted education by emphasizing their experiences as gifted Black girls who 

have felt unseen. Visions for Change and Representation emphasize the necessity for 

representation and change. Their portraits challenge educators and policymakers to develop an 

inclusive definition of giftedness and move toward practices that honor diverse cultural 

knowledge and increase representation. While this theme does offer a critique of current 

practices, it also serves as a pathway towards transforming the education system by celebrating 

all the students it serves.

Limitations

Narrative inquiry honors the lived experiences of participants through in-depth data 

collection and analysis. This rich collection of information allots for the opportunity to better 

understand experiences of participants; however, there are limitations that should be 

acknowledged within this methodology. Narrative inquiry promotes the idea of a small sample 

size. This study’s compliance to this notion with a small, purposive sample of seven participants 

limits the generalization of these findings. While the objective is thorough exploration, the 

readers must be aware that these portraits reflect a small group of young women within a limited 

scope and are not representative of every gifted Black girl in other parts of the country. Within 

the bounds of generalization, it is also important to recognize the small number of participants 

who contributed to the focus group. Brady (2022) and Clemons (2019) praised the act of sharing 

one’s story and connecting with other Black women with parallel experiences to understanding 

challenges. While my intent to align with this belief was commendable, having only two of the 

scholars participate limited the diversity of voices within the group of participants as their 
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experiences may seem to overshadow that of the others. I do, however, argue that the “failed” 

focus group was actually one to be celebrated as it built community. The focus group was 

transactional; the conversations were not solely rooted in data collection. The dialogue was an 

insightful exchange of experience through sharing emotions, ideas, and support.

Additionally, all of the participants were identified and educated in the same county with 

the exception of Lynn moving after middle school. The environment, resources, and experiences 

may differ from the experiences of participants in other regions of Georgia or the United States. 

School practices and community-culture specific to this area could influence the shared 

experiences of the participants that are not reflective of other gifted Black girls in other areas.

Another confining element to this narrative inquiry study is recall. The participants of this 

study have graduated from high school with some being almost five years removed from the 

public education system. Memory is subjective; memories are susceptible to evolving or 

dissolving with time. Memories have the power to embellish or distort the reality of actual 

events. The narratives of these participants, however, were constructed by reflections of past 

events and how the participants perceived these experiences and made meaning of them. Their 

perception is significant in understanding their perspective and valuing their voices; it is their 

truth. 

In referencing perception, it is important to recognize my relational role as a researcher. 

My interactive approach to data collection and interpretation through interviews, focus group, 

and poetry may present concerns of subjectivity questioning the study’s validity. Maxwell (2013) 

noted how this concept closely aligned to quantitative research as conventional ways of knowing 

in academia have relied on measurable data. These narratives were constructed through 
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conversations between me and the participants. The findings of this study are a reflection of the 

co-constructed knowledge shaped by my relationships with these young women—authentic, 

transparent, and compassionate. The intentional exchange of respect and trust added a depth to 

the execution of the experience and triangulation of the findings that could not have been 

replicated through objective measures. Perry and Gunn (2025) asserted that nonconventional 

methods of conducting and communicating are important in “inclusively honoring diverse and 

intersectional ways of being knowing”. I am a Black woman educator who grew up as a gifted 

student in the South matriculating through my hometown’s education system. It is essential to 

acknowledge that my positionality may have influenced the ways I interpreted and internalized 

participant narratives, despite my efforts to maintain reflexivity and objectivity through memoing 

and member checking. Aside from these limiting factors, the narratives provide meaningful 

insights into the complex realities of Black women while adding to the pertinent discourse of 

equity in education.

Implications and Recommendations 

What If?

What if our intelligence was never questioned

but celebrated from the start

and classrooms were collages of genius

colored with all shades—light and dark?

What if their tests assessed our power

in unconventional ways

like how our confidence isn’t a threat
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and still worthy of praise?

What if they begged to hear all of our stories

carefully listening to understand

while choosing to see us fully in 

with no desire to reprimand?

What if we felt like we could stumble

and not suffer the stain of scrutiny?

What if the hands used to label us

built opportune bridges of community?

What if equity was a promise

that the world vowed to keep?

Then maybe I—the gifted Black girl—

wouldn’t be a rose fighting to blossom through concrete.

The poem “What if?” was constructed from the data of this study to reflect a desire for a 

world that recognizes, understands, and support gifted Black girls. It condemns the restrictive 

practices of standardized tests, biased perceptions, and inequitable classrooms. The final stanzas 

imagine a world where giftedness is also marked by embracing mistakes and building 

community. This poem creatively depicts the implications the inform educational practice and 

policy for stakeholders. 

The underrepresentation of minority students in gifted and advanced academic spaces is a 

widely-researched educational topic. Unfortunately, the academic discourse of this topic provides 

minimal insight to the Black girl perspective. Research studies that explore Black girls 
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navigating giftedness are limited, and this dilemma became evident as I researched this topic. 

The findings from this study reveal that the experiences of Black girls navigating giftedness is 

not just rooted in academic achievement; their journey is an intersection of their layered 

identities. Providing equitable experiences for all children in the U.S. education system is an 

ongoing battle as conflicting political insights seep into conversations about the field. The 

findings from this study through the frameworks of CRT and BFT produced several implications 

and recommendations for practice, policy, and future research.

Implications for Practice

The findings of this study highlighted the trials and triumphs of Black girls navigating 

rigorous academic spaces. These understandings identify actionable steps that educators can 

implement to increase support for these students. The recurring themes of the study also point to 

transformative ways that schools and families can mitigate negative feelings associated with 

perfectionism and isolation. 

connect with diverse students’ identities, interests, and prior knowledge in order to affirm student 
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(2010) discussed “teaching students how to evaluate progress” through the use of assignments 

al. (2021) referred to as a “gifted/talent audit” through data
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 Schools must also create and promote pathways to bridge the gap between teachers, 

families, and community. Cultivating opportunities for these stakeholders to come together 

would be integral in providing an equitable experience for gifted Black girls. Hosting family 

nights and community forums that invite parents and community partners to understand gifted 

identification and curriculum, observe gifted learners at work, and discuss students’ needs shows 

a two-way investment for all learners. Establishing mentorships with other Black women role 

models in their schools and communities. Representation matters; therefore, seeing and learning 

from women who look like them allows gifted Black girls to feel seen and understood.

—

—
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Implications for Policy

Developing enriched academic environments allows high-achieving learners to feel 

recognized; however, education policies must be implemented to ensure more representation is 

reflected in these academic spaces. Although there have been improved policies such as universal 

and non-verbal testing to expand identification, Black students are still seen in disproportionate 

numbers in gifted and advanced classrooms. Biased testing measures of ability that reflect binary 

ways of knowing have attributed to the disproportionate representation of minority students in 

gifted education (Allen, 2017; De Wet & Gubbins, 2011; Gentry, 2022; Wright et al., 2017). 

Stambaugh and Ford (2015) emphasized that gifted students who are culturally different tend to 

be more kinesthetic and display behaviors that question authority and emulate leadership which 

do not show up on standardized tests. Educational policy in gifted identification must expand its 

definition of giftedness. Traits such as creativity (divergent thinking) or motivation (goal-

oriented behavior) are authentic ways of displaying intellect (Matthews & Dai, 2014).
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Since teachers are viewed as gatekeepers to access gifted education, gifted education 

policy must create new gates through family and community member referrals. Policymakers 

have to make a conscious effort to reach minority communities to build representation. As social 

media has become an accessible tool to deliver information, school systems can use social media 

outlets to host informational sessions on the recommendation and identification processes of 

gifted testing. This shows that policymakers are actively invested in communicating information 

to families and communities. If school data reports the underrepresentation of minorities in gifted 

programs, districts should implement data reflection sessions among schools to look at 

meaningful ways to increase representation and support the retention of minority students in 

gifted and advanced education. Policies must also include cultural relevant professional 

development rooted in helping teachers nurture the unique talents and identities of high-

achieving minority students. Ford (2010) emphasized that culturally responsive teachers employ 

differentiation that accommodate different learning styles and intelligences. Luria et al. (2016) 

also argued that creativity is one of the multiple ways that students display giftedness while 

mentioning other concepts like “resilience, leadership, and emotional intelligence” should be 

included in the conversation with identifying students from diverse population (p. 49). 

Educational policies must require schools to incorporate teacher training on differentiation, 

flexible grouping, collaborative learning to create cooperative learning environments that help 

build community (Ford, 2010).

While research supports these actionable steps to help increase Black student 

representation in gifted programming, Peters (2022) argued that these actions are just a “band-

aid” for a larger problem. Aligning to the tenets of CRT, gifted education reform requires a 
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disruption in societal system. As noted in Chapter 2, income enhances learning opportunities 

(Allen, 2017; Hurt, 2018). Students who come from low-income homes are less likely to benefit 

from early learning opportunities and rigorous academic experiences (Hébert & Beardsley, 2001; 

Lewis & Boswell, 2020). Peters (2022) outlined how legislation such as the Social Security Act 

of 1965 helped minimize poverty and negative-life stressors for U.S. citizens. Implementing 

legislation that ensures livable wages and affordable childcare for all U.S. citizens opens doors 

for more Black parents to provide better learning experiences for their children. Since early 

access to education influences a child’s ability, educational policy should mandate early 

education programs allowing students with fewer outside resources to have early access to 

foundational skills that can not only display their abilities and close achievement gaps (Peters et 

al., 2019). As presented in Chapter 2, while White teachers dominate the profession, Black 

students are most likely identified and supported by teachers who look like them (Peters et al., 

2019). Educational policymakers must work to diversify the workforce of education by 

implementing initiatives to recruit and retain more teachers from Black and culturally diverse 

backgrounds (Peters, 2022).

While this study aims to add to the scholarship of this issue, the experiences of gifted 

Black girls need to be further explored. Extending research to populations in different regions, 

specifically metropolitan areas of Georgia, may provide an additional lens to examine and 

compare the gifted Black girl experience in South Georgia. In the earlier stages of my research, I 

discovered other counties in Georgia that contained high populations of minority gifted students 

(Georgia Department of Education, 2022a). I would be interested in learning about the 



157

experiences of gifted Black girl participants who were surrounded by more diverse populations 

throughout their educational journey. With no universal practice of gifted identification and 

education from state-to-state, studies of the experiences of gifted Black girls should expand 

beyond the South. Findings from studies that represent a larger population or different regions 

may reflect different results. Comparative studies to other regions of the United States would be 

helpful in identifying trending and opposing themes within the experience that could be an aid in 

revising and enhancing educational practice and policy to promote equity. 

This narrative inquiry study explored the experiences of gifted Black women in Southeast 

Georgia who participated in the gifted program and how these experiences may affected their 

sense of identity and influenced their perceptions beyond high school. The experiences of gifted 

Black girls are consistently being left out of the conversations relating to the inequities in gifted 

programming. Through Critical Race Theory (CRT) and Black Feminist Thought (BFT), I 

explored the experiences of seven Black women who participated in gifted programs to not only 

provide a more holistic viewpoint of the experiences of Black students in gifted programs but 

also build awareness about what it feels like to be a Black girl navigating through the various 

messages communicated by society. Through the interviews and conversations with these 

participants, the findings have helped me grow as an educator as I work to better support my 

students. The results of this study challenge dominant narratives about how giftedness is 

cultivated, the construct of the gifted label to identify intellectual ability, and the experiences that 

gifted education create for Black students. These results push educational policymakers and 
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practitioners to provide more inclusive interventions to support Black students, so that all people 

will empathize with people of color.

As I conclude this chapter, I’m taken back to any earlier moment of this study when I 

interviewed Emoni. “I never thought there was a community of us,” she admitted. Her words 

weighed in as it redefined the purpose of this study. In the spirit of CRT and BFT, I aimed to 

shine light on the unheard voices of Black women as they described their lived experiences of 

navigating giftedness as students in Southeast Georgia. Her words confirmed a stifling effect of 

being gifted Black girl: they experience their brilliance in isolation. Gifted Black girls are 

unaware that others share their same struggles. I realized that this research helped foster 

connections and build community. When gifted Black girls fail to see others who look like them 

in academic settings, they are made to believe that they are traveling the journey alone as the 

system fails to support their community. The onus falls on us as practitioners and policymakers 

to transform their “What If?” into “What Is!” If we make an intentional effort to fertilize our 

gardens of communities—soiling them with support and pruning the curses of inequity—we can 

ensure that our gifted Black girls will not have fight to blossom.
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Please state your name and age.

What year did you graduate from high school? What high school did you graduate from?

Describe your upbringing. Where did you grow up? What was home life like for you? 

What values and morals seemed to be most important in your family? How did you know 
this? 

    
   (Will follow up with a question about educational values if it is not addressed in question #4)

Describe your school dynamics (teachers, students, curriculum, opportunities). 

Describe how you were identified as gifted and how you felt being labeled “gifted”. How 
do you believe you showed characteristics of giftedness? 

How long were you in the gifted program?

What advanced courses did you take in high school?

Describe your experience as a participant in your system’s gifted/advanced programs? 

How were you served in the gifted program? What types of activities or opportunities 

were provided to you through the gifted program? What were the demographics of the 

students in your classes? What was the curriculum like in comparison to the other 

classes?

What did you enjoy most about being in these courses? What did you enjoy the least?

How do you believe being a gifted Black girl affected your experience in the gifted 
program? How do you believe it affected your educational experience outside of the 
gifted program?

Tell me about a significant racialized experience have you had as a Black girl in gifted 
programs?
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Please describe your higher education and/or work engagements and how you feel your 

K-12 experience in gifted programs prepared you for life after high school.

Earlier you described some racialized experiences you have had as a Black girl in gifted 

programs or advanced programs. Of these experiences, which one was the most 

memorable/significant? Why would you say so? 

In dealing with these experiences, what lessons have you learned from them? How have 

these experiences influenced how you interact with others?

Compare the interactions you have with your peers who are gifted versus non-gifted? 

Black versus non-Black? boys versus girls? What similarities and/or differences do you 

recognize.

What role do you feel (or think) your giftedness has played in your academic 

achievement? Personal achievement and successes? What other factors have contributed 

to your achievements and success?

Is there anything else related to this experience that you would like to share that I may 

not have asked?



185



186

How have these racialized experiences in gifted programs impacted your everyday life? 

Your life possibilities in academics and/or careers?

How do you think/feel others view your giftedness? How do you think your giftedness 

has impacted your relationships with family and friends? In other words, would you 

consider it a gift or a curse? 

Reflect on your experiences. If you could go back in time, would you change your 

decision to be in a gifted program? Why or why not?

What unique challenges or success did you face being a gifted Black girl in 

gifted/advanced programs?

How inclusive do you feel these courses were in terms of diverse voices, perspectives, 

and experiences?

What suggestions do you have for stakeholders (parents, students, teachers, and 

policymakers) to better support gifted students from marginalized groups? 

Is there anything else related to being labeled gifted and participating in K-12 gifted 

education programs that we should talk about that I haven’t asked about?
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