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INTRODUCTION

On March 2d=25, 197:3, the N,nional/State Leadership Training Institute on the Gated
and ,he Talented, in cooperation with the Venturo County Superintendent of Schools and
the Association ot Lill forma School Administratcrs, sponsored the 'list annual National
Conference or the Dis6dvantaged Gil ton in Ventura, California. Presentations were made
at the confer entv on the ciano,ving wows.

a. Economically deprived gilled students
b, Culturally di 1 i event git tort students

c, Female clit ted students

d. Gif ted studerw; in rural commun ies.

III .Iddltion, emphasis \.:,:as placed on Henn iii:atiori procedures, pr,gram provisions, and
research and evaluation as they al foci_ each 01 the dtoromentioned special groups 01 gif led
students.

In this pubkcation, the presentations ol nineteen speakers at the conference are sum-
marized. Some presentations concentrated on a single topic while others cnvered two or
several topics, To preserve continuity and progression In the order in which informntion is

presented in this pliblication, multiple topic presentations have been divided and placed in
sections tinder appropriate subject headings, VVe at e 1)01)010 that this will be a convenient
arrangement tor the reader while not diminishing in any way the valuable contributions of
the presenters.

Each of the presentations was both valuable and interesting and the conference participants
gained much from them. It is.our hope in preparing this publication for wider distribution that
others who were unable to attend tho conference will also welcome the opportunity to explore
in depth the vital topic (51 disa(Jvantaged gifted chilelren ilnd youth,

Ellen J. Fitigerald



ACKNOWLEDGEMENTS

It would Le impossible to acknowledge all those who have contributed to this publication.
To the numerous presenters across the country who shared their ideas and research at this

conference, appreciation is hereby extended. Gratitude goes to the following individuals and

organizations who unselfishly contributed co this publication: .

Carol Lord (University of California at Los Angeles), Phyllis Met len (Santa

Monica, California), Preston W. Weaver (N/S-LTI-G/T), and Wayne Wilson
(University of California at Berkeley) for research and editorial assistance

Office of the Ventura County Superintendent of Schools and the Association

of California School Administrators for cosponsoring the National Conference

on the Disadvantaged Gifted

Irving S. Sato (N/S-LTI-G/T) for general project coordination.



PAPERS PRESENTED AT THE NATIONAL CONFERENCE
ON THE DISADVANTAGED GIFTED

Allyn ArnOd
Los Angeles Unified School District
Los Angeles, Calif ornia
"A Research Project on Program Provisions"

Alexinia Baldwin
State University of New York
Albany, New York
"Identifying the Disadvantaged"

Janet Ballinger and Diane Schrecengost
Pleasant Valley Elementary School District
Camarillo, California
"what Teachers Can Do tor Gif ted in Small Schools"

Ernest M. Bernal
Southwest Educational Development Laboratory
Austin, Texas
"Mexican American Pereep ions of Child Giftedness in Three Texas Com -uni
Catherine Bruch
University of Georgia
Athens, Georgia
"Using the Creative Binet in the lo,n if ication Process"

Thelma Epley
Los Angeles Unified School District
Los Angeles, California
"Elernentary Programs !or Disadvantaged Gif ed"

Pat Farrell
San Joaquin Elementary District
Irvine, California
"Teacher Involvement in I rico ti fication"

Ellen Fitzgerald
Minneapolis, Minnesota
"Gifted Female Students"

9. James J. Gallagher
Frank Porter Graham Child Development Center
University of North Carolina
Chapel Hill, North Carolina
"Hidden Talent and Its Education"

la John Curtis Gowan
Ca1ifornia Stare Universi y
Northridge, California
"The Education of Gifted You h"

11. Albert Hatch
Los Angeles Unified School District
Los Angeles, California
"HISC Another Method of Identif tionica



17. David M. Jackson
Associa le Dilector
ERIC Clearingflouse on Handicapped and Gifted
Arlingtcm, Virginia
"Evaluation of Programs for the Disadvantaged Gifted"

V3., Mary Meeker
Loyola university ot Los Angeles
"Patterns of Giftedness in Black, Anglo, and Chicano Boys, Ades 4-5 and 7-9"

14, Bruce Mitchell and Edward Dodson
Eastern Washington SLate College
Cheney, Washington
"SPICEInstructional Model for Gifted Minority Students"

15, Steven Moreno
CaliIornia SWe Universty
San Diego, California
"Assessment Its Effect on the Mexican American"

16. Joseph S. Renzulli
The University ot Connecticut
Storrs, Connecticut
"Talented Potential in Minority Group Students"

17. Irving S. Sato
Nation l/State Leadership Training Institute on the Gifted and the Talented
Los Angeles, California
"Introduction to the First Annual Conference on the Disadvantaged Gifted"

13. Dorothy Sisk
University cif South Florida
Tampa, Florida
"Developing Teacher Mediators/Teacher Training for the Disadvantaged Gifted"

19, Clifford Stallings
United States International College
San Diego, California
"Gifted Disadvantaged Children"

7

2



PART i'iNE

IDENTIFYING THE DISADVANTAGED GIFTED STUDENT

The identil rcation r1 clici'-ittjsl (lir red f-audents presents many challenges to educatorr
However, proper ii tficsis ire -,t)solti ely cruckil to J supcessful.program lor such st udenls,
Hence, many of the presentations at tho contererve were concerned with identification. Their
remarks are included here under threc topical areas: the characteristics of disadvantaged gifted
students which must be considered in the identif ication process, specific suggestions for
identification programs, and summari/ations ot recent research in this field.

CHARATERISTICS OF DISADVANTAGED GIFTED STUDENTS

In examining the problems associated with identifying disadvantaged gifted students, the
zlent, al cliwaciensucs of these students and the conditions which make standard identification
procedures inadecirlate were widely discrissed. Such conditions involve soCializing pressures or
other negative influences encountered by the students at anearly age which mitigate against
school achievement and success. A comnendiiirn 01 these remarks follows:

Renzulli

There can be little doubt that our nation's largest untapped source of human intelligence
and creativity is tO be found among the vast numbers of individuals in the lower socio-economic
levels, particularly among the approximately 20 million Black Americans. It would be a monu-
mental task to explore all of the causes that have contributed to our failure to discover, nimulate,
and make the most-ef ficient use or this neglected source of talent. Intensified efforts to over-
come this failure are based in part on the simple realization that an invaluable natural resource
is being wasted daily by a system of education that has shut its eyes and turned its back on the
children of the poor. The by-products of this waste are evident:in unprecedented urban turmoil,

unemployment and underemployment, in rising crime and deliquency rates, and most ini-
purtant ly, in the hilman despair that accompanies thwarted expression and creativity.

Although massive ei forts have been directed toward overcoming the inadequacies of
educational programing for the culturally disadvantaged, relatively little attention has been
focused on those youngsters within the total population of disadvantaged youth who have un-
usually high potentials for learning and creativity. The numerous compensatory programs that
deal mainly with remediation in the basic skill areas and preparation for entrance into the labor
market generally have overlooked the talent potential that exists in lower socioeconomic and
minority group youngsters. A number of persons have called attention to the dimensions of
this untapped source of talent (Douglas, 1969: Torrance, 1968), end few would disagree that
the time is long overdue for a systematic nationwide effort in talent retrieval.

What exactly are the dimensions of the talent potential among minority groups, and what
will be the costs of Thrther delay in providing opportunities for the expression of such potential?
A large body of accumulated research clearly indicates that gif ted and talented children can he
found in all racial groups and at all of society's economic levels. Regarding racial and ethnic
origin, Niles (1954) reported that many high 10 Black children can be found in Black com-
munities. Studies by Jenkins (1948) and Witty and Jenkins (1934) indicated that race per se
is not a limiting factor in intellectual development, that Brack children with high IQ's come
from a variety of backgrounds, and that educational achievement of highly able Black children
resembles that or other gifted youngsters. In more recent years, the works of Hunt (1961),
Bloom (1964), and others have called attention to the significant role that environment plays
in intellectual development. The massive number of research studies summarized in these works
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has crucial implications for the role that CLI' tcu ion can ;rind should play in developing the
high potential of youngsters from all races and social classes.

In addition to those studies concerned mainly with the older ol more traditional defini-
tions Of giftedness (i.e., giftedness in terms of 10), a rapidly expanding body of literature
dealing with a broader conception of talent development Ws f ecogn, ,d that children from
depressed areas, low income groups, and racial minorities probably represent our largest
unmined source of creative talent (Passow, 1966; Torrance, 1968). The importance of identi-
fying and developing creative talents at all levels of society has caused leading philosophers
and educators to fpcus their attention on this problem. In an article entitled "Is America
Neglecting Her Creative Minority?" Toynbee (1964) commented:

To give a fair chance te potential creativity is a rriatter of life and death
for any society. This is all-imoortant, because the outstanding creative
ability of a fairly small percentage of the population is mankind's ultimate
asset, and the only one with which man alone has been endowed:

It cannot be denied that society stands to benefit from a systematic investment in the
development of this vast source of untapped talent; yet major inequalities of opportunity
are still evident in our schools. The inferiority of existing schools for low income and minority
group children has been indicated clearly by studies which show that the longer children stay
in these schools, the further behind they become in achievement and the wider the gap grows
between what they should know and their actual level of performance (Coleman and others,
1966; Sexton, 1961). Average drops in measured intelligence of as much as 20 points have
been recorded as Black children progress (or perhaps we should say regress) through grades
(Passow, Goldberg, & Tannenbaum, 1967). Other studies dealing with delinquency, level
of aspiration, self-concept, aggressiveness, alienation, and a host of other variables have
revealed similarly ominous findings about the current state of the school situation for dis-
advantaged youngsters (Coleman et al., 1966; Mathis, 1969; Williams & Byars, 1968). Under
circumstances such as these, even the most highly able and well motivated students from
minority groups surely must lose faith in a system where the probability of nonsuccess is
so high.

In spite of these grim statistics, there is a growing realization that a wealth of creative
talent is lying unidentified and understimulated in schools that serve urban ghetto and rural
poor youngsters. The decade of the 1960's may well be remembered as a period in our history
when the education establishment began to pay serious attention to the detrimental effects
which result from the inferior opportunities that exist for a large segment of our population.
Books such as How children Fell (Holt, 1966), Death at an Early Age (Kozol, 1967),
Pygmalion in the Classroom (Rosenthal & Jacobson, 1968), and Crisis in the Classroom
(Silberman, 1970) have literally shocked us into the reality of the situation. lf we look upon
the activities and pronouncemena of the Sixties as the first step in a direct frontal attack
upon the problem of educational equality, then the heightened interest of that decade
certainly can be regarded with optimism. But our view should not be blurred by such optimism,
for scattered attempts to "do something" for the culturally dbadvantaged thus far represent
little more than the proverbial drop in the bucket when compared to the great number of
youngsters whose day-to-day school experience is nothing short of an educational and psy-
chological disaster. lf, on the other hand, the groundwork laid during the Sixties has not been
a false start, then action to correct this crucial problem in our schools remains the challenge and
the task before us.
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Sisk

The term disadvantaged or culturally disadvantaged con be viewed as ST ill another varia-
tion on the theme nf problem children, retarded children, slow learners, and underachievers.
However, it is hOped Oita the Ctlf Fell t emphasis on the disadvantaged and particularly on the
disldvantaged gif ted will be more than just another euphemism. Hopefully, it indicates both
a new statement of the problem that educators are lacing and an approach that will examine
possible causes. Such causes should suggest specific teaching strategies.

Three primary areas of concern for the teacher of the disadvantaged gifted seem to
cluster around the following questions: (1) What are the social and psychological factors which
account for deprivation disadvantages? (2) What factors in school experience contribute to
educational development or retardation? (3) What is the future task of the school?

For teachers to work with disadvantaged students, there is a need for them to advance
from mere reconnition of difficulties to an understanding or the lives of these children.
Educators have only recently begun to understand that the relationship between cultural
background and school learning is neither 'simple nor well understood. The conditions ol
social, economic, and cultural deprivation produce many kinds of deficits.

We know that low socioeconomic class homes often have a limited educational tradition
and consequently the children from these homes have little "know-how" about school and
its expectations. Uneducated parents cannot help their children in academic content or teach
them conduct expected in school. Finally, they cannot kindle in their children aspiration
for continued education.

Some of the most serious deficiencies in the disadvantaged child occur in the area of
cognitive functioning, language and readinrThese problems are evident from the
first years_of school. Studies concerning disadvantaged children indicate that they are often
apt to manifest a variety of linguistic disabilities such'as limited vocabularies and nonstandard
grammar (Hunt, 1964). School records also indicate their incapacity in such cognitive processes_
as the ability to observe and state sequences of events, to perceive cause and effect reiationships,
or to group concrete phenomena into classes of phenomena.

Presumably, individual potential is evenly distributed among all groups of people. If
there are differences among rt,-Dups with respect to functioning intelligence, the causes must
be environmental conditions which inhibit or fail to facilitate the conversion of potential into
functioning intelligence.

Miner (1957) describes intellectual stimulation as a product of the interrelationship of
ree factors: individual potential, motivation, and environmental stimulation. Environmental

stimulation involves motivation or selectivity in responding to the envirrnment. Different
individuals respond to different cues in the environment. The variations in responses are
due in part to the indivioual's motivation and in part to the availability of adequate adult
mediators who can help the Child develop concepts with which to interpret his environment.
A potentially rich environment may be functionally unstimulating and, conversely, a limited
environment, if exploited to-the fullest, may be stimulating. A variety of stimulations, com-
bined with mediation, tends to sharpen the mental operations and to foster modifications in
the conceptual structure.

Further suggestions regarding the nature of intelligence emerge from considering the
theories of human developmen't. Piaget (1950) and Hunt (1961) pointed out that intelligence
is substantially influenced by environmental cOnditions. According to data from these sources,
the full development of abstract intelligence depends on the abundance of experience with
concrete operations: manipulating objects, processing concrete data, experimenting with
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spatial and time relationships and with the transfoi [nation °I sizes and shapes. Cognitive
ontenhal is developed to the degree that the transfori-nation or concepts is mediated or
helped :flong by ,:fdults.

The consequences ot crrnilive del it:icrrcics in disadvantaged children are.compliCated,
by their patterns of mr-.)t iyal ion and titudes. -1They °lien leel al.ienated, a situation induced
by family climate and experiences combined with a debilitating low self-concept. They tend
to question their own worth, to fear being challenged, and to exhibit a desire to cling to the
familiar. They have many feelings of guilt and shame which make them wary and often may
cause them to be labeled as hyperactive. They also are quick in their hostility, both orally
and physically. `, et, conversely, they can also be unresponsive, apathetic and lack initiative.

These characteristics of the disadvantaged result in behavior that teachers sometimes
have dif ficulty in understanding. Such behaviors are a negative attitude toward school, teach-
ers, ;Ind -ielnevemorn, a tendency to .seek immediate gratification rather than long range goals,
,ind the use of violence in resolving conflicts.

Achievement, which is often used as a means of making connnued education possible,
is relatively little understood by the disadvantaged. Grades, used as an incentive to learning,
mean very little to the disadvantaged. School for the disadvantaged has become a place which
makes endless baffling demands. For the teacner of the disadvantaged a "Why try?" attitude
of ten develops.

Urban schools with a large proportion of disadvantaged students and, within that group,
disadvantaged gifted must become more conducive to productive learning. The building of
positive relationships between teachers and students is one means of building individual
motivation to achieve,

Gowan

Giftedness is del ined as placement in the top halt of the ninth stanine, or the top two
percent, or an 10 of Over 130. The Stanford Binet intelligence test does not plumb an innate
quality of the cogniti-e soul; it fallibly measures the criterion of future academic performance.
The word disadvantaged os(ensibly refers to poverty and low socioeconomic status in the
family. Note there is a difference be' hieerf the youth's oWn potential socioeconomic status
and that of his family. The nature and extent of this difference (seen only in a land of oppor-
tunity like ours) is one of the most interesting and important psychological variables for
the educator.

The scion of a Jewish or Oriental irnmigrant family may not be culturally disadvantaged
even though his parents are poor. The alien cultural tradition may actually give advantage in
terms of rich cultural background, and the rapid rise of many sons of immigrants to managerial
and professional positions attests to the advantages of their heritage. It is customarily felt
that Mexican American families are culturally disadvantaged, but consider recent Cuban
emigrees. With the same language handicap, surely no group has made-faster adjustment to
American life. It is the same adjustment which the Anglo-Saxon Kentucky hillbillies have
failed to make fr- three centuries. The problem is not so much an ethnic difficulty as one
of socioeconorr dass status. We will therefore def ine disadvantaged as "being reared by
poor lower class -ive parents out of the cultural mainstream.-

So we have r, w refined the issue to a discussion of upwardly mobile youth from a
culture of lower cl ss poverty out of the cultural mainstream, who nevertheless have test

capacities for high :ture academic performance. This is a somewhat anomalous situation,
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because One of the variables most closely associated with academic performance is socio-
'economic stottis.'Whether one believes in Sheldon's "t" (Sheldon, 1949) or merely feels that
the tests are biased in fayor of status (which they are), the effect is very obvious. What we
become in ter oslocl ih then are cases where there is marked discrepancy between the youth's
potential status and the actual status of his parents. Those who feel that this is an elitist view
should rernember that high falept is always conl ined to a small percentage-of the population;
we cannot make everyone gif ted any more than we can guarantee happiness for all. What
we can do is to see-that those who have potential are not debarred because of status.

While nothing may be done to change a child's ethnic background, a great deal may be
done to improve his potential socioeconomic status. Indeed, some of us think that this has
been the main business of the American school in actualizing the American dream.

What are disadvantaged gifted children like? There is not much concrete evidence here.
Acting against the identification of high intelligence is a powerful factor, low socioeconomic
status: The factor which sustains talent against the adverse effects of environment is almost
always creativepotential. Hence; most disadvantaged gifted children have very high creative
potential. Another way of saying the same thing is that creativity tests offer another route
for identifying disadvantaged talent besides the usual verbal IQ.

It will be worthwhile therefore to look at some of the personality factors of the highly
creative individual. A study by Gowan and Bruch (1967) located the following personal
factors among highly creative teachers: (1) energy, (2) courage, (3) mental health and absence
of neurotic traits, (4) adaptive intelligence, and (6) originality and non-conformity as opposed
to authoritarian tendency. T iese can easily=f it the disadvantaged gifted child.

Cultural disadvantage operates on the bright child very much as does emotional disturbance.
It tends to flatten out his peak performance and to make it inconsistent, keeping it belOw test
potential. Motivational, nutritional, developmental, social, and cultural factors are probably all
involved: Gifted disadvantaged children tend to have their effectiveness destroyed by alienation
(Gowan, 1968b). This can take many forms. It is often en exaggeration of the alienation seen
in advantaged gif fed children with emotional problems. One of the most common ot these is
so much hostility or resentment toward authority that creative performance is blocked.

A good discussion of the characteristics of disadvantaged gifted may be found in Frierson's
doctoral thesis which four, ' -iignificant differences between upper and lower socioeconomic
statusstudents in the Clev- d Major Work Program (Frierson, 1965). Gallagher credits
Riessman (1962) with summarizing differences in learning style of the disadvantaged child
as physical, not aural; content centered, not form centered; externally oriented, not intro-
spective; problem centered, not abstract; inductive, not deductive; spatial, not temporal;
slow and patient, not quick and facile. Bruch (1969) credits Torrance with the following
list of .Ltrengths of the creative dig-advantaged high non-verbal fluency and originality, high
creative:productivity in small groups, adeptness in visual art expression (also noted by Rogers,
1968), high creativity in movement, dance, and physical activity, ability to L ighly moti-
vated by garnes, MUSic, sports, humor, and concrete objects, and use of language rich in
imagery. Bruch sees disadvantpged students as having differential strengths in certain areas
of the Guilford Structure of Intellect, particularly in 5reas of figurer strength (visual, auditory,
and kinesthetic), in behavioral content areas (social intelligence), in divergent operations
(creativity), and in product transformation. This would indicate that the divergent production
of figural and beh'avioral transformations would be two ability cells in which the disadvantaged
gifted may excel. Unfortunately, the behavioral and figural areas are riot well-researched,
which results in few tests being available for them. Bruch points out that the disadvantaged
youth has often been characterized as ingenious and resourceful in coping with the difficulties
of slum life, and in sizing up social situations of danger or opportunity quickly.



Gallagher

When we-talk about ,.,ulturally different children and parents, we usually refer to those
who do not fit into the dominant pattern=otvalues=or practices=o-frthesociety=and=who-have

polite, verbal child who is adept at sensing adult needs and playing to them, then the culturally
different child who may have a different life style, individual in its own way, may appear
strange, stubborn, noncooperative, lazy, etc. What are the special problems of this group when
compared with other gifted?

Early work by Frierson (1965) has suggested that there is a difference between gifted
children coming from the middle and lower classes. The primary area of difference was found
in interests and attitudes rather than in measures of physical abilities or personality tests. The
lower class gifted child seemed more interested in action and competitive sports while the
middle class gifted spe6r more time in reading as a recreation.

A similar study by Karnes, et al. (1965) found gifted children from lower class homes
to have more tensions in their family. They performed substantially lower than their pre-
dicted achievement levels. Gallagher and Janzen (1965) found substantial interracial friendship
choices in elementary classes for gifted children in a midtvestern town, suggesting a less in-
grained tendency to respond to stereotypes in gifted programs.

The potential loss of hidden talent from poor economic circumstances is particularly
serious because ot the importance of the need for responsible leadership to articulate the
special needs of the often voiceless subgroups from which they come. It is of utmost importance
that we identify the talent that lies disguised by poor dress, or dialect speech, or an attitude

'of suspicion-rather than enthusiasm. Included in the group not having a currently favorable
educational or social environment are not onIV members of Various traditionaiminority groups,
ibut a good case could be made-that it also represents mahy gifted girls. There is direct and
Clear evidence that inhibiting forces in our society and schools have imposed a social role
of passivity and discouragement of intellectual activity on gifted girl students as early as
the elementhry grades.

Fi zgerald

With the rise of the Women's Liberation Movement, educators have begun to reexamine
their beliefs and attitudes toward female students. Whereas many girls do not suffer the effects
of economic deprivation, they are, in a sense, disadvantaged by very powerful socializing forces
related to sexual roles-and achievement which often discourage girls from giving their fullest
measure to the school effort.

Our society has allowed sexual stereotypes to.dominate a significant portion of all human
interactions. These stereotypes predetermine many attitudes which educators hold toward
women and their education. We allow ourselves to fall back oh the comfortable notion that
all girl students are headed eventually for the role of housewife and mother, and such career
direction that they -may receive need only prepare them for that brief span Of years between
school and marriage. In a society also dominated by a desire to test, to predict, and to classify,
the casual assumption that a 'full one-half ofithe population can be assigned to a single, some-
what narrowly 'defined role is simply not logical. Recent statistics from the United States
Census of 1970 giving information about women in the labor force and numbers of families
now headed by women render old assumptions about the place of women in society out of date.
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Nevertheless, the old sexual stereotypes persist in many quarters. Most readers are by
now familiar with the concept of cultural programming which-conditions little girls to display
so-called "feminine" qualities such as dependence, submissiveness, and interest in home-

_t_the same time they are discouraged from independence, di
and self-assertion, as such qualities are considered "masculine." This conditioning begins in
the nursery, propagated by parents socialized by the same values who believe that they are
assisting their children in eventual adjustment by discouraging them from exhibiting any
behavior considered more appropriate to the opposite sex. By a very early age the conditioning
is apparent. Whether it is irreversible is unknown. Certainly while sexual role stereotypes
continue to be reinforced by television, firms, books, magazines, advertising, and even textbooks,
such conditioning will remain nearly irreversible.

Although they are discouraged frOm independence, assertiveness, and exploration, girls
tend to fare well in elementary school, as these qualities are not overly valued in those grades
in any event What is valued are the very qualities to which girls are socialized. Quiet behavior,
conformity, and dependende serve them well. Girls also tend to appear at school better scrubbed,
neater, and with better manners. While the largely female teaching staff in the elementary schools
will smile tolerantly at the disheveled, less organized, more active boy students and make re-
marks about boys being boys, such-tolerance is not reflected in the treatment boys receive in
the classroorn, nor-in grades given on class work.

However, at the onset of puberty, the socializing pressures on both girls and boys change.
Relating to the opposite sex and to peers assumes paramount importance in the lives of adoles-
cents. Asrchildren turn from their home to peers for identification, conformity to the peer
group's standards is demanded for acceptance. Included in these standards, as any parent knows,
are rules about dress, paStimes, likes, dislikes, andbehavior which will or will not be accepted by
the group. Behavior considered appripriate to the opposite sex absolutely will not be tolerated
by the peer group. Largely confused about sex and identity at this time in their lives, adolescents
are-not disposed to any further clouding of an already cloudy issue. Therefore, sex roles as
generally defined by society, learned by the youngsters, are adapted and enforced.

In addition to changing socializing pressures placed on girls at about the time they enter
junior high school, certain significant changes take place in the tYpe of education which they
receive. Those qualities of quiet behavior and lack of independence valued in grade school are
not as highly valued in junior and senior high school. EmphasiS is shifted away from the language
arts, in which girls generally do well, to such other subjects as science, math, and social sciences.
All students experience some difficulty in this transition. However, girls have been encouraged
to adopt certain qualities and in grade school have been positively rewarded for them. Thus,
the transition is especially difficult for many adolescent girls.

For the first time in their schooftareers;girls encounter a significant number of male
teachers, many of whom tend to place less value on girls' classroom contributions, as do
their fellow students. As a result, many girls begin to shy away from speaking out in-class.
Gallagher (1966) found substantial differences in classroom expressiveness between 86 gifted
boys and 79 gifted girls in grades seven through ten. Using a classification system for:cognitive
performance based on Guil.fOrd's work, he recorded and analyzed five sessions of each of the
ten classes studied.

Significantly greater production was shown by boys on expression in cogni ive
rnernory, convergent thinking, divergent thinking, and evaluative thinking.
Since similar differences were not obtained on written n'ieasureS of ;dose
characteristics, it was concluded that these classroom differences may rep-
resent differences in perceived sex role behavior rather than differences in
basic intellectual abilities.

1,1
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The results of stresses placed on girls at about the time they enter junior high school
are evidenced by Shaw and Mc Cure's (1960) study of the onset of academic underachieve-
ment in able boys and girls. Whereas the boy underachievers displayed a consistent tendency
to underachieve throughout their elementary and high school years, the girls displayed an
entirely different pattern. All the girls started at generally high levels. A marked split occur,ed

at grade seven when the underachieving girls fell away from the achievers who continued to
maintain high grade levels. By grade ten the discrepancy between the grade averages of the
achieving and non-achieving girls was very marked. The tables summarizing data of the study
present a sad and graphic picture of what happens when girls get "the message.- Fortunately,
however, some did not get the message and continued to achieve. We need much more infor-
mation on the causes of underachievement in girls and methods which may counteract the
forces of socializing pressures on able girls.

In the identification process we often place the gifted girl in a double-bind. Matina Horner

(1969) has studied this phenomenon and said,

Consciously or unconsciously the girl equates intellectual achievement
with loss of feminity. A bright woman is caught in a double-bind. In
testing and other achievement-oriented situations she worries not only
about failure, but also about success. I f she fails, she is not living up to
her own standards of performance; if she succeeds, she is not living up to
societal expectations about the female role. For women, then, the desire
to achieve is often contaminated by what I call the motive to avoid success.
I define it as the fear that'success will lead to negative consequences,
such as unpopularity and loss of femininity.

What has been traced is a system of socialization which by the end of high school has
closed the options fore large number of very able young women. This system is,,of course,
based on long-standing tradition and largely enforced by unconscious means. As a system
for depriving our society of talent and contribution from a significant proportion of the
population it could hardly be improved-upon, even by conscious design and effort. As
educators concerned with the fullest development of the potential of all students, we should

view any measures which hasten the eradication of old prejudices and stereotypes as
highly desirable.

SPECIFIC SUOGESTIONS FOR IDENTIFICATION

Given many of the problems mentioned in the preceding section, specific suggestions
for identification procedures which will partially offset disadvantages are necessary. Several

presenters discussed their experience with programs to identify the gifted among disadvantaged

populations. A summary of their ideas follows:

Baldwin

I n 1965 the Director of Special Education for the Birmingham Board of Education in
Alabama held a conference with me in which he outlined the proposed development of a
class for gifted Black students. This was to be the first class of this type for Black students
and I was being asked to be the teacher, the examiner, the organizer, and the -parent
pacifier." This of course was a mammoth job because the population of-students classified
as non-white represented 40% of the total school population of Birmingham and thus
presented a selection problem (School Census, 1965). After much study, we selected a
cluster of schools which would not be too far from the base school of the class and then
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started the process of selection. These children were entering grade 5, and the plan was for
them to be.under my direct supervision until they completed grade 8. (This was the traditional
method which had been used by white schools for approximately 30 years.) As a teacher for
several years, I had been able by instinct to identify thoSe students who were especially bright.
This assessment was not based on the student's academie achievement but on many intangibles
which I then found I had to verbalize and somehow quantify.

The first measure to be used for these students was a group test, the Otis Quick Score
Intelligence Test, followed by the grade 4 level of the Stanford Achievement Test. We looked
at the verbal scores from the Stanford Achievement Tests and decided that the first pool of

.quantitati e score were also put into the pool of children. The accepted cut-off point
j -1children would be t ose with a verbal score rank of 4+. Those with a minus 4 verbal score rank

but a 4+
On the IQ test for previous gifted class particiPants in the school district had been 130. The
Slosson Intelligenc Test (SIT), the Gray's Oral Reading Test, and the Stanford Binet were
available for verifi ation for the final group. My academic- bdckground in the use of IQ tests
and my personal ecperiences with the many sociological factors affecting the lives of the
prospective studenits of this class made me defensive about the required 130 cut-off point.
Another important psychological variable plagued me as I -faced what I knew would be a
frustrating task. I hated the idea of having to lower the standard for this class because it
simply put a -notch- in the belt of those who collect supportive data which.point to de-
ficiencies in an already maligned group of people. How could I in good conscience work with
these two variables (1) criterion measures which were highly verbal, or group tests alkhaving
been standardized on a population which was not representative of the entire school population
in America, and (2) a psychological variable which was based on an awareness that a lowering
of the acceptance scores served as a further acceptance of inferiority. Yet if the acceptance
scores were not lowlered, exceptionally bright students who had not been exposed to books
and magazines at home, hadi had starved verbal encounters all their lives, had not been
inspired to -get reader for this test, and had had an external rather than internal locus of
control would be ov_rlooked, This would, without doubt, have eliminated the poorer
children and made Niv-y for acceptance only of Children from middle class Black homes As
the selection task proleeded, varioUs methods of selection Were used and the identification
process gradually and ubtly became a prescriptive device rather than a selective device. The
final 25 students had 19 scores as assessed by the Slosson Intel) igence Test which ranged
-from 115 to 187. Two boys,in the class had a Slosson score of 187 and a Binet of 165+. The,

median score in the clas's was 124. Without exception, those students who scored at the
highest level were highest in verbal skills. They came from homes where reading materials
were always available and the parents of these children 'were professional people. Those
students who were lowest in their 10 scores possessed other measurable as well as intangible
and hard-to-measure traits. These traits coupled With test scores indicated high potential.
Some of theSe traits were: high mathematical abilities, creativity (as evidenced by artistic
and musical talent as well as divergent thinking), alertness, curiosity, and leadership ability.
Teacher recommendations were taken into considerthion and judged in relation to other
evidence. The identificatiOn process continued for the duration of the experimental class.

. The prescriptive aspect of the identification process came into focus during the initial
year of the class when instructional development focused on enlarging intellectual processes
irtareas of tested weaknesses. When comparative academic achievement measures were used
at the end of the firstyear, it was found that these students were achieving at the same level
as those in classes of gifted students in the white schools. The Hawthorne ef fect was operating
and caused a great and expected spurt for the first year, but this spurt held during subse-
,uent years.
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. It is interesting to note here that the ratio of boys to girls in the class was 7-18. This
ratio in itself points out an ironic biological or cultural inconsistency which is shown by a
willingness to accept and nurture superiority in girls in the early years of growth and an un-
willingness to accept and reward excellence in these same girls as they enter adulthood.

A sequel to this case study could be an accounting of present achievements of these
students. Some have successfully entered prep school in New England and one student is
being considered for a three-year baccalaureate program at a northeastern university. I
have no figures on their present achievement or IQ scores but I plan a follow-up study on
them next year. Perhaps some of these students would have channeled their native abilities
into areas of extended intellectual growth without this discovery and recognition of ability,
but the statistical data on school dropout and underachievers attest to the fact that too much
talent is needlessly lost to society. It has been estimated that in the United States in this
decade, approximately 10% of the projected 7.5 million dropouts, or roughly 750,000,
will have IQ scores within the top 25 percent of the population (Douglas, 1959). The largest
percentage of dropouts will be those who are disadvantaged, and conceivably some of the
students in this class could have been part of these statistics. The problem of identification
of the disadvantaged talented requires concerned and considered research concentration.

Bernal*

In sponsoring a research project to explore new means of identifying native Spanish-
speaking Mexican American children of school entry age, HEW officially broadened.the
recognized domain of bright youngs'ers to include culturally and linguistically different
children. They are not easily, or even validly, screened into this category by traditional
testing methods or by alternate techniques derived pragmatically from the extensive litera-
ture on the subject.

But an exhaustive review of the writing in the field will turn up several important and,
I believe, not unrelated findings: (1) the "standard" definitions of giftedness have a great
range and exhibit considerable arbitrariness; (2) there are few previous studies of gifted
minority children; and (3) there are no published studies on gifted Mexican Ameritans. In
fact, until very recent times the so-called gifted movement has had a prep school mentality.
Giftedness and social opportunity were closely intertwined, and giftedness was narrowly
delimited to that realm of endeavor almost classically intellectual. Supporting constructs
such as talented were meant to account for the rest of the unusually alert or accomplished
segment of society. It is not surprising, then, that gifted has only recently been recognized

as a word properly attached to collective nouns such as Black or Chicano, and that broadly
based techniques are generally lacking. These pioneer efforts at identification can be credited
largely to Bruch (1972) and Stallings (1972), though other notables in the field have contributed
to their successes.

The studjr of gifted Mexican American children in Texas is multidisciplinary in method,
utilizing principally anthropological, sociological, and psychological techniques to try to
discover not only gifted subjects tor the study .but also community views of gifted behavior
and behavioral leads for its identification among the young. The spirit of this research, how-

ever, is decidedly anthropological, to borrow a word from Kenneth Benne, in that staff

*Grant awarded by the Office of Gifted and Talented, USOE. The opinions herein expressed are the sole-
responsibility of the author and no inference about official governmental intent or sanction should be made.
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expertise is not presumed to be more important than community consensus. The project will
hopefully yield a new way of identifying Mexican children (subject to validation in subsequent
research) and document the place of gifted behavior in the Chicano culture. A better under-
standing of giftedness in other ethnic communities, including the Anglo society (see Magary
and Freehill, 1972), may well be in order if we are ever to make sense of the interpersonal
and social phenomena which attend the status and education of our best minds.

The study was conduct-d in the barrios of three Texas metropolitan areas selected
because of their diverse ethnic composition and different societal functions in terms of the
immigration-acculturation pattern. All of the infOrmants were bilingual residents of these
barrios; they ranged in age from early teens to retirement, and in socioeconomic status from
lower class to upper middle class professionals. The questionnaire was pilot-tested and revised
according to the version which seemed to elicit the most fluency i.n the respondents, and
could be administered in English, Spanish, or both, as deemed, most appropriate.

The investigation considered both gifted and talented constructs. Responses to each
were gathered and classified and contradictory responses were resolved according to frequency.
Only unambiguous results were considered in defining the two categories, and are the only ones
reported here.-Finally, the two categories themselves were compared and some of the more
interesting anecdotal notes were sifted out.

Mexican Americans in general do not functionally differentiate between giftedness and
talent except in the rather specific instances of the performing arts. This may be due in no
small part to the limited expression of talent which children five to eight years of age can
command. Chicanos regard the Raza itself to be talented as a whole in various modes of
artistic and rhythmic expression and mcst interviewees were quick to point out that recogniz-
ing and nurturing-the "special gifts" of :ndividuals iS'part of the interpersonal ethic of the
culture and best carried out without m ich ado in the supportive ambience of the family.

Gifted Mexican American children are thought to be unusually mature and responsible
for their age. They,seek actively to learn how to become involved in more mature roles and
are great im'itators and elaborators of adult behavior.

These children are regarded to be leaders, both the dynamic-expressive (muy (isms)
and the quiet but influential types. Their suggestions are valued by their peers; anc1 they are
frequently called upon to mediate disputes with facts or judgment,-plan strategy, and the like.

Gifted Chicano children are qUick to grasp and anxious to try out new ideas, be they
practical or theoretical. They seek out appropriate intellectual company among children
or adults. Ideas may be joyfully fantasized or pursued with alacrity, but they are not laid aside.

In fact, one of the more salient characteristics seems to be the ability to initiate and main-
tain -meaningful transactions with adults. The emphasis given by our informants seemed to be
that the child could capture the adult's genuine interest. Later, once the child would be out of .

earshot, the adult might comment to the child's parents about their boy's or girl's being muy
inteligente and adultJike in certain ways.

The other trait which strikes the parents and siblings of gifted Chicano youngsters is the
facility with which they acquire English. This is not to say that they merely expand their lexicon
but actually internalize the structure of the language very quickly. In several instances the
child is thought to have acquired it passively from language models provided on television.
Other children, particularly those with older brothers and sisters in school who speak English
to each other at home, acquire this second language quite early or almost simultane'ously
with Spanish.

A summary'of the anecdotal data would suggest that the gifted Chicano child is not
treated with special deference (since that' might spoil the child) but is recognized and provided
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for, especially in the family setting. A number of parents expressed concern for the future of
their children, since they do not possess the financial means to finance a colfege degree. Per-

haps a special family counseling plan should be effected for parents of lower class gifted

Chicano children.

In many ways these findings are not surprising. However, several characteristics, es-
pecially the bilingual and transactional skills of Chicano children, may prove valuable in
designing alternative identification techniques for them at the time they enter school or
shortly thereafter. These instruments should incorporate the use of multiple-informants and
convergence of judgments in the manner proposed by Mercer (1971), and should supplement;

not replace, extant selection practices.
This set of identification techniques may tap different aspects of giftedness than those

ordinarily accounted for. Giftedness has been studied since the inception of the project from

a decidedly Chicano perspective. Guilford (1972) speaks of the diversity of intellectual talent,
and has identified various factors in his structure of intellect model in foreign populations.
This study, though not an extension of his approach, may help raise the issue that certain
intellectual factors may be more profitably explored in some populations than in others, and

that an ethnocentric view of talent or giftedness is both presumptuous and scientifically myopic.

The identification and cultivation of the finest minds in our society is particularly im-

portant for minority populations. in the past, gifted Chicanos and Blacks have too often
foundered, remained undereducated or unacculturated to the point where they have been

effectively lost to the parent population. Certainly if minority populations are to help shape

their own destinies, then their own gifted and talented must participate actively in this renewal.
The schools must develop whet Ramirez (1972) has called "culturaliy democratic learning
environments" to nurture these minds so that= they can flourish without being alienated from

their respective groups.
Thus, the initial efforts to study culturally different gifted children have many implications

not only for the gifted movement directly but also for the education which the new diversity of
gifted children will require.

Moreno

Gifted educational programs for the Mexican American population have been a myth.
While 3.1% of the general population in California is identified for gifted programs, only
.61% of the Chicano population has been so identified. By excluding the Mexican American
from these gifted programs, talented youngsters have not been given the enriched education

needed to develop their intellectual potential.

While only 4,461 Chicanos in California (1971) were identified as gifted, there should
have been 22,482 so identified if 3.1% of the.total Chicano population were properly identified.

_ The Chicano population is not being properly identified because its linguistic background
interferes with accurate measurement on English 10 tests. Some reasons why the Chicano child
has not been identified at the same rate as the general populptions are as follows: I t is common
knowledge that the language spoken in the home has the greatest effect on the child's measured

10. Recent studies show that at least one half of the Chicano school population comes from
homes where Spanish is spoken to some degree, therefore making the children bilingual.
Children from bilingual homes do not score as well on English ICI tests, because English IQ

tests are heavily weighted verbally and they do not measure children's Spanish-speaking
skills. The average 10 in bilingual communities may be as low as 85, wilh a standard deviation
of 10, therefore placing tremendous odds against the identification of gifted children, since
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school districts usually place great emphasis on 10 test scores.

Research shows that bilingual Chicano children score about the same on English or
Spanish versions of achievernent tests. The use of Spanish tests with bilingual children can
be more harmful than beneficial because their Spanish is not as deVeloped as would be
expected tor. native Spanish speakers in Spanish-speaking countries.

There is a direct relationship between the language spoken by the child and achievement
test scores. The more Spanish a chili speaks, the lower his achievement test scores: In consid7
eration of the above data, I am recommel;ding the foflowing program for the identification
of mentally oifted Chicano children:

CRITERIA FOR SELECTION
(Identification during Grades P.K 3, whenever possible)

Selection of the top 3% of the Chicano students in EACH school as measured by:

A. Grade point average (ability to learn)

B. Teacher evaluatidn (knowledge of student's ability to learn)

1 Reasoning 7. School leadership
2. 'Psychomotor development 8. Motivation
3. Affective responses 9. Creativeness
4. Social effectiveness 10. Sel f-conf idence
5. Diligence 11. Competitiveness
6. Problem solving ability-

C. Achievement test scores

1. Reading
.2. Math
3: Language Arts

IL Selection by a school committee compri- gf:

A. School principal

B. Teachers of studentpast and preSent

C. Local community representatives

D. A school psychologist familiar with the student and the school (optional)

E. A school nurse familiar with the student's developmental history

F. (Only the school principal; present teacher, and community aide will vote for
admission)

III. Classes for gifted childrei

Each school with at least 15 students at each level (primary, intermediate, secondary)
should have a class or cluster group. The class would follow the normal state criteria
for enrichment offerings with special emphasis on local needs and interests.

IV. Local design of gifted classes to develop:

A. Local leadership and talent

B. Parent involvement in programs for gifted children
C. Programs at local levels to help other teachers

2 0
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Meeker

Black, Chicano, and Anglo disadvantaged boys were tested on the Binet for patterns of

intellectual abilities as defined in the Meeker Structure of Intellect (SOI) Analysis of the Binet.
Each ethnic group was subdivided into two groups: one at age 4.9-5.9, who had no preschool

experience so that there was no contamination due to formal education, and a second group

at age 7-10, who had been in school four years.

One question concerned changes in their entering intellectual abilities as compared with

school experience changes, if any. A second question concerned group strengths or weaknesses.

This latter has special interest for programming or to remediate weaknesses which affect school

achievement. These data are part of a much larger study requested by Dr. Beeman Phillips and

Dr Tom Oakland for the Journal of School Psychology. Indications of high and low abilities

where they are significant within groups are presented herein. For a complete description of

the study using normally distributed IQ scores, please see the December, 1973 issue of the

Journal of School Psychology.

DISADVANTAGED GIFTED CHICANO STUDENTS

Cognition (comprehension with meaning and tracking) They come to school signifi-
cantly capable in handling all figural input and most semantic material.

They need to be strengthened in cognizing semantic relations and trans-
formations since these abilities tend to be low and stay low. Specific material

needs to be used toward this purpose in an individualized program.

Memory Memory for words and ideas tends to be low and does not get developed

during school years. They make significant gains in memory for symbols
and numerical concepts and in rote memory for digits, which is concentration.

Evaluation (foresight, judgment, and planning) They enter with high figural abilities
and maintain these strengths; they lose out in evaluation of semantic rela-

tions, systems, and transformations. These abilities tend to be associated
with leadership and, when lacking, tend to be associated- with acting out

or delinquent behavior.
Divergent Production (creativity) As a group they tend to be low and make mini-

mal gains. This is particularly significant since these abilities tend to be

correlated with good self-concept.'

Convergent Production (the school block of abilities) They make their greatest
gains here and come to school already high in the figural abilities. This is
maintained,except at the implications level, which begins low and is not
strengthened over the years by school work experience.

DISADVANTAGED GIFTED BLACK STUDENTS

Memory Although the young Blacks come to school low at the units level, they
do not remain low, and in memory for words,and ideas maintain the
entering strength. Relations appear to be low and remain low although
progress is made in arithmetic. They are high at the systems and implica ions
leveis. Programs should include more units training in memory and con-

centration on relationships in memory.
. ,

Cognition enerally the df ted are high in and re6in their strengths in cognition

skil i h the xception of transformations of figural thinking. Since thlis

is a co -itask in the DAT and other adult tests, specific training should
be instituted in CFT as no progress is made due to schooling.
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Evaluation Gains are made in evaluation of word relationships, but other semantic
items are weak to begin with and remain weak.

Divergent Production Black students are the hIghest scorers of the three groups.
I mplications, relations, and units in words are low and remain low, but systems
thinking is high.

Convergent Production Figural thinking here is high and remains high. Their ability to
do convergent thinking is generally weak and needs strengthening since this
is the school-learning set of abilities and needs special work if they are to__
maintain achievement commensurate with their abilities. These areals° the
typical tasks involved in scholastic tests preparatory to college entrance..

DISADVANTAGED GIFTED WHITE STUDENTS

Cognition Like the other boys they come to school high in figural thinking and
maintain it. The cultural bias in the test is reflected in their preparation
for school which, except at the transformations and implications levels,
is strong: Later they become weak.

Memory On the whole low, except for the symbolic implications. The poor whites
in general do_ not have a set to remember when they come to school nor
is it strengthened except at the units in semantics level. Compar ing cognition
and memory, they are capable and do cognize and track especially in
semantics, but their poor memory evidences lack of expectations to remember.
It would be imperative to train rnemoryjn these boys because we find poor
memory regardless of the adequacy of the general molar 10 index.

:Evaluation Figural evaluations are ood. Semantic evaluation is not generally good
except for transformation.

Divergent Production This is a weak area for them, except for implications.

Convergent Production This is the highest of the three groups and indicates they will
perform convergent tasks better than the other groups. !t is difficult to
explain the weakness in memory by other than its causes in the poverty of
-environment. What they learn in school is reproduced as learned, however.

CONCLUSION

The patterns shown here for disadvantaged children with high IQ scores serve as general
indicators of the need for strengthened school curricula to develop certain intellectual skills.
However, in each Case, the individual profile must act as the main indicator for an individualized
curriculum. This is particularly the case if a district claims money for identifying these students
as gifted and wants a program which will allow for accountability.

It is apparent that schools in general do-riot improve the intellectual strengths which the
boys bring to school. In some cases the strengths are lessened. That is partly because schools
do not, as yet, teach to develop thinking skills in children. The_outside-school environment
contributes neither to the development of the skills nor to the enhancement of self-concept
and self-confidence.

SUMMARY

The need for basing curriculum upon a model such as Guilford's which allows for individuali-
zation according to unique intellectual profiles is obvious. This demands a whole new curriculum,
philosophy of curriculum, and teacher training approach. We can no longer expect that teaching

22
17



reading, writing, and arithmetic will teach childrer how to think, how to comprehend, how to
remember, and how to be creative in problem solving.

Bruch

PRO-CULTURAL MEASUREMENT: The Use of
the Abhreviated Binet for the Disadvantaged (ABDA)

1 The instrument was based upon normative data collected (Kennedy, 1963) in Southeastern
states on 1800,Black children, grajies 1 6. It is therefore most applicable to,similar child-
ren; primarily from segregated areas or a poverty environment.

2. The instrument is an adaptation of the Stanford Binet (L-M) based upon the selection of
the four items at each test level passed most successfully by the sample.

3. Preliminary studies (N over 100) indicate that re-scoring existing protocols of Black
children in Georgia results in an average gain in IQ of 5 points over the regular Binet I0,
and 6 points over the "starred items" abbreviated Binet IQ.

4. Analysis of the data according to the Structure of the Intellect profiling using Mary Meeker's
method reveals specific strengths upon which elementary Black students can be identified
as gifted. They will be outstanding in the particular cognitive areas indicated as cultural
"cognitive powers." These strengths and recommended test batteries and observations
based upon these findings follow. An additional hypothesized area of strength would be
that of behavioral or social intelligence, Evidences of peer group leadership and special
qualities of empathy or understanding of others should also be observed although tests
in these areas are relatively nonexistent.

5. A newly-designed profile method for charting the ABDA strength& has been introduced
for experimental use. Comparisons of strengths are noted that are well beyond MA and/
or CA as indices of giftedness or potential for such development.

6. The analYsis of,the cognitive pattern's which may be found in other culturally different
populations and similar identification processes has been suggested for use with normative
samples from such groups.

Curriculum could be based upon such analyses of: cognitive patterns, and experimental
efforts will be made using the ABDA data in Georgia.

Cooperating psychologists and educators are being sought for validation of these effortsond
for collection of data from successful Black adults and high school students on the "Life
Experience Inventory."

Structure of Intellect strengths of Black disadvantaged children on the Stanford Binet:

1. Visual and auditory figural content

2. Memory operations

3. Convergent production operations

4. Units and classes products (except sem ntic)

5. Systems products.

Recommended batterY of tests to be included in identification of gifted Black children (a
culturally biased battrry for Blacks):

1. Visual space relations tests

2. Memory items on various tests of ability and achievement

3. Tests in mbsical form
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Logical raasoning or problem solving tests

Tests involving all but verbal single units; tests requiring classification, particularly in
space relations

Items requiring under.nanding of the integrated ole- or the total system primarily
ot a space relations nature.

Observaiions of strengths as a means for identification of gifted Black children would include
strengths in:

1. Art and music

2. Spontaneous recall, extensive listing from memory
3. Complex problem-solving irTpractical daily activities
4. Awareness of details in descriptions, fluency of ideas, spontaneous ca egorizations
5. Visual synthesis in complex drawings; multiple musical or kinesthetic (dance or athletics)

perceptions of the whole organized system.

Figural fluency and figural creativity should also be testedand observed. The Stanford
Binet has no items reflecting this particular set of strengths of Black children. The figural
version of the Torrance Tests of Creative Thinking should be included in the battery of
recommended tests above.

Hatch

Background: High scores on standard intelligence tests have been the traditional way to
select mentally gifted minors. These tests are all cognitive measures which call for reproductive
or convergent types of thinking. The assessment of otherintellectual abilities has been en-
couraged to-widen the concept of giftedness. P,ofessionals in the field have long emphasized
the strong role creativity can play as a factor in determining giftedness. Not all gifted are
creative, but those with this quality show it by their divergent thinking. Thus, an assessment
of divergent thinking can give indications of creative ability, which in turn can manifest
giftedness.

The need for a simpfe way to assess creative potential through divergent thinking was
the basis for this instrument. J. P. Guilford (1968) setforth six factors of creativity and
these have formed the frameWork upon which the HISC was constructed. These-factors are:

Sensitivity to problems Persons who recognize problems usually are most apt
to work on them. When they do, they usually find solutions.
Fluency Persons who produce related ideas rapidly have a greater chance of
having significant ideas.

Flexibility -.Persons with greater spontaneity and adaptiveness have the
ability to approach a 'problem with nonrelated shifting perceptions. 1 hey
provide more alternatives to sblve problems.

Originality - Persons who provide rare responses of merit have an advantage
in creative output.

Elaboration Persons who can build on a given stimulus and enhanc i

with further insights and productivity produce ideas.

Redefinition Persons with the ability to transform a given stimuli into
something else evidence creative produCtion.
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Gowan

The identification, stimulation, or exploitation of exotic factors of intellect, specifically
those not usually identified in intelligence tests, has received considerable impetus from
f011owers of Guilford. Meeker (1969) devised ways of weightin Stanford-Binet items for
creativity and other structure of intellect factors, and Bruch (1968) reported a method of
getting a -creativity quotient" from the famous test. Gallagher (1968) characterized the
disadvantaged gifted child as a visual rather than an auditory learner, and noted his dependence
on concrete rather than abstract experiences. Miller (1964) reported a talent search in the
Pittsburg slum schools which found 2.6% of children in five Black schools had ICI's over 116.
Rogers (1968), after a Bridgeport study, felt that the superiority he found among disadvantaged
gifted students in visual art skills represents an area which can be exploited. Torrance (1964b)
listed a number of non-test indicators of talent for the disadvantaged. He cited evidence that
children in the 110-125 10 bracket may score high on creativity tests, and believed that even
lower 10 scores may yield creatives among the disadvantaged. He also suggested that one
can observe which children have the least need for guidance when planning an activity. They
can anticipate a correct solution when reporting their inner feelings and are aware of complex
issues. They take a hopeful rather than a defeatist attitude, come up with the most ideas in
a brainstorming session, and have the courage to lead and to stand on their ideas. As better
and newer tests are developed for the exotic factors of the intellect we will have better methods
of identification and hopefully will find more able disadvantaged children.

Farrell

The involvement of teachers in the identification of culturally disadvantaged gifted
learners in the Santa Ana Unified School District has added an exciting new dimension to
recognizing and involving talented disadvantaged learners in the gifted program. Following
legislative amendments cOncerning identification of gifted pupils in 1969, new dimensions
for qualifications-were outlined and new techniques for identification were encottaged.

A pilot program serving three elementary schools, in_grades K-6, was initiated in 1972
with the total commitment of six teachers who were anxious to identify gifted and talented
learners as early in their educational development as possible. These teachers were involved
in many discOssions about the culturally disadvantaged gifted and the common characteristics
of these children. These efforts were then developed into a screening instrument, listing
characteristics that were of ion observed in the classroom, on the playground, and'in the
community. Some of these characteristics include:

1. Outstanding ability in math

2. Venturesome, anxious to do new things

3. Readily makes money on various projects or activities

4. Is an entrepreneur

5. ResourCeful, able to solve problems by ingenious methods

6. Tells very imaginative stories.

7. Has mature sense of humor (puns, associations, etc.)

8. Can show relationships among apparently unrelated ideas.

The teachers discussed those characteristics with the staff at each of the pilot schools to
increase awareness of unique traits of potentially gifted fearners. Screening was carried out
in the three schools.
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Following the initial screening, the teachers met with the district psychologist uxiliary
support staff members, and the speech therapist to coordinate the idont

-Although each_candidate was also screened in a non-verbal testing
information, teacher ihout in the final selection vv1.-; iudned
was completed on each student prialuied tot the ri gi im,

A parent advisory committee was esmblished and teact leis me: :t.
interests of the children and to maintain open communication wit) Itn),
teachers, with parental input, developed a program that empha!ed (

language development, and .! positivu self-concept.

The pilot program in the Santa Ana Unit ied Schcol Distr lc t met w[fh
the total involvement and commitment 01 teachets ho were dedicofed se.io
identifying the culturally disadvantaged git ted.

Stallings

What is needed at this time are some alternative methods for the disL
. of the talents that we know exist among children tw.luse experiences haye rThen it
eight to ten block radius in an urban community.

Watson, in the forward of Reissman's book, The Culturally Deprived Child t

the heart of this paper when he states:

In the current flurry of concern over the git ted, most well to (A) t,diru,if-!-,
are pleased to think of their own children as being given well des,ot
consideration. Teachers are gratified because higher standards inn in yog
Yet, ,the great reservoir of undiscovered and undeveloped intellemiol
in America is not in the upper-class or upper middle-class neighbor-110nd,,
While the proportion of high 10'5 may be lower in undeiprivtlegefi ii 0,11;,

the actual ntimber of intellectually very br ight children in poor h()rhes
far in excess of those to be found in the relatively few homes oi
and professional leaders.

Our simply knowing that this talent existc is nrIt qi;f
tinue to waste-talented young people who could provide badly r leeded Ic der ctiij
communities and within this country. Who are these children7 How (Jo we identity
How can 1;,in a real world situation in which I have thirty to thirty-f ive physically a
people, light at least one candle? To these questions I have no absolute answers hilt
alternatives.

For so many years, the gifted child has been identified strictly by cognitive mer
eValuation. Terman's studies are an example of a very narrow concept of (tit tedne whii hi
thd primary goal was to measure within the realm of occupational hierarchy ft yo were
fortunate enough to be high on the professional scale, you were labeled successful Other
contributors to the field in recent years such as Robert Hovighuist (1961) have (1o/eloped

--other definitions 01 giftedness that lend flexibility to an already over-defined term In Ily
paper Havighurst's definition will be used:

We shall Consider any child gifted who is superior in some abili
make him an outstanding contributor to the welfare of and quality ()I
living i6 tbciety.

Havighurst's definition shelf apply in the remainder of this paper with d few
The terM first ordeiifted shall apply to the extremely gd ted r:hild, or the stcdent i he
upper one,percent of his class. The other children in the upper ten per(ent iii a giveli
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will be considered second order gifted. I t must be remember ed that we are now dealing with

the top ten percent of the class.
TI,0 student who nappons to fall in the one percent category in any community whether

urban or suburban is not Hid I spol. He will stand °et like a new coin. In a disadVantaged

school he will more than likely excel in tiulitruriiil as well ZIS enviionmental methods of testing.

He will be able to discern dii tererices ,91K) recognize similarities better than his peers, synthesize

and generalize better, or he may hflve outstanding ability in music, mathematics, or art. He may

be gifted at moving ; group toward a worthy goal and possess leadership.

The secondorder gi ted :-.hildren may be less easy to recognize in an urban disadvantaged

school, especially in using naditional methods of test ncb The parameters of the classroom may

alS() be too confining to produce some very creative and challenging moments for this population.

The term gifted will be used to identify those students who, through traditional es well as

environmental testing, score well above the average on cognitive, affective, and psychomotor
tests. Students who demonstrate a single btlent in one speciolized area shall he designated

talented Students who do not fall within the upper ten percent of their respective classes and

who demonstrate exceptional ability in applied performance shall be designated high potential.

Thin topic will be developed further in the techniques and procedures section of this paper.

Screening of students from limited educational backgrounds is not a task that can be

taken lightly. Traditional methods of testing may be highly predictable in surfacing first order
gifted students but teachers may find themselves confused in attempting to evaluate second

order gifted students with traditional methods of testing Teachers who screen urban children

with traditional methods of testing and who find themselves quoting scores that do not measure

up to traditional levels of giftedness are asked to read much of the present research on the
subject, such as Allison Davis, Social:Class Influence Upon Learning; A. Harrard, Social Status
and Intelligence; and Ralph W. Tyler, Can Intelligence Tests be Used to Predict Educability?

Measurement of urban disadvantaged students with traditional methods of testing by the
classroom teacher should be done with a very well defined understanding of the parameters and
limitations that this method of testing brings to the classroom From Hartford to San Diego,
I have listened to teachers ask why we haye to allw tliese tests to be given. They do not believe

the test scores include experiences the children bring to the testing situation. However, federal
program guidelines specify that in order to be funded, or re-funded, we must show test scores.

Holding children responsible for tests that are not standardized or sensitive to the needs

of urban students of limited educational background is %%Tong. To continue testing to satisfy
federal guideline) is to justify testing for the wrong reasons, which is criminal.

It is suggested that traditiorol as well as "teacher-developed" methods of evaluating
urban disadvantaged students be developed as screening instruments. Teachers are encouraged

to develop environmental methods of testing as screening instruments. Envrronmental or
culture-specific testing utilizes the radius of the child's community as contents for a screening
instrument. Street signs within an eight to ten block radius of the school measure recall.

Other creative methods can be developed by the classroom teacher.

For the evaluation of higher levels of learning, no child can manipulate objects or words
if his vocabularyAs limited or he lacks certain basic skills. Often urban children 'will find
themselves caught between double meanings within the same word. Such words as together

or cool in an urban community will have a completely different set of meanings than traditional
definitions of the same term. Analogies can also be very frustrating to a youngster who may
relate to terms in physical definitions instead of the process of cognitively manipulating the
items. Teachers and psychometrists who develop items within the radius of the community
in their screening process do not compel the students to spend fifty percent of their time
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unravelling a writ Id ol wonis to vhic_Th they have riot been expos- J d to which the,, cannot
be expected to be exposed iii t

Environmental testing can be accomplished by the teacher or a pera-professional. Of ten
the para-prolessmal nows the community and can bring a teacher many items from within
it that can be used to mdke up the contents of We environmental test. Teachers concerned
about how to structure such a test can borrow the structure of traditional tests usin(J environ-
mental content. In standardizing such an instrument the urban teacher or psychometrist
should use the instrument only to rank each individual classroom. Teachers should make no,
attempt at this time to generalize or interpret their classroom results with any other group.
In an unpublished dissertet ion (Stallings, 1070) a first attempt was made to standardize an
environmental testing instrument. (Jrban students in Hartford, Connecticut were tested on
an instrument in which ii or a,?nts ol the test woo derived dir ectly from the radius of the
urban child's community. Street signs, chc,,-hes,.barbershops, store fronts, etc., were used
Id meesure recall. A second community in Sun Diego, California is now being field tested
to determine it it is possible to develop an instrument especially for students froM
urban backgrounds in which the contents of the exam are taken directly from the child's
immediate community. It is hoped that a school psychometrist will be able in the near future
to isolate those items in an tirban community that have'a high rate of recurrence. The impot tent
task is to free the child from e,:,)osure to items with which he has had no experience, and to
allow him-to i';ancentrate on thc 4, of recall or manipulation of familiar items.

Teachers are asked to w,'a the two methods just discussed as well as traditional 'methods.
My methods, environmental testing, teacher observation, and peer evaluatiorCgathered by class
loedback in the form of a sociogram, are useful ways of identifying gifted children. These
procedures are recommended in making final evaluations as to student eligibility.

In evaluating each classroom, classify students as to the det initions given earlier. No two
classroom scores sbovld be compared. Each classroom is to be ranked only against itself.
Assuming the school groups classes homogeneously, students in the top one percent located
by this method ol screening should be labeled first order gifted. The next nine percent may be
considH-TI second order gifted. Those students demonstrating high potential and who score
below ten percent in one specialized area may be labeled talented. As many teac'-[,!rs know, the
real sleeper may not surface but will later demonstrate exceptional ability in ph%,Lically applied
performance. fhis is the most dif ficult individual. for teachers or screening methods to identify.
Unfortunately, we have more labels lor this individual than answers i.e., aggressive, slow, remedial;
overact ir,,o Often the best evaluation of this youngster is later found to be inaccurate,

,.:onsistent criterion teachers may use in identifying'gifted students is the depth
:itudents are ahleto respond to environmental items. Students asked to recall street

sig _ypes of automobiles-found on the block, when allowed to move deeper into the.
sub .t, will often show exceptionat-ability in giving details about things that happened on
thai reet. The number of responses to an'item should be considered important in evaluating
student performance. Students should receive strong approval for recalling a street name.
But, 'cots who can list aryv number of details that relate to a certain item are to be con-
sidere. -ry able itt their capacity to remember information. For evaluating higher levels of
think i teachers are encouraged to use the contents of the community in evaluating students'
cognitive or intellectual abilities. No student can manipulate or generate abstract reasoning
without the proper information to begin the task. Allowing students to work with familiar or
meaningful materials will enhance the gifted student's ability in abstract reasoning. The above
ideas will give teachers ef fective tool in identifying gifted children.
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Gallagher

One of the more confusing and fruitless searches available in the field of educational

measurement has been the search for a culture-free intelligence test which would avoid the
culturaf biases of the usual 10 test, It should be recognized that the assumption made is that
intelligence may be mislaid but not destroyed, The latest attempts in this direction have
been summarized by Karp and Sigel (1965). Most of these efforts have centered on attempts

to find tests on which students from culturally different circumstances or from lower social

classes do as well as their more advantaged colleagues. One can have compassion for this
psychological sleight-of-hand attempt to bring fairness to an unfair world.

The hard facts'are that unfavorable environment and circumstances do not provide the
linguistic development necessary for success in a complex culture which by its very nature is
built around verbal and linguistic Systems. Such talent suppressed is not easily regained. The

embarrassing question, not easily handled by those interested in culture-free tests, is as

follows: even if it were possible to construct such an instrument, what would we do with it
once we had it? Surely such a test will, not predict educational success when that success
depends on the very verbal development that has been carefully excised from the test.

SUMMARY OF RECENT RESEARCH ON THE,IDENTIFICATION
OF THE DISADVANTAGED GIFTED

Renzulli

A number of psychologists and educators who have wrestled with the problem of de-
fining human abilities have advanced the thesis that a variety of talents contribute to the
accomplishments of man. Early definitions of giftedness based solely on measuresof in-
telligence have largely ignored the existence of a much broader spectrum of highly valuable
human characteristics. In view of the heavy cultural loading of most standardized tests of
intelligence and achievement, it is apparent that an identification process that depends

mainly on traditional measures of performance will discriminate against youngsters who
have not participated fully in the dominant culture. Attempts to circumvent this problem
through the construction of culture-free or culture-fair intelligence tests have failed to

yield measures that neutralize the influence of important factors in mental growth, such

as perceptual and linguistic deprivation, the repression of constructive play activities, fam-
ily insecurity, limited adult role medels, and the effects of inferior school experiences.

Thus, it seems safe to conclude that both traditional and so-called culture-free tests have

had the effect of creating a limited conception of the abilities which our society values.
Both reffect the emphasis which the dominant culture and formal education place en the
ability to deal effectively with language, symbols, and abstraction.

In recent years a Tirowing number of theorists and researchers have provided us with

a much broadened conception of the nature of human abilities. Foremost among the newer
models is the well-known Structure of Intellect cube developed by Guilford (1967) and
his associates. This model consists of a three dimensional classification system designed to

encompass and organize 120 possible talents according to (a) the type of mental operation
employed, (b) the content involved in the thinking process, and (c) the type_of product
which results from the act of thinking. Williams and Eberle (1967) developed'a similar
model which identified 23 classroom teaching strategies that can be used to develop seven
productive thinking operations in various subject matter areas, while Taylor's (1968) multiple
talent model isolated an additional set of distinguishable abilities in areas such as creativity,

decision making, planning, forecasting, and communications.
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Taylor (1968) suggested a grouping of talents based on the world-of-work needs and
pointed out that if we limit ourselves solely to academic talent, only the top 10 percent
will fall into the highly gifted class and only 50 percent of our students will have a chance
to be above average (i.e., above the median). On the other hand, if we measure students
across several different talents, the percent of highly gif ted students will increase tremendously:

When we arrange a group of students oh each of several talent ladders,
those at the bottom of the old academic talent ladderthose heretofore
labeled educationally deprived--will rise as a Subgroup to be almost
average as far as each of the other five types of talents are concerned.
A third or more of them are likely to be above average on each new talent
ladder. Since we have not been reaching these students, we should try
eliciting as many different talents as possible. If we succeed, then those
who had not been flourishing in the old talent area will discover some areas
where they are promising individuals and perhaps even star performers.

Thus, the application of a multiple talent approach in our schools will result in greali,
numbers of students achieving higher degrees of success both in and out of school. According
to Taylor, a natural by-product of this approach will be an increase in the student's individuality.
Each student will experience and display his own unique profile across talents and will thus
become more self-directed.

The taxonomies developed by Bloom (1956) and Krathwohl, Bloom, and Masia (1964)
provide another classification system for isolating cognitive and affective processes that clearly
identify dimensions of man's repertoire of behaviors. These behaviors often are not measured
by traditional tests of intelligence or are buried in the general scores which many of these tests
yield. A good example is the limited range of abilities sampled by the Scholastic Aptitude Tests
(SAT). According to a recent report by the Commission on Tests (1970), the SAT has been
found to be mainly a measure of developed verbal, mathematical, and reasoning abilities, and
thus it fails to take account of the educational potential of college applicants who for one
reason or another have been educationally disadvantaged. The Commission has recognized
the need for a broader conception of college admission criteria and has suggested that the
SAT be expanded to include measures of the following abilities:

1. Adaptation in new learning situations

2. Problem solving in situations that require varied cognitive s yles and skills
a Analysis, search, and synthesis behaviors

4. Information management, processing, and utilize ion skills
5. Nonstandard information pools

6. Comprehension through experiencing, listening, and looking, as well as reading
7. Expression through artistic, oral, nonverbal and graphic as well as written symbolize ion
8. Characteristics of temperament

9. Sources of status of motivation

0. Habits of work and task involvement under varying conditions of demand.

The CoMmission further suggested that test procedures should be redesigned (a) to broaden
the varieties of subject matter, competencies, and skills assessed; (b) to examine achievement
in a variety of contexts; (c) to make greater Use of open-ended and unstructured_indicators of
achieVement; and (d) to assess non-academic achievement such as social competence, coping
skills, avocational skills, and artistic, athletic, political, and mechanical skills.

3 0

\



26

With these and other models to assist in defining and classifying a variety of human
abilities, the next step should consist of the selection c,r development of appropriate instru-
ments to identify a broad range of talent potential. Bruch (1971) suggested using Guilford's
model to diagnose dif ferent patterns of abilities reflected in existing test items and to specify
factors and clusters Of factors that represent the strengths and weaknesses of particular
individuals or cultural groups. Tests then could be designed to fit cultural strengths, and such

tests could be used to measure both conventional abilities and those talents which are valued

most by an individual's own culture. Bruch further suggested a case study battery for the
identification of gifted disadvantaged youngsters that would include a profile of their strengths
and developmental needs, ratios of time in school to developmental levels and achievement
levels, and an analysis of positive and negative factors (both sociocultural and personal) which

either enhance or inhibit further development of talents.

Additional strategies for identifying hidden talent among the disadvantaged have been
developed by Torrance (1969a). Through the use of instruments such as the Torrance Tests
of Creative Thinking (Torrance, 1.966), youngsters are given an opportunity to respond in
terms unique to their own culture. Such an approach avoids the problem of evaluating the
child through experiences that are common to the dominant culture, and at the same time'
helps to create'a psychologically safe atmosphere which will motivate him to put forth his
greatest effort. On the basis of research studies carried out with disadvantaged groups, Torrance
(1964c, 1967) has identified the following set of creative characteristics which he found to
occur with relatively high frequency among disadvantaged children:

1. High nonverbal fluency and originality

2. High creative productivity in small groups

3. Adeptness in visual art activities

4:=:, High creativity in movement, dance, and other physical activities

5. Ability to be highly motivated by games, music, sports, humor, and concrete objects

6. Language rich in imagery.

Research conducted bi Torrance and his associates over a period of 12 years has led to
the conclusion that children of economically deprived and minority cultures seem toperform
as well as those frorn any other grOup, In a recent review of the literature dealing with the
use of the Torrance Tests of Creative Thinking, Torrance (1971) summarized the results of
15 research studies which focused on the creative,abilities of low socioeconomic and minority

group children. Generally these studies indicated that although whites surpassed blacks on
verbal measures, there were no significant differences on scores of figural fluency, flexibility,
and originality, and in some cases the so-called disadvantaged groups surpassed the middle
class groups. Although measures of intelligence have been found consistently to correlate
positively with socioeconomic status, the research summarized by Torrance seems to indicate
that creativity bears little relationship to factors such as race, social class, and level of parental
education. Thus a convincing argument is presented for a relatively culture-free method Of
identifying a bountiful supply of creative talent. Torrance (1971) expressed the belief that
in many ways the life experiences of low socioeconomic youngsters may actually be more
supportive of creative achievement than the experiences of more advantaged children.

'Their lack of expensive toys and play materials contributes tci their skill
in improvising with common materials. The large families and life styles
of disadvantaged families develop skills in group activities and problem
solving. Positive values placed by their families on music, rhythm, dance,
body expressiveness, and humor keep alive abilities and sensibilities that
tend to perish in more advantaged families-.
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Thu recently developed Alpha Biographical Inventory (Institute for Behavioral Research
in Creativity, 1968) provides another strategy for identifying creative talent among disadvantaged
and mibority group youngsters. This instrument, consisting of 300 items through which an
individual is asked to describe himself and his background, is based on the belief that past
behavior, experiences, ancl self-descriptions can be used as indicators of future performanc.
A number of research studies carried out by the developers of the Alpha indicate that it can
be used as an aid in identifying a number of dif ferent talents which are important for both
academic performance and performance in a variety of work situations. The significance of
this instrument lies in the fact that Creativity scores and scores on a number of other factors
bear little or no relationship to race. In other words, for certain abilities the Alpha-does not

iscriminate against persons from racial minorities.

The Subcultural Indices of Academic Potential (SCIAP, Grant & Renzulli, 1971)
is another instr ument designed to take account of problems of test bias, the cultural dis-
tinctiveness of minority group members, and the growing concern on the part of.high schools
and colleges to identify high potential minority group students for supportive educational
programs. The instrument consists of 145 items which ask students to indicate how they feel
about themselves and how they would react in situations that are common to their everyday
experiences. There are no right or wrong answ to the SCIAP items; rather, the instrument
yields a profile that points out student preferences and learning styles in areas such as the
organization and management of information, commitment to social responsibility and
leadership, flexibility in social situations, originality in cultural context, initiative and persist-
ence, sol f-concept, attitudes toward education, and support of family and school toward
continuing education.

Two additional considerations should be pointed out in discussing the issue of identification.
First, one of the major characteristics of the disadvantaged is their failure to master the linguis-
tic and grammatical structures of the dominant cutture. For this reason it is necessary to develop
identification strategies which are not language dependent. Furthermore, because mOst young-
sters have a greater facility with the spoken rather than the written word, it is especially important
that the disadvantaged child not be required to write down all of his responses. Tape recorders
can serve in uncovering higher forms of thinking which might otnerwise go undetected because
of limited writing ability.

Finally, the identification of talent potential among the disadvantaged should be a con-
tinuous process that begins in.the early years and is carried out with unusual frequency. Until
more and better predictive instrumentsare available, talent searches should take place io the
classroom on a regular basis. Because of the dynamic nature of abilities such as creativity,
efforts to make long range predictions,should be replac J with frequent assessments of a
variety of talents. These assessments should be follov.. J by carefully designed classroom
activities which are constructed specifically to enhance those talents which have been identified.

Baldwin

In the past decade volumes of material have been written on the sociological and cultural
reasons why disadvantaged children score poorly on standardized IQ tests. We're in general
agreement that these sociological and cultural factors defy the usual measurement techniques
and consequently render us unable to assess quantitatively the intellectual functioning of a
student termed disadvantaged.

When the term identifying is used in educational circles, an instant response word is
usually the word testing. This is ironic when, in fact,.in an era of research and technology,
tests can be considered a reinforcement of an obsolete way of evaluating human talent. Many
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programs for gif ted children still use traditional intelligence and achievement tests for identifi-
cation procedures. However, it is commonly known that many programs for gifted children
use non-test methods as well as tests of creativity for identification purposes.

The title of an interview article in a recent issue of Phi Delta Kappan (October, 1972)
read, -Goodbye 10, Hello El (Ei tl I ndex)..' This article carried an explanation by Ertl of
his neural efficiency analyzer which measured the speed with which information is transmitted
from one neuron to another neuron in the brain. He theorized that the speed and intensity of
response by the brain to stimuli Is related to the capacity of individuals to process cognitive
or affective stimuli. Ertl said in his interview with the Kappan reporter,

This measurement is only peripherally related to intelligence as clef ined
ase score on an 1 Q teS the criteria I am using for test validity are
medically based rather than related to psychological test scores.

The typical definition of IQ as referred to by Ertl is that it measures hdw efficient the environ-
mental background has been during the total life of the individual in stimulating him in the
performance of increasingly complex cognitive tasks. In the same article there were published
comments on Ertl's instruments. Some of these comments were as follows:

the neural efficiency analyzer may be the technological breakthrough
that will end culturally biased intelligence testing. I am not clear about
the morality of the whole thing I am sure... that 10 tests have been
misused absolutely disgracefully.. This test is better and... the potential
for misuse is less. .

In my view, Ertl's creative idea is a positive step in the direction of non-biased testing.

Ertl incidentally became interested and determined to discover another way of identifying
intelligence or potential when he received an equivalent IQ score of 77 during his graduate
study in psychology. Ertl had just come to this continent and in a.sense could have been con-
sidered disadvantaged, He commented further in the article that he didn't know which factors
of the intellect were important for survival; it might not be the ability to get a BA, degree from
a university. Perhaps success quotient is a better title than intelligence quotient.

Along with this same-dine of thinking, we find more and more that terms such as "developed

ability" are being used instead of 10.

Guilford (1968) discussed limitations of conventional tests saying, -The tes s sampled
relatively the more routine mental operations," Taba (1966) has stated that

.. the instruments used for testing intelligence identify only a particular,
limited potential, largely, the capacity to manipulate verbal symbols and
abstractions.

Guilford in his analysis of test results of identical 10 scores discovered that those children
tested were very different intellectually. They were weak or strong in entirely different areas
In the case of two boys with extremely high IQ scores, one was very strong in verbal ability
and weak in the area of math while the other student was extremely strong in math and
considerably lower in verbal skills.

Guilford's (1955) "The Structure of Intellect- has exposed 120 facets of the intellect
for the consideration of test makers and curriculum and/or instructional technicians. Un-
fortunately, our present tests have used a very small percentage of these 120 facets of the
intellect. I'm happy to report that progress toward isolating and testing for these specific
areas is being made by Mary Meeker, Catherine Bruch, and others.
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Considering the structure of the intellect and its three facesproducts, operatinn, and
contentand at the same time removing oneself from the so-called standard culture, one
realizes that the Indian on the plains, the rural student on the farms, the woman in the home,
the Mexican worker in the field, and the Black man in the inner city all have shown exceptional
use of the varying combinations ol products. operations, and content in their effort to survive
overshelming odds. All of these disadvantaged persons are using mental processes with dif-
ferent levels of proficiency. They are using as content those sociological items which are
farnihar to them. Therefore the first step in the identification of the disadvantaged gifted
should involve an assessment of the level of activity of the mental processes of the subjects.
The second step should involve the analysis of areas of their strengths and weaknesses as
measurable by current popular tests.

The first step would involve development and use of techniques which are relatively
strange to us now. The various facets of the intellect would need exemplars of observable
behaviors, which indicate great capacity within these areas.

Recently in a private inquiry I was conducting I asked a group of Puerto Rican teachers
to give me some examples of behaviors not related to academic achievement which led them
to consider a child as gifted. A few of their examples were as follows:

1. A second grade child prefers to make up his own musical instruments instead of
copying those from the pictures.

2. Child fantasizes or uses many resources to fabricate tall tales.

3. Child is curious and asks questions like, "Why don't people fall off the ea h?"
4. Child has insatiable curiosity.

5. Child is able to grasp inconsistencies.

Even on this level it is apparent that teachers are regularly using non-test methods to identify
so-called gifted students.

Many researchers have experimented with methods which permitted the examiner to use
data from sources other than the standardized IQ test in identifying gifted students.,Renzulli,
Callahan and Hartman (1970) have developed a teacher rating scale which serves as a means of
identifying by observation. Some researchers have been working with a classification of act-
ivities of the disadvantaged as they are related to the structure of the intellect (Torrance, 1968).
Biographies of great men considered disadvantaged are being analyzed to discover indices of
their brilliance. Clifford StaHings (1972) has advanced the idea of environmental testing in
which familiar environmental sysbols of the community are used to measure recall.

Torrance and Khatena (1970) have devised a screening device for identifying creativity
in gifted adolescents and adults. The instrument is entitled "What Kind of Person are You?"
It is based on introspection and self-concept, Torrance's (1966) tests of creativity are well
known and have been used quite extensively as a method of identifying the gifted disadvantaged.
Catherine Bruch's (1971) initial results from her experimental work with the Abbreviated
Binet for Disadvantaged (ABDA) show that the ICI is raised an average of five points when
re-scored using the ABDA methods on protocols of Black children.

The Alpha Biographical -Inventory (Institute for Behavioral Research.in Creativity, (1968)
gives us another strategy for identifying creative talent aMong disadvantaged. The developers
of Alpha incate that it can be used as an-aid in identifying talents which are necessary for
academic.wrTk as well as a variety of Other work situations.

It seems to me that a concentration of research in the clarification of behaviors which
signify the various mental processes wil1 make observation or testing sessions much more
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meaningful for the disadvantaged. More significantly, such ef forts will place at the,disposal
of those persons faced with identifying the disadvantaged gifted a more consistent system
of procedures.

The secondjtep, which involves the analysis of a student's strengths and weaknesses,
should make use of such methods as puzzles and recall tests. Tests should be used to point
out weaknesses in various areas tor the purpose of exercising these areas and thus strengthening
them, Sensible use of current identification instruments should point out weaknesses but
should not obscure capacity in mental ability.

Reports by Nancy Bayley (1965) on the motor test scores of infants indicate that
environmental factors begin making a difference in responses to tests after the first year.
This finding by Bayley, along vvith basic ideas of my own, lead me to suggest that we begin
our identification at an early age. Instructional procedures should involve exercises which
would stretchall areas of the intellect and, as this is done, children with outstanding capacities
will emerge.

To summarize my presentation on identification of the disadvantaged, awareness of the
environmental, sociological, or cultural differences of individuals and the influence of these
differences on exhibited behavior should be the prerequisite understanding ot those persons
directly or indirectly involved in identification. It is then necessary for these same people to
have a thorough familiarity with the mental processes as presented to us by Guilford, Piaget,
Bloom, and.others, and a familiarity with an open-ended list of exemplars of these processes.
Next, an analysis of weaknesses should be used for prescriptive purposes, with the idea that
follow-up identification techniques will also be employed. Since environmental forces play
such an important role in intellectual development`early intervention followed by circular
diagnosis and intervention should be of prime consideration.

All groups of disadvantaged children use various mental processes in their everyday
movement through life. Cultural stereotypes have often created a mental block as steps have
been taken to identify these procesks. Consequently, our perspectives have been limited.
I'm reminded of T. S. Eliot's poem, "Family Reunion.-

But the circle of our understanding is a very restricted area.
Except for a limited number of strictly practical purposes
We do not know what we are doing;
And even, when you think of it,
We do not know much about thinking.
What is happening outside the circle?

On every level concerned with the job of identification, we must unlock hur set and
established thinking patterns ahd explore new avenues of research. We must enlarge our circle
of identification so that the question posed by T. S. Eliot's poem may yet be met by the
affirmative response that we are finding out what is happening outside the circle.

r-
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PART TWO

PROGRAMS FOR DISADVANTAGED GIFTED STUDENTS

While effective identification procedures are of paramount importance, they are wasted
if the program that follows does not meet the educational needs of the identified students.
A number of presenters at the conference were closely involved with programs for the dis-
advantaged gifted and they shared their valuable experiences with other participants.

P9rt Two contains two topical areas. The first is related to administrative provisions
for programs for the disadvantaged gifted. Essential to any successful program for the dis-
advantaged gifted are those administrative procedures which create a foundation of support,
both in terms of personnel and funding, which will insure the program's continuance. Edu-.
caters who concentrate their efforts on the day-to-day needs of students and teachers in the
classroom with the vague hope that administrative backup will'somehow naturally result
have in the past seen their plans, strong though they may be, die for lack of adequate support.
Hence it is incumbent upon those interested in the educatipn of the gifted to build delivery
systems of support at the federal, state, and local levels. An important step in this direction
was taken by the United States Office of Education in its establishment of-the National/
State Leadership Training Institute on the Gifted and the Talented in 1973.

Following this topic is a compendium of the preSentations which outline specificOrogram
considerations for the disadvantaged gifted.

ADMINISTRATIVE PROVISIONS FOR PROGRAMS FOR THE
DISADVANTAGED GIFTED

Sato*

The National/State Leadership Training Institute on the Gifted and the Talented (N/S-
LTI-G/T) has been established to assist each participating State by training a team to plan
end implement programs for gifted and talented children and youth. This project has been
funded by HEW/USOE through EPDA funds to the Office of the Superintendent of Schools,
of Ventura County, California. Project headquarters is located in Los Angeles, California.

The USOE Commissioner's Report to Congress, Education of the Gifted and Talented:
Report to the Congress of the United States, 1971, recomMended that national leadership
training institutes be held "... to upgrade supervisory personnel and program planning for
the gifted at the state level.- The N/S-LTI-G/T has been set up specifically to meet this
recommendation through the following objectives:

1. To establish and maintain a working communication network among central Office
of Education, Regional Offices of Education, States, Local educational agencies

2. To formulate and .initiate State and Regional team activities involving unique
planning and program development for the gifted and the talented

To train selected individuals both nationally and regionally at regular training
institutes or workshops (of sufficient duration)

4. To develop, reproduce, and disseminate some appropriate documents, publications,
and media products on the gifted and the talented through N/S-LTI-G/T-sponsored
workshops and institutes

"Information in this section has been updated due to project reorganization since this conference.
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5. To increase public consciow ess, a areness, and knowledge about the gifted and

the talented.

As a major means of accomplishing these objectives, three two-week L.- adershib Training
Institutes (LTIs) are being conducted each summer through the Summer of 1975. Each LTI
trains up to five persons from each of the 10-16 participating educational agencies. Faculty
and consultants are hired to conduct these Summer LTIs.

The full-time Director is Irving S. Sam; Executive Director is David M. lackson,

Gallagher

When one thinks about getting the government to help with problems, the usual move
is to say, "Let's pass a law,- and indeed that is one major avenue oi support. However, there

are two other branches of the government, and each one of these has a potential role to play
in further governmental efforts on behalf of the gifted. While the judicial branch of government
traditionally has not been brought into play in this area, it has acted in the field of the handicapped
where major recent court decisions have reaffirmed the right of every American child, regardless
of his problems or characteristics, to an edubation related to his own needs.

However, important moves.have been made for the gifted last year within the executive
branch of government. Stimulated by a Congressional request for a status report, the Office
of Education initiated a series of regional hearings. A number of positive steps have been taken
through the executive branch without recourse to acttral legislation. One of the most significant
of these, of course, has been the establishment of the Office of the Gifted and Talented within
the Office of Education. Although the staff is small, cohsisting of two persons, that is more
than we have had before and is symbolically important.

Commissioner Marland, now Assistant Secretary of Education, has pledged his own interest
in this area and has encouraged some of the earlier developments of this program. One significant

move has been the establishment of the National/State Leadership Training Institute, with an
initial grant awarded to the Illinois State Department of Instruction. The Institute will be designing

and developing a series of planning and training activities, communications services, and manage .

ment support services to help program specialists improve the quality and extent of coverage of

present activities.

In each of the ten regional offices of the Department of Health, Education, and Welfare,

one of the professionals has been assigned responsibility for education of the gifted. This person
will serve as a nucleus of an action team involving specialists in gifted education from each

state, regional staff, and other people interested in education of the gifted. A national information
center for the gifted and talented will be established at the Council for Exceptional Children in
Washington, D.C. Hopefully some funds will become available through Title V, ESEA, which is
designed to strengthen state departments of education. One of the clear ways in which to strengthen
our efforts, of course, would be to hire and train state specialists in educating the gifted.

Finally, some small amounts of research money are available to conduct a national field
survey to identify successful programs in this area. A research and development effort by the
Southwestern Educational Development Laboratory to test prototype materials and to identify
gifted and talented childf'en among bilingual and minority groups will also be supported.

In an innovative effort, a special program was established with the Explorers Clup which
allowed a small number of gifted youth to gp on world-wide explorations with established
scientists. They went to Greece on marine archeological digs, to Canada to view a solar eclipse,

and to Nyiragongo on a volcanological expedition.
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All of these ef for ts are reasonably small, but they carry much prdmise. We hope that the
executive branch continues to show the vigor and interest in this program that it has to the
present time. Many good things can happen through the existing efforts of the staff of the
Office of the Gif ted and Talented in cooperation with those in the field who sincerely want
to help.

While in Washington, I found that people who do not deal directly with education still
conceptualize education as being a very simple process, primarily involving the direct contact
of the teacher and the student. The notion .that education is a complex business rivaling in its
organizational needs large corporations, labor unions, and other major elements of nur society,
is very imperfectly understood. It is useful in this regard to try to help the public and decision-
makers distinguish between two major parts of the educational ef fort. One is the direct delivery
of educational services, which means the direct contact of the student with teachers ard the
materials of the educational process. The second part is the various supportive educational
services needed to insure that delivery occurs at the right place, at the right time, and with
quality. Indeed, the direct services and supportive services of a program are like the two horses
pulling a carriage. They must advance together if the trip is to go smoothly.

Unless 10% to 15% of the total budget is provided to supportive services of the total
program, it is unlikely that anyone will have much of a quality education program. The nature
of such supportive services is as follows:

1. Research and development to provide us with more effective programs and procedures
2. Training activities to guarantee a continuing flow of quality manpower
3. Demonstration activities to illustrate new and better programs
4. A planning and evaluation effort to help allocate resources wisely
5. A communications system to help educators keep in touch with new developments.
The attractive part of placing major emphasis on supportive services is that they provide

us with the essence of quality education without the huge major costs that are inherent in the
problem of the direct delivery of educational services to huge numbers of children. I clearly
support legislation to improve these support areas in preference to a massive teacher subsidy
program that in my opinion would have no chance for passage.

Frierson, in a recent review, remarked on the great increaseof interest in the area of
research studies on the stimulation of creativity arid giftedness. Unfortunately, it seems that
that great interest is shown in small quantitative studies rather than ih larger major ideas. This
is probably symptomatic of the field of the gifted. Major research programs are rarely carried
Out and the funds for such programs are rarely available. So the literature is filled with small
master's theses, doctoral dissertations, or studies that various professors can do on the side.

-f we have learned anything in the last few years in research, it is that major findings and
major developments require major resources to be allocated to these probiemS, so part of any
support bill should be enough resources to allow for significant research and development efforts
in this major area.

One of the requirements for getting useful federal or state action is some degree of realism.
We are, for example, fond of talking about providing more teachers who are skilled in working
with gifted and talented students.. However, a report by Martinson, reviewing the current status
of gifted children, suggests that, with a modest level of 2% of the students being considered
gif ted, a minimum of 44,000 specially trained teachers would be needed to deal with that
number of youngsters. It is quite clear, from the lack of training facilities and the total im-
possibility of training a number of that magnitude, that the focus of the program has to be
on sOmething other than tf-e training of the claSSrOorn teaCherper se.
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With the state of funding the way it is these days, it appears that we are going to
discover the fine art of scrounging. This was a highly descriptive term in World War II and
afterwards, denoting the ability of people to find resources in all sorts of unusual places.

When I was in the Navy we had another term for it, the "Midnight Requisition." While

we probably should not he about too much Midnight Requisition, we should be alert to any
and all possible openings thaLcan occur that can provide a wedge to eXcite the public, to
interest them, and to demonstr-Re what can be done in a program that has some imagination

and drive.

One of the best recent examples I have seen of the characteristics of scrounging is

provided by an imaginative bureaucrat, Bob Radford from the Regional HEW office in

Seattle. He is proposing to the Department of Defense that some of their military air
transport planes might very well be used to carry some gifted youngsters on exploration
teams to expedition sites in various parts of the world. If the money spent in travel can
be picked up on by military air transport, then there is that much more money left over to
be spent on new children coming from inner-city programs. Such children could have their
first exciting experience with a model that provides them with a pattern of behavior and a

style of life that could be well imitated when they return to the United States.

There are relatively few programs described in the literature thattocus on the culturally
different student of high academic potential. In most instances the emphasis has been on
students from these sub-cultures who are in serious academic difficulty and major attempts
are being made toward remediation. In some respects this would seem to be an inadequate
strategy. A better one might be to deal with those disadvantaged students who have strong
leadership.potential and high intellectual talent that will enable them to stimulate and develop
the potential of their cultural subgroups.

One distinctive program reported in the literature by Tisdall (1968) was a residential
high school for intellectually gifted but culturally disadvantaged children in the state of
Kentucky. This program fOr ninth and tenth graders was coeducational, non-graded, and
racially integrated. The school was located in a rural area of Shelby County, Kentucky. The
objectives of the program were to provide a high school program preparing students for
admission to colleges and universities, remedial instruction for talented students not living
up to their intellectual potential, anld, incidentally, to provide us with more information
about such students. Of the 400 students attending, the average Wechsler IQ was 121. Con-
sidering the sociocultural background of the students, WS reasonable to believe that their
aptitude was considerably higher. Upon entering the program, it was found that these students
were quite under-motivated and indifferent toward learning. They didn't know how to study
or organize their work, were oriented toward short-range goals, and had a significant_disregard
for the fine arts. They liked structured activities and, as Riessman suggests, preferred concrete
to abstract learning experiences.

While the program content was not unusual for high school, irtcluding the Standard
science, social studies, English, language, etc., the emphasis was on individual and small group
instruction, with no class-having more than twelve pupils The general estimate of the faculty
was that although only 10% of the students who entered the school in September were achievers,

at the end of the first year about half of the student body had become achievers, with students
winning prizes in national mathematics and writing contests. Several were accepted in the
Upward Bound programs.

One of the unhappy postscripts that has to be applied to this description is that the
program itself was disbanded after a couple-of-years. This was not due to a failure of the program
itself, but rather to the social and racial problems that were generated by its interracial
character in a sduthern state.



The ideas suggested by Riessman listed at the end of this article lead to certain kinds of
prograrn outlines,

The culturally different gifted like to deal directly with experience rather than with words,
they.are externally oriented rather than introverted, and a strong structurechprogram is desired.
All factors suggest to me that one of our major efforts should be t extend the program beyond
the traditional school walls and to.involve the community surrounding them. The need for an
_appropriate model of behavior with which the talented youngster can identify has a solid
theoretical base in ihe work of Bandura and his followers. It is the best insurance that constructive
patterns of behavior will be the outcome of an enhghtened educational program.

Can we develop a program that will allow the gifted to leave the school for a period of
time and spend that time in a business, in a laboratory, in a doctor's office, in a community
service progri-m, in those places where they can learn tne essence of ,our culture? In these
situations they can learn about the productive dimensions of this culture and not the destructive
culture or ecology in which many of them may be immersed. In this respect we may have to
go, not to the federal,government or the state department of education, but rather to private
sources, such as 'industry or foundatiOns that are looking for constructive ways to use their
own energies and reK)urces and areiturned on by such a concept or idea. We are going to
have to-scrounge, ladies and gentlemen, and I can only hope that scrounging will be good for us.

_PROGRAM AD4USTMENTS FOR CULTURALLY DIFFERENT GIFTED*

Special Characteristics Educational Change Implications
Physical and visual rather than aural Presentation of material should be concrete with

a minimum amount of time devoted to teacher
lecture or extended discussions; i.e., students
should do experiments or go on field trips prior
to discussions of general concepts. Role playing
an effective device.

Content-centered rather than form-centered The emphasis on inquiry training and creativity
should be replaced, at least initially, by what is
to be learned. The learning of a process or method
of attack in problem solving is a more abstract
concept and these students often are not ready
to consider that.

Externally oriented ra her than introspective Children from limited verbal environments tend
not to be introverted or introspective and will
not respond well to requests for self-examination
of their own feelings or thoughts. They'require
the stimulation of concrete, external sources.

They should be presented with specific situations
which only gradually lead to inductive thinking.
The use of academic games and role playing
brings forth the concrete and motoric response.

Slow, careful, and patient ra her than There is a temptation to skip steps and leap for-
quicR clever, and flexible ward with gifted students. This should be r'esisted

and a methodical, orderly progression from one
step to the next is needed.

Problem-centered rather than
abstract-centered

R iessinan, F., -The Slow Gifted Child,- in Gallagher, J. (gd.), Teaching Gifted Students, Boston, Allyn,
and Bacon, 1965.
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Special Charateristics Educational Change Implications

Need for structure and con rol The elements of progressive education such as
permissiveness, introspection, flexibility, and
lack of discipline and authority are ill-suited
to this group. There is a need for firmness and
structure, particularly in the beginning program
stages.

SPECIFIC PROGRAM CONSIDERATIONS

Ballinger and Schrecengost

The Mentally Gifted Minor (M.G.M.) program in the Pleasant Valley School District is

one example of what a small school district can do to meet the needs of its identified gifted.
The district is located in Camarillo, California, a semi-rural area about-fifty"miles from univer-
sities, museums, and cultural eVents of major significance. The pupils might be considered
disadvantaged from this standpoint, plus the fact that twelve percent of the M.G.M. pupils

are culturally different and eight percent of the total M.G,M, enrollment consists of gifted
low-producers who exhibit learning disabilities.

The Pleasant Valley School District has eight elementary and two intermediate schools,

and six thousand Pupils. In 1969-70 a committee of teachers and administrators formulated

a plan for an M.G.M. program at the elementary level. It was decided at that time that a pull-
out program with seminar-type classes would be the best course to follow. The proposal was
submitted to the state and the program began in September, 1970, with one hundred fifty
pupils in grades two to six, and two teachers. It has since expanded to two hundred eighty-

eight pupils, three teachers, and one teachers' aide.

There are several Pleasant Valley schools in which there are only one or two identified
gifted at one grade level. Overlooking the needs of this minority would be easy if each school

were totally responsible for meeting the needs of itS Own gifted students, So pull-out M.G.M.
classes seem to be the best way to serve these pupils at this time

The enrichment classes (as they are called) are housed at one school in a quadrivium, a

distinct advantage for team teaching.

The M.G.M. pupils in grades two to five are bussed twice each week for ninety-minute,
periods. These class times alternate so that no child misses the same time in his own class at

his home school twice in one week. Sixth grader's attend only once each week, but for an
entire morning. The two.hundred minute minimum weekly requirement set by the state is

met by class tiMe of 180 minutes, several all-day field trips, and-home projects throughout

the year.
Each M.G.M. teacher has six groups of sixteen pupils. Two preparation periods per week

are also included in the teachers' schedules, enabling them to plan curriculum and field trips,
contact speakers, and order materials.

Pull-out programs are generally more expensive than cluster grouping or some of the

other approved kinds of programs for several reasons:

1. Extra teachIrs must be provided for the M.G.M. program.

2. Extreclassrooms must be provided and equipped with special kinds of equipment

and supplies.

3. Tra-nsportation must be provided from home schools to M.G.M. classes.

However, there seem to be several advantages to a pullout M.G.M. program, especially for
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small school districts. The opportunity for gifted students from several schools to work together
helps them become aware of their own strengths arid weaknesses; students can be placed in
groups smaller than regular class size which allows for greater individualization; they are
provided with special equipment and materials which are not usually available in regular
classrooms; they can have specially trained teachers who are cognizant of the needsof gifted
children; and there are more opportunities to have outside speakers come into seminar-type
classes. Field trips and guided tours can also be upgraded at least two years above grade level
for p group of gifted students.

In developing a curriculum for the Pleasant Valley Schools M.G.M. program, an effort
was made to choose subject matter which Vvould be "qualitatively different- from the curriculum
used in the regular classrooms of the district. However, in doing so, it was apparent that with
the constantly changing curriculum and the freedom of classroom teachers to teach a variety
of subject matter within the curriculum, it would be difficult to choose subjects for enrichment
that did not overlap those subjects included in the district's curriculum.

At the same time, the real meaning of "qualitative differentiation was becoming more
clear, and it was felt that the Pleasant Valley M.G.M. program could be made different not
through choice of sUbject matter but through method of presentation, materials used, and
activities. A curriculum which develops a feeling for large concepts rather than for the
collection of data would seem to be saRpropriate for gifted children. The real criterion
would be the provision of acti-Vitieswhith involve higher levels of learninglearning which is
affective as well as cognitive.

.,,

The curriculum, then, is divided into fo large academic areas. They are science, math,
social studies, and humanities and arts. Approx'k,pately nine weeks are devoted to each of
these four major areas. In the primary grades, the"tjme spans are broken into shorter periods
with many interrelatedactivities, but the average tiispent on each specific area is nine weeks.

As specific subjects within these four major acad ic areas were chosen, care was taLen
to develop a curriculum which would expand concepts at ach level of presentation and build

\iqupon previous experiences in such a way as to give the stude ts a feeling for the continuity
of learning. Subjects were chosen which were felt to provide riny opportunities for divergent
thinking and open-ended questioning. For example, the social stklies curriculum is primarily
concerned with man's development and progress through the ages. he math curriculum has
been struoured with this same basic theme, in that at each level the s dents are confronted
with the pi'ospect of man's ever increasing knowledge and advancement. The science curriculum
and the humanities curriculum are both designed to give the students the portunities to
make judgments, explore their own creativity and inventiveness, and at the s e time becOme
aware of man's ability to evaluate, Create, and invent. It is this underlying strea of continuity
that has been the most prominent factor in choosing the curriculum for the Pleaskit Valley
M.G.M. program.

The curriculum which has been developed and used is a highly flexible instrumentt is
constantly subject to change as the students indiCate preferences or a desire to pursue a `
particular subject. in more depth. Subjects which are not well received might be changed or
omitted from the curriculum.

Other aspects of the curriculum are resource persons, field trips, reference materials,
and audiovisual materials. Although rural in nature, the community of Camarillo does have
among its population a high percentage of professional and military personnel from two local
government installations. These people- and others like them are called upon to serve as guest
speakers for the M.G.M. classes. Appropriate field trips are taken both within and outside the
limits of the county. The Ventura County Schools Library and Audiovisual Department supplies
a large part of the reference materials used in the program.

4 2



An important part of-,the prograrn is the assignment of projects to be done at home.
These projects are assigned tii`the students four times during the school year in the form
of contracts or options. These contracts give the students a great deal of latitude in choice

of project and method f presentatidn,The contract gives the student a chance to develop
an awareness of his .-:rea of particular intere.st and ability by allowing him to make the choice.
By fulfilling these contracts, students learn time management, use of materials, development

of research skills, and goal-setting..Upon completion the projects are presented to the group,

at which time the students evaluate each other ana't-hemselves in terms of effort, creativity,

presentation, and.the learning experience.

Evaluating gifted children and gifted programs is not ebsy. Most of the evaluation tools

are purely subjective, relying heavily on parent, teacher, and pukl observation. Small group
meetings of parents and M.G.M. teachers are held several times eascKyear to discuss the pro-

gram and to evaluate the participation of the children involved.

Some of the results of what is done in the Pleasant Valley School Ditrict enrichinent
classes may not be evident for many years. An attempt is made\to expose these youngsters

to widely varied occupations and hobbies, and numerous opportunities are prod,zd which
allow them to explore, examine, and delve into subjects fascinating to them; which\rpay
lead to future careers or avocational interests. Many parents and students have indicited that
if it weren't for M.G.M. classes, school would be dull, boring, and a "have-to-go- type shu,ation.
Hopefully, the methods and materials used, the opportunities provided, and the curriculurn\
presented will have many benefits for the Camarillo gifted pupils in-the years to come.

I n summary, the Pleasant Valley School District M.G.M. prograrn seems to meet the

needs of the gifted students in the community through its structure, curriculum, and philosophy.

Arnold
I n. 1969, the California legislature amended the laws concerning identification of gifted

pupils to open qualification to that portion of the population so disadvantaged that they are

unable to qualify on standardized tests. With the addition of separate criteria, new dimensions
for qualification were outlined and new techniques were to be utilized. It was on this basis

that the Educationally Disadvantaged Developmental Pilot Programs were started in Los Angeles.

During the 1971-72 school year programs at Broad Avenue and Fenton Avenue Elementary
Schools were funded by the State Department of Education. The experiences gained from
these programs provided a model for the program at Marvin Avenue Elementary School during
the 1972-73 school year. A program of three hours per week is now being offered there to
clusters of pupils enrolled in grades 5 and 6 who qualified as -culturally disadvantaged, under- .

achieving, mentally gifted minors.- While providing a wide variety of enrichment and remediation
activities, the teachers and the school counselor are able to observe these pupils in a "situational
testing" environment. This approach combines curriculum modifications designed to meet the

pupil's individual needs v , extensive on-going evaluation of the pupil's progress and potential .

The first and most imp tant steP in identification was the selection of potential candidates.

All members of the faculty had the opportunity to nominate pupils after they thoroughly
discussed the qualifications and potential of disadvantaged pupils. Emphasized were the many

and varied indications of giftedneSs in addition to school performance and test scores. To

assist in the initial school screening, checklists of traits were provided to the faculty. A math
resource teacher who worked in the school with enrichment and remediation was especially
effective in identifying pupils with potential giftedness,

To assure that a thorough search of the entire school population would be made, the

school counselor and a retired counselor, especially effective in searching out potential giftedness,
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coordinated the screening. Folio ng this, a complete individual case study was developed
for each candidate. Results of the Iti-screening revealed:

Number of pupils 25 (10 Bo 15 Girls),

Range of Scores - 110-149 (Stan ord Binet),

Grade levels - 9 Fifth Grades, 16 S th Grades.

The three teachers selected to instruc e clusters and the part-time grouping are qualified
by background, interest, and enthusiasm to p avide new curricular experiences to meet the needs
of gifted pupils. They are sensitive and underst nding towards disadvantaged pupils, Willing to
experiment in new directions, and aware of thes pupils' differences in study habits and per-
formance. The kinds of experiences provided req ire imagination and creativity so that a broad
variety of activities and ideas is presented. By such xposure the teachers have an opportunity
to observe the development of the pupils' gifted po ntial. At the close -)f the situational
testing period, June, 1973, teachers will form part o the evaluation tearrr to determine which
pupils are qualified under separate criteria.

\,The program consists of daily instruction to the cl ster within the regular classroom.
Each teacher has a cluster of 8-9 pupils. Three tirnes a w ek the-25 selected students meet for
two hours.of specialized enrichment provided by each of the team of teachers on a rotational
basis. At that time the 'enriching" teacher's other pupilsrare taught by the other two team
members. This three-teacher model has stimulated a sharing of activities, interest, and enthusiasm.
A project room is available for the specialized work three times per week. The advantage of the
additional space is a tremendous aid to the organizing of materials, 15rojects, and the interaction
of the pupils." I

Separate criteria provisions require eventual scholastic achievement at a high level, so
most program emphasis is directed toward that end. Disadvantaged pupils by their very defin-
ition have been deprived of many learning experiences; however, they bring certain strengths
into the classroom. These pupils seem to do well orally,'are inquisitive and alert to new ideas,,

show ability in non-verbal creativity, and possess productive coping powers, independence,
and flexibility. Initially the enrichment teachers built on these strengths. The challenge of this
program is to expose the pupils to a broad variety of activities and ideas that will stimulate
them to show evidence of giftedness. At the same time, program emphasis includes experiences
which might overcome opportunity shortages the pupil has suffered. Practice in memory
training, listening skills, language enrichment, and basic skills are stressed.

During the phase of the program when candidates were selected, the counselor prOvided
assistance in interpreting cumulative records and test data and in helping to delineate the
separate criteria standards. Once the instructional program began, the counselor participated
in the situational testing by obserVing pupils in the classroom, conducting in-depth interviews,
conferring with teachers regarding the needs of individual pupils, meeting with the pupils in
small groups, and arranging parent conferences, when possible. In addition, the counselor
onducted individual evaluations of the pupils to discover the extent of their potential by

u g a variety of devices. In addition to traditional instruments, the counselor also prepared
the 6evelopmental case studies for presentation to the identification and placement committee
and ser\ed as a member of that committee.

EvaluRtion will include the following areas: the instructional program will be evaluated
on both objeVive and subjective measures, including pupil reactions, parent responses,
teacher- checklists, standardized measures of achievement, and measures of creativity and
thinking; counser4 support will be evaluated in terms of assistance to teachers in diagnostic
and prescriptive infOrmation, conferences with students and parents, case study folder develop-
ment, and standardizelkmeasures of progress.



Epley

Gifted programs are built-around individuals. Sometimes those individualselude identifi-
cation. Searching for the potentially gifted and supporting, strengthening, and uplifting talent
is a total commitment for those who focus upon the worth of all individuals. As the student
becomes a partner with faith in h imse f the role of the searcher, supporter, extender, guider,
catalyst, teacher becomes easier and teamwork prevails. A few guidelines for the development

of giftedness could be:

1. Know the student well, analyze what he can contribute to his own development.

2. Solicit help from the student and explain where you hope he can develop.

3. Be open, optimistic, supportive, scholarly.

4. Provide instruction in processes, strategies, coping behaviors, and skills as needed.

5. Build a curriculum with the student which emphasizes improvement of memory,
vocabulary, verbal fluency, judgment, and critical reasoning.

6. Teach him to search for alternatives, communicating in multi-sensory, multi-media
methods and insuring a broad range of learning and thinking styles.

Help him to imagine, create, re-organize, relate, interpret, and generalize whatever
is needed to be a producer.

Aid the student to see possibilities in his world, to elaborate upon the smallest
beginning, to persevere, to question, to inquire, and to discover each facet of his
personality, creativity, and potential.

If the above seems too exhaustive, never-ending, and impossible for one teacher to
achieve, take heart. The rewards are great, the miracles many, the results long lasting.

Sisk

The problem of locating disadvantaged talent with conventional,tests is a serious one.
The instruments used for testing intelligence identify only a particular limited potential,
largely the capacity to manipulate verbal symbols and abstractions.

Teachers, when asked to identify gifted, look for characteristics such as alertness, curiosity,
verbal ability, aggressive abstract thinking, and a sense of assurance of self.

Recently, by means of identification through process rather than product, the disadvantaged
gifted child is beginning to emerge. The disadvantaged youngster, when placed in situations in
which his natural motivation as a child is used, allowing his mental development to grow through
involvement in relevant problems, begins to exhibit characteristics teachers view as giftedness
i.e., aggressiveness in learning (Dwyer, 1970), The child is provided a role in problem solving
from the personal to the general hypothetical. Most important is the cultivation of the attitude
that academics and formal learning are purposeful and relevant for life experiences:-

When there are positive interactions between the self in a rich environment of materials and
mediating adults, these in turn are interactive with events (which can be defined as meaningful
relevant life experiences) and generate creative energy. Such experiences should be based on a
thorough understanding of the disadvantaged child and an acceptance of where he is. This is
predicated on the teacher's ability to accept himself or herself. Consequently, in the teacher
training program for disadvantaged gifted, much time should be given to experiences in
group dynamics and small group experiences based on humanistic principles which help to
place teachers in tune with one another and with children.
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Teachers are encouraged to remove from their teaching the unproductive burden of
opposing the child's present concerns and to transform the child's view of the teacher from
one who prohibits, requires, and judges to one who designs, provides, and mediates.

Specific competencies needed by teachers of disadvantaged gifted are as follows:
1. To develop knowledge of the educational, social and emotional needs of the dis-

advantaged gifted

2. To diagnose the disadvantaged gifted studen s educational, emotional, and social
problems

3. To demonstrate competencies in planning appropriate teaching strategies for the
disadvantaged such as movement lessons, problem solving sessions, encounter lessons,
and simulated learning

4. To utilize group dynamics in working with groups to function as agents of change.
. One of the major spillover values in a teacher training program based on humanistic
principles is that the adults in teacher training in turn catch on to the enthusiasm of self-
development. Creative energy is generated in the teachers. This dynamic involvement in
teaching is a far cry-from traditional education and tends toward self-education.

Education for the disadvantaged gifted becomes a dynamic partnership between a
teacher-mediator and a young ehild, both in the process of becoming, both building on
their unique strengths to overcome weaknesses.

Stallings

I once listened to a counselor explain in a heated meeting that we have excelled beyond
our wildest dreams in developing the cognitive process, but have failed miserably in developing
within our students some sense of self and relationship to this,world. There is no doubt that
a proper blend of the cognitive and the affective domains is needed in developing good edu-
cation within urban schools. A strong cognitive curriculum based on information developed
outside of a disadvantaged child's background does very little in preparing him for an affective
and psychomotor world waiting just outside the classroom door. Teachers should remain
sensitive to the fact that 70 percent of the children within their urban classrooms return to
their community to lead productive lives. The 30 percent who will go on to college and pro-
fessional careers will in some cases leave the urban community and return only in a professional
role. This statement raises some serious questions for the urban teacher. Do we prepare
curriculums for the 70 percent to become responsible citizens within their communities or
do we concentrate our energies on the 30 percent who will probably live outside of the
urban community?

Dewey once said,

It is well to -do good- to others, but it is much better to do this by
securing for.them the freedom which makes it possible for them to
get along in a future without such altruism from others.

Dewey's statement closely approximates the importance of motivation. We in education know
that the product of motivation is independence. Urban teachers are well aware of how difficult
't is in some cases to motivate a child who has been exposed to few models. It should be noted
that there is no cookbook recipe to motivate gifted children. Each child is different and unique
in himself. The urban teacher might utilize the following four-phase procedure to acquire
valuable information and to motivate gifted children.

4
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Phase I might be to assist the child in planning his occupational goal. Teachers often

observe that although students can verbally identify a number of highly specialized pro-

fessional roles, in many cases their definition of that professional role may be far removed
from the correct definition. Often having a student define or report on how to acquire the
necessary skills to reach an occupational goal will provide a first clue in developing strategies
on how to motivate that child. Valuable input may be iniected by the teacher into the child's
plans for obtaining his objective. During this phase the teacher should be especially sensitive

to the fact that allowing the child to develop realistic and attainable goals will build self-
motivation. Also during this phase a strong interpersonal relationship of trust and confidence
with the student might make the teacher's opinion a major reinforcer in motivating future

behavior.

Phase II would be-to determine if there is an individual within the community who could
ossist teachers in developing the student's occupational model. Teachers will find parents
keenly interested in their children's education but lacking in basic information on how to
achieve their educational objectives. We know that children learn a great deal by unconscious
imitation of people. We also know that the urban child's model may be far removed from his
occupational choice. Often in urban communities the child's model may well range from the
community businessman to the pimp and hustler of the street. A common conflict for the
urban child is to plan a career (which in many cases takes years), when a community hustler
obtains instant success in a matter of weeks. Teachers have no difficulty determining which
model or role is best in the long run..But a young man or woman whose whole life is centered
around the here and now will definitely be in deep conflict as to which of the two occupations

will contribute most to himself and his community.

Phase III needs teachers who can effectively start early communications with parents of
gifted children. These teachers will find that their efforts will pay heavy future dividentis in
motivating the child to maximize his potential. This conversation should emphasize the child's
vocational choice, but, of much more importance, it should help parents to understand how
their own attitudes and relationships-with their children affect the child's motivation. Providing
parents with types of games and materials that would hold the child's interest are valuable keys
to maintaining high motivation. Tips on college scholarship and grant opportunities are valuable.
Whenever possible, the teacher should meet individually with the parents and allow them an
opportunity to learn techniques in good learning procedures. Often teachers are the only pro-
fessional model to which the child is exposed, and the initial contact between the teacher and

child may be the only stimulus in the community to assist him in developing his desired potential.

Phase IV, the last step, is probably the simplest, but must be handled with extreme care.
Urban disadvantaged children will often have a different measurement as to the criteria for
success. Teachers often find themselves dismayed by the student's low regard for achievement
scores as measures cif success in urban communities. Educators are encouraged to let their
students know that they have one or more talents by providing them with the opPortunity
t-ci know and explore these talents and discover for themselves the extent of their own potential.
In addition, a clear standard of excellence is needed as a model for all areas of study. The child
needs to know a well written paper when he sees one and he needs to be rewarded for attaining
this goal.

'Ward states in Educating the Gifted,

The values upheld and the skills and understanding taught through the
community should reflect the needs of the society of which the school
's a part.
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Taba and Elkin concluded that unlocking the hidden potential of disadvantaged students
requires a radical change in curriculum and teaching on all levels. Both the materials and
methods of teaching need to be aligned with the psychological realities of culturally dis-
advantaged children. Although the learning processes of the culturally disadvantaged do
not differ essentially from learning processes in general, the techniques for generating these
processes do. Thus, while children in general learn better when the contents of the curriculum
are geared to their own experiences as a point of departure, work with culturally disadvantaged
youngsters suggests that this is a sine qua nun if any motivation is to be generated. Gearing
curriculum to the society in which the schopl is a part is a task well suited for any teacher.
But to use the contents of an urban community to motivate and challenge the (lifted students
of your classroom is the purpose of this section.

In describing techniques best suited for, urban gifted children I am defining more a process
than a product. This is not to say that I am not interested in the product The process is
beyond grades or symbols. Thanks to Glasser's Schools Without Failure, we are one written
step closer to resolving that conflict. What I am attempting to describe is the creation of a
learning environment that uses as its primary goal the radius of the community as a basis for
learning. At this point let me define the term "basis for learning." All learning within the school
must be planned and implemented within the radius of the community, later broadened to
other communities, and then extended to the world itself. An example of this technique in
action could be in the teaching of math. Allowing students to start a unit or assigned study
at the corner grocery allows each individual an opportunity tb apply principles of math to an
activity he or she will confront outside the school in other ways. Later, the math assignment
could encompass a comparative study of the economics of an urban community as compared
with a suburban community or a community in another country.

The involvement of community people in class planning can lend valuable assistance to
the teacher in creating the type ot learning environment that will allow the gifted an opportunity
to develop alternative routes to learning. This kind of involvement will enable students to in-
vestigate subjects in an interdisciplinary approach. Community volunteers, such as gifted retired
people, can provide valuable assistance in field trips or independent studies and a continuous,
intellectual challenge in which the student and the retired individual have similar interests.

Students in primary grades who have demonstrated exceptional talent in one or more
areas should be provided with close support in their choice of new learning experiences. Piaget
refers to the widening of the schema; similarly, primary students admitted to the gifted program
should be provided with experiences,that will-enlarge their perspective on the world around
them. Many deprived students have never ventured outside their communities. Integrating the
proper combination of the disciplines into the learning experience allows the gifted student an
opportunity to strengthen those skills necessary for investigating and carrying out assigned
tasks. Each individual child finds that in order to improve in his area of interest he must develop
basic fundamentals in reading, writing, and arithmetic to achieve his goal. Later the child, as a
result of successful experiences, will develop the ability to critically appraise his values and
those of others around him. Near the final stagoof the primary grades the student begins the
first stages of relating his learning experiences to history, social studies, world events, and all
other areas of inquiry.

Teachers should not be afraid of the confrontation of ideas, for confrontation of ideas is
the essence of personal growth. It also creates leadership abilities which can be related to
political power and its association with government. The student may wish to investigate gov-
ernment and man's history of governments in order to prove his point. Power factors in play,
work, corruption, and other involvements may also be examined. Later, in determining
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effective leadership in society, other related fields could be included, broadening the studen

need to investigate and research his world.

The confrontation in learning could extend to other factors such as role, status, system,

culture, etc. With this, the gifted child should begin the early stages of experiences that will
answer questions about himself. This stage usually begins in high school and early college.

In answering the student's questions about his relationship to the wider world, the
teacher could effectively utilize a student's search for his identity to answer many of the
student's problems and to enhance the student's learning by having him study the d iscipl nes
of psychology and sociology. Students with money difficulties could be allowed to investigate
the interest rates uf the loan companies in the immediate area. At the college level, gifted
students should have gained a hierarchy of experiences that will allow them to investigate

alternatives and select positive and decisive courses of action.

I n conclusion, I have observed the following positive trends in educational change With

school districts nationwide:

1. Redefinition of the range of potentiatalent and creativity

2. Emphasis on early identification of talents and On early correction of, or compensation
for, pathological conditions

3. Provision for a stimulating environment for infants and young children through child
care centers and parent education programs

4. Maximum reliance on self-placement, self-pacing, and self-evaluation

5. Expanded and revised concepts of "teacher" and "student"

6. Abolition of grade placements as presently conceived

7. Freedom of entry and re-entry into school at all agps

B. Motivation based on interest and appropriate learning experiences rather than
extrinsic rewards

9. Early opportunity to follow special interest and talents co bined with early
apprenticeship and on-side educational experiences

10. Changed concepts of "passing" and "failing" and of -accelerated- and -retarded-

11. Educational experiences which emphasize the affective and psychomotor domains
as well as cognitive learning

12. Experiences which allow divergent as well as convergent thinking

13. Sensitivity training beginning in early years and providing variety in means of com-
munication and expression of ideas

14. Use of systems analysis in plotting and re-cycling individual student programs

1 5. Re-examination of present systems of prerequisites and requirements for study

16. Use of simulation techniques as well as actual situations to stimulate decision
making and responsibility

1 7 Examinations based on performance to establish entry level when neceSsary

18. Re-conceptualization of teacher training programs

19. Maximum involvement of the home.

What is offered here is a process, not a product.

4 9



Gowan

General reports describing educational procedures for dealing with disadvantaged gifted
students have been made by a number of writers. High (1963) discussed programs for bright
children in ghetto schools. Karnes and others (1965) discussed the educational implications
of the characteristics o f d isadvan taged gifted. Lloyd (1966) reported on developing the
creativity of culturally deprived children. McCabe (1965) made a progress report of the
New York efforts on behalf of bright disadvantaged children. Torrance (1965) offered sug7
gestions for motivating the disadvantaged gifted child.

The most extensive paper on curriculum for disadvantaged children of talent was pre-
pared by Passow (1965) for a Columbia University conference. As the director of the Horace
Mann-Lincoln School, he has had experience in finding curriculum adaptations for such child-
ren. He points out in this paper that the Guilford Structure of Intellect model implies a
choice of curriculum which will provide a particular goal of encouraging or stimulating each
particular factor of intellect possessed by the child. Thus the concern with creativity has
resulted in a more systematic analysis of curriculum content and methodology. In addition,
changes resulting in greater depth and breadth, the introduction of interface subjects (such
as the mathematics of science, or the biology of space), and the infusion into the elementary
school of units from such college majors as anthropology, psychology, biophysics, and sociology,
have special relevance for the able. Passow feels that what is required for curriculum development
with bright disadvantaged children is an understanding of the patterns of abilities possessed by
individual children, and the provision of the proper match between the child's abilities and
needs and the curriculum activities. He points out that curriculum change, not administrative
provision, is the focus of progress. Integrated programs which consider the range of individual
differences, and which produce relevant curriculum, can spill over in benefits to general education
as well as for able disadvantaged children.

The effect of large amounts or unusual kindg of guidance on disadVantaged gifted students
has received some attention. One of the first studies was the JHS 43-Manhattan Guidance
Project which escalated into Higher Horizons. Here, as described by Passow (1965), Briekman
(1963), and Hillson and Myers (1963), large amounts of guidance seemed to have remarkable
effects in holding bright children in school and in sending them to college. These efforts improved
motivation, reduced failure, and were generally very successful. Amran and Giese (1968) used
counseling and other procedures to produce large gains in self-concept and creativity among
Upward Bound college freshmen. A smaller group guidance program using resource Community
members for-vocational information was reported by Demaris (1967) working with San Fran-
cisco children.

It is our belief that there are remarkable benefits both in large amounts and unusual kinds
of guidance. We have elsewhere reported (1968) that normal gifted children easily used the
services of a full-time counselor on a 25% ration (12 times as much guidance as is recommended
by most writers in the field). Apparently even children without problems need guidance of this
amount to feel supported enough to become creative. Disadvantaged gifted children will probably
require even more.

Perhaps no one has proliferated more suggestions for the guidance of able children than
Paul Torrance. His tWo books (1962, 1964c) contain many hints for inducing creativity which
will be applicable to the disadvantaged gifted youth. In a paper, "Understandihg Creativity in
Talented Students," he noted among the gifted isolation and estrangement from others, un-
realistic career choices, and the need for change in values and attitudes. In six.different articles
in Gowan, Demos, and Torrance (1967) he pleads for more sympathetic understanding of the
latent creativity of children. In an article, "Motivating the Creatively Gifted Among Disadvantaged
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Children- (Torrance, 1965), he indicated that guidance is needed-to clear up the blocking

caused by irrelevant curriculum, lack of communication, unsuitable intellectual tasks, lack
of opportunity to use creative abilities or learn in preferred ways, lack of rewards for certain
kinds of excellence, and lack of purposefulness. Torrance is keenly sympathetic to the plight
of the disadvantaged gifted child and gives many suggestions about things teachers and counse-

lors can do to help him become more creative.

It is our opinion that the following procedures are necessary if interventiorrfor the dis-
advantaged gifted is to be effective:

1. Individual guidance to change self-concept

2. Group guidance for the maintenance of morals, with the in roduction of suitable

model figures

3 Remedial skills taught under special learning conditions by sympathetic teachers.

We illustrate the combination of these methods in the counselor's handling of one of
the most difficult guidance challenges, the constellation of problems consequent upon high

upward mobility in a bright youth from a poor background. In the first place, cutting across
social gradients always makes it appear to the individual that he is in the wrong; the reaction__
formation built up here may result in a generalized aggressiveness which will later prove a
handicap. When one is climbing the ladder, one sees others at odd angles and perspectives.

So it is not surprising that the youth gets a cynical view of what he is approaching and an

ambivalent picture of what he is leaving. When values are in fluX, the model figure of the
counselor is that much more necessary.

The following conclusions and reCommendations are in order:

1. While much is known about the gifted child and about the disadvantaged child,
comparatively little is known abotit the disadvantaged gifted youth; much more research

is necessary.

2. Research in these areas and in their interface may:be expected to benefit general

education as well as special education by uncovering new and salient aspects of both curriculum

and guidance.

. As Guilford says, we are moving toward education defined as stimulating whatever
factors of intellect the student possesses. This implies choice of curriculum and invention of
specific.teaching methods for practice in improving specific abilities.

4. For these objectives to be successful there must be a program of (1) curriculum
innovation, (2) individual guidance to improve self-concept, (3) grOup guidance with model
figures to' maintain morale, and (4) remedial skills taught by a sympathetic teacher.

5. We know little about the effects of massive amounts of guidance on bright children,
but some early probes are promising.

6. The use of modeling and model figures from the community is particularly helpful
in grotip guidance activities with disadvantaged gifted children.

7. In general the remedy for the problems presented by disadvantaged gifted children
is to start early and involve them in as many types of guidance and curriculum and with as
many diverse adult models as possible, enlisting the cooperation of the home background
whenever possible.

Concern for the qualities of exceptional human beings arises out of a concern for the
qualities of all human beings As our regard for the potential development of all human
beings arises, we become more conscious of the needs of the disadvantaged among us. Thus
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the adapting education to the special problems of the disadvantaged gifted youth through
curriculum and guidance changes is part of the central educational and social task of. the twentieth
century, to make "equality of opportunity" true in deed as well gs word:

Renzulli

Although strategies for identifying different types of human abilities are in varying stages
of maturity, enough is known about developing talent potential to allow us to do some systematic
programing in this area. Two major factors in the development of outstanding abilities are (a)
the characteristics of the teacher and (b) the relevance of the curriculum.

One major generalization about teacher characteristics stands out from the vast a ount of
recent literature dealing with programing for the disadvantaged:

Experienced teachers who feel personal satisfaction in working with disadvantaged
students are the key to successful compensatory education in poverty area schools
(Phi Delta Kappan, 1970).

This was the finding of a study which investigated 32 programs reporting substantial improvements
in the achievement of low income students. Thus, careful teacher selection appears to be a major
consideration in programing for the disadvantaged. Furthermore, in situations where talent
development is a primary goal, it is especially important io select teachers who are committed
to the task of working with disadvantaged youngsters in the development of a variety of talents.
Teachers without such knowledge are likely to approach talent-development in a piecemeal and
haphazard fashion.

Space does riPt permit a detailed discussion of the several approaches to talent development
which can be found in the literature (see for example, Gregory, 1967 and Parnes & Harding,
1962); however, two general suggestions are offered as necessary first steps for systematic pro-
graming in this area. First, the teacher should have a functional knowledge of one or more of
the models described above. Using the model(s) as a iALiide enables the teacher to plan a wide
variety of activities that are designed to nurture'speWt talents. If teachers are unaware of the
behavioral characteristics and dimensions of various types of abilities, it seems unlikely that
they will be able to plan purposeful activities to promote the development of these abilities.

A second suggestion relates to knowledge about specific strategies that have already
proved their usefulness by promoting creative problem solving in business and industry. Tech-
niques such as attribute listing, morphological analysis, brainstorming, and forced relationships
are easy to learn and readily adaptable to a variety of classroom situatOns. However, it is the
teacher's initiative in applying these techniques that will make the difference between an
exciting, "mind-expanding" experience and a routine classroom activity. The teacher who is
coverage-dominated one who judges his effectiveness by the number of chapters or units
that he covers during a given period, probably will never find time to develop abilities other
than the so-called basic skills.

While remediation in the basic skill areas must be an important goal of compensatory
education, it should not, of course, be the only objective of.the programs which serve the
disadvantaged youth. Activities for talent development can be built into areas of the curriculum,
and because of the inherent fun and excitement of activities such as the type described above,
added dividends are likely to accrue in the form of increased motivation and improved per-
formance in the basic skills of learning.

High potential disadvantaged youngsters are vitally interested in the social changeS taking
place around them in their neighborhoods and in the society at large. Thus, it is little wonder
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that they get turned of f by a curriculum which deals with the exports of Brazil and the
names of Columbus' ships when rallies against racism and demonstrations in Washington are
the real issues with which they would like to deal. These issues provide excellent opportunities
for constructing activities that promote decision making and social leadership skills. Exercises
which encourage imaginative solutions to real life problems have a much greater likelihood of
promoting creativity than the timeworn chore of writing a story about "what I did last summer.-

In their book, Compensatory Education for Cultural Deprivation, Bloom, Davis, and

Hess (1965) called attention to the importance of curriculum relevance by listing the following
objectives as one of the four major goals of education for the disadvantaged:

Increasing stress must be placed on those aspects of interests, attitudes,
and personality which will promote the further growth of the individual,
enable him to find satisfaction in the things he does, and help him to find
meanina and fulfillment in his life. The effects of automation, the shor,er
work week, urban liVing, and the fast pace of change on the national as
well as international scene require individual character development which
will enable each person to live with himself and with others under conditions
very different from those which have prevailed.

A somewhat simplified and yet operational definition of a relevant curriculum is: a set
of experiences which deal with topics and issues th3t youngsters would talk about if given a
free choice. If we are really serious about a process-centered rather than content-centered
curriculum (and experiences that attempt to promote specific talents certainly must 6e

considered process-oriented), then the issues that youngsters prefer to talk about, those
that they discuss before and after the school bell rings, provide fertile grouri'd for the develop-

ment of a wide range of talents.
Although highly qualified teachers and relevant curricular experiences are contidered

to be major factors in programming for high potential youngsters, a total-aRproach to talent
development also should include a number of other characteristics. Douglas (1969) pointed
out four essential elements of an ideal system for maximizing the talent potential of low
socioeconomic and minority group members.

The first element is greater flexibility in the ways in which schools are operated and
performance is evaluated. The classroom unit must be broken down into sMall learning

modules where individuals and.srriajLgrois the main focu,of instructional efforts.
Although the schodl may continue to serve as a home base for the learning process, Douglas

suggested that early in the elementary school years students should be provided with extended
periods of learning time in ifistitutions that usually were not considered schools:

These would include places where knowledge is stored, such as art museuths,
science institutes, and libraries. . places where knowledge is being put to
work, such as farms, hospitals, airports, machine shops, sheet metal works, and
construction... places in which some kind of education or learning or on-the-
job training is under way. places where knowledge is being distovered, such
as research institutes and laboratories.

The second element would consist of an early start in the education and socialization
processes. Low socioeconomic group children often enter school with the accumulated
deficits that result from poor nutrition and limited stimulation in infancy and early childhood.
These deficits may lead to intellectual inhibition and an inability to-take advantage of the
educational opportunities that may be open to them in later life. Dougfas advocated a pro-

gram of nursery schools and day care centers where each child will be assured of services of
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A final element which is necessary in the development of talent potential is the creation
of a more open system. The grade-by-grade progression has failed to meet the needs of students
who do not fit in at the start or who are not willing to play the game by the existing rules.
if we truly respect the individual differences and preferences of all people in our society, then
we should not force them to follow a relatively prescribed system of learning. Students should ,

be free to alternate school and work experiences with other experiences which they may wish
to pursue. They should be free to drop out of school for a given period of time and allowed to
re-enter the system without fear of punitive action or relegation to programs which are essentially
remedial in nature. Access to first rate educational programs should be readily available to
every person at every stage of development, regardless of his previous success or lack of success.
in the system. A more open system will allow adults as well as young people to have an op-
portunity to explore and develop talents that may have been thwarted earlier in life.
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PART THREE

EVALUATION OF PROGRAMS FOR THE DISADVANTAGED GIFTED

An iffiegrol part ol each progmm for the gilled should provide for its continuing assess-
ment and linal evaluation. This evaluation will furnish the field of gifted education with
concrete examples of methods and models which do and do not work. This is of particular
importance to those programs in the area of the disadvantaged gifted, as the last few years
have seen a proliferation of programs aimed at disadvantaged groups. While this is a generally
promising trend, a number of these programs were not well conceived. The time is at hand to
refine our approaches in working with the disadvantaged, and it is evaluation reports based
on solid methodology which will provide the basis for this refinement.

As a number of speakers pointed out, we need much More information for working with
the disadvantaged gifted. The following selections of fer insights into the issues surrounding
evalimtion thodels and their implementation,

Dodson and Mitchell

This presentation attempts to accomplAi two basic purposes: first, to describe a program
model which Eastern Washington State College has been using during the past year in school
districts throughout Eastern Washington; and second, to suggest an instructional model which
could be used as a device for inservice teacher education, ultimately culminating in a scheme
for applying the model in classroom learning experiences for the gifted minority student.

In order to delimit the term giftedness we chose to deal with the notion of creative
problem solving and creative problem seeking. We feel that there is a preponderance of
evidence Ahich suggests that if today's minority students are to be able to deal adequately
with tomorrow's world, the creative problem solving talents of all minorities, particularly
those who would be classified as -gifted,- must be developed to their fullest. We considered
creativity in terms of Torrance's four-part definition which he used in his tests of creativity:
fluency, flexibility, originality, and elaboration, In SPICE (School Programs for Intercultural
Community Exploration, funded under Title IV), we view creative problem solving as a
function of the accumulation of life experiences. One reason the minority gifted youngster
has not achieved in the public school setting is often the irrelevancy of the problems with
which he has been forced to deal. The SPICE model offers a curricular means by which he
can operate in the search for creative problems which have relevance and meaning to him.
Before describing the use of the SPICE model as a curriculum planning device, we would like
to illustrate its use in our school programs in the Eastern Washington area.

-,-he power of the SPICE planning model lies in the participation by parties who will be
affect( d by the decisions rendered. Too often in education decisions are handed out in a
ratht-,, haphazard fashion and the persons affected are expected to welcome them with
ut ferential enthusiasm. The literature abounds with intercultural programs which have been
failures. The inability tO Occomplish the goals usually stems from a lack of participation at
the grass roots planning level by members of the minority communities, teachers, students,
principals, board members, and superintendents. Often hastily conceived, such planning
usually provides little emotional commitment for those being affected.

The first step in the model is a needs assessment. After identifying a number of needs,
the first main group task is to prioritize them according to their intensity, effect on the
welfare of the children in the school, end their -programmability." After whittling down the
list, the next step is to develop a statement of the problem. A sound statement of the problem
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must suggest i single programing potential which is both well focused and easily measurable

(i.e., "I eachers in Chief Joseph High School are unaware of the specific needs of Indian students,

which has resulted in a dropout rate four times higher than the national average").

The next stop is to develop a broad goal. The question is a relatively simple one: "What

does your school and/or community wish to accomplish?" A sample goal based on the pre-

viously cited sample problem statement might be: "To reduce the dropout rate so it is

coiymensurate with the national average.

Alter stating the general goal, it then becomes possible to identify several rather specific

objectives. Whenever possible, these objectives should be time-phased and easily measurable.

Therefore, they should indicate some sort of acceptance level, for example:

1. To contact and counsel on a regular basis at least fifteen Indian students who are

potential dropouts

2. To inform teachers at Chief Joseph High School about the cultural background of
Indian students in a series of ten seminars to be held during the 1973-74 school year

3. To decrease the dropout rate of Indian students so that after the 1973-74 school

year the dropout rate of Indian'students will be no greater than that of white students

in the school.

It should be noted that these objectives are both time-phased and quantifiable. They are

easily measured and the evaluation is automatic. The easy evaluation of programs developed

through use of this model is another argument for its use.

The next phase of the model is the plan ,of action. At this point it becomes necessary

to develop actual operational strategies to plan for implementation of programs which will

be designed to meet the objectives identified.

Critical aspects of the model are the identification of responsibilities and the timeline.

At this point, specific responsibilities are identified and precise times are indicated for the

performance of specific tasks.

Evaluation is continuous and focuses on the time-phased objectives which either have

or have not been met.

In much the same manner, we have found that this model can be used as a tool for planning'

curriculum programs. Instead of creating programs which provide a means of developing plans

for sopial action at the school-community level, students and teachers can work together and

utilize the model as a means of planning specific curricular programs. For example, in one of

the Indian schools where the SPICE model was utilized, five Indian high school students were

charged with the responsibility of conducting a class in Indian myths and politics to be presented

to a group of white teachers in the high school. It was necessary for the students to become

involved in research, planning, implementation, and evaluation activities dealing with the

subject matter which they presented to the teachers.

We feel that the internal power of the SPICE model makes it a significant and viable tool

for use in planning curriculum programs for the gifted minority student.

Jackson

Before considering a specific evaluation program, I believe we should turn Our attention

to a recent valuable contribution made to the field of educational evaluation by Maurice Eash

(1971) at the University of Illinois, Chicago Circle. Dr. Bash discussed the concept of differential _

evaluation as follows:
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Special programs present particular evaluation problems inasmuch as they
are often innovative and developed within field settings as opposed to a
more controlled environment. Neither of these conditions preclude the
use of evaluative research, but they set forth methodological problems for
program administrators, project evaluators, and granting agencies, which,
iNot reconciled, are a continuous source 01 antagonisms which seed con-
flict,and interfere with efficient program functioning:\
PrograNs which are established under the rubric innovation often lack
specific def inable objectives that are deemed necessary in evaluation re-
search. ThN, if the evaluator or granting agencies insist on ready made
specific obje\qives which serve as the instant source of criterion medsure-
ments for the NYtkorth of a program, innovation becomes sacrificed to meeting
this demand, or a\climate of duplicity between program developers and
evaluators prevails.'\Therefore, field programs dubbed irmovative must
have the option of eol\ving further objectives and clarifying initial objectives
as the crucible of experience sheds light on new educational processes
and dispels previous assuMptions of the program staff. These more flexible
program requirements make\demands on evaluators to help clarify objectives
stated at the beginning of a Oioject. In this respect, the framework of a field
evaluation differs most radicall\y\from a laboratory research project with
comparatively fixed goals and thelesearcher's task to prove or disprove
previously hypothesized relationships. In most innovative programs the
state of knowledge permits some conlectures on relationships; however,
the speJfication of variables and their 'Nlationships is usually.not possible
with any degree of precision. Thus, the pist-,gram evaluator must recognize
these differences, and must use a conceptual,scheme to select appropriate
evaluative procedures and to guide the collecipn and andlysis of data. As
suggested below this means placing the prograrn,along a continuum deter-
mined largely by the degree of formalized objectives that specify the relation-
ship of variables and the clarity of these relationshibs, the interaction of
theoretical constructs, and operational descriptions. 'The following table
presents a continuum with these three points designated On the continuum
three models are described: the initiatory model, the dev\elopmental model,
and the integrated model. In the initiatory model the planr "rig of goals,
specifications, and operations are the major processes. In the\d,evelopmental
model the actual construction and testing of a program in a field operation
are the chief characteristics. In the integrated model the prograni\is clear
on its goals, can predict with reasonable accuracy the outcomes, and generates
evaluation data for internal adjustments. These are defined in the folywing
table and a sample description is giVen of a program at each model stage\

_ '
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Three Levels of Program Models in Special
Programs for Gifted and Talented

Initiatory Models

Models are vague, intuitive
in effects to be achieved.
Objectives are stated as
general outcomes and
social goods to be achieved.
There is much concern
with theory. The debates
en alternatives are theoreti-
cal rather than operational
or data based. Justification
of the program may be
drawn from analogous progr
grams in other contexts or
be based on philosophical
assumptions, Details for op-
erationalizing the proposal
are sketchy.

Developmental Models

Models where a mixture of ob-
jectives prevails. Macro objectives\
give general guidance and some
micro-objectives are defined.
Objectives still seem to be
shifting and the model still
takes different forms in indi-
vidual staff descriptions. There
is more concern with operational
alternatives than a given alternative.
While the program is operating
there are many unknowns and
frequently considerable
improvisations.

Integrated Models

Models have specific ob-
jectives to be achieved.
There is monitoring of
procedures for consistency
of operation. Relationships
of treatment (what is done
educationally) are specified,
and reproducibility is enhanced
by elaborated descriptions of
the model in operation.

Logical relationships are
explicated and empirical data
are being collected. The out-
comes are being assessed and
the range of effects are capable
of being attributed to the pro-
gram development.

Precis of a Program

A special program for
gifted and talented child-
ren is drawn up. Decisions
on the form it will take
special classes, enrichment,
independent tutorials, or a
mix of theseare still open.
There is lack of agreement
on definition of clients.
Who is a gifted or talented
student? How should he
be educated? Should he
be identified? At what
grade? By whom? Will
there be extra monies al-
located to the education
of these students? Will
there be a heed to establish
a separate administrative
unit for this program?
What type of research will
be conducted on a pro--
gram? When will parents
be involved? A comMittee

Precis of a Program

One special program for gifted
and talented children has been
underway two years. Fifty
children are involved, in some
cases teachers nominate students
for the program, in others they
are selected on basis of test
scores. The first year students
spend four hours per week in the
program; in the second year this
has been extended to six. The
program has focused on
scientific interests though
there is concern about in-
cluding more humanities. One
teacl ler made arrangements for
25 of the students to see the
Old Vic perform at the local
college. Some data, mostly
of a descriptive nature, has
been collected on the students,
their achievements, and the
prograrn Teacher do not have
fixed style for instruction; the

5 8_

Precis of a Program

A program for gifted and
talented students has been
in operation for five years.
Open-ended instruction is
featured with teachers and
students cooperatively plan-
ning the curriculum for three
months at a time. The Direc-
tor of Research for the school
district monitors the program
through teachers' records,
student interviews, and regular
classroom visitations. Program
outcomes are investigated
through their effect on
students' achievement and
interest, A contrast group
of students, not in a special
program, in a neighboring
school district with a simi-
lar student body is supply-
ing comparable data on
achievement and interest.
A further dimension of the



has been set ip to resolve
some of these issues. Admin-
istrative responsibilities and
a sum of money for planning
have been allocated. The
committee has been meeting
for one year; a set of minutes,
a list of consultants, and a
description of the field trips
to visit programs for gifted
children exists.

instruction reflects personal study supplies data on
teaching style. special programs' intluence

on the regular prograin, At
the end of the five years a
summer workshop composed
of teachers and pupils in We
program in conjunction with
administrators and university
consultants will draw up the
program description for the
next three years. Decisions
will be rendered on the pi o-
gram organization, the selec-
tion and retention of students,
and the research to be conducted.

Turning to a specific plan for evaluation, I would like to share with yOu some findings
f the external evaluation of the Illinois Plan for Program Development for,Gifted Children.

When the evaluation was completed in 1971, the state plan had been in operation for
eight years, supported by a total of $32,562,000. Of this total, 60% was devoted to grants
to local school districts, 19% to demonstration centers, 7% to experimental projects, 6% to
state staff and administration, and 8% to personnel training programs.

One of the mOST revealing comparisons made by the evaluation staff was betwaen (1)
average classes, with all levels of ability represented, ill areas of above-average socioeconomic
status and (2) gifted classes, in schools receiving special state funds at an average of $28 per
pupil per year and in schools with demonstration classes receiving special state funds to
show their program to visitors. The average and gifted classes dif fered in the amount of
emphasis given to higher level thought processes of applitation, synthesis, and evaluation.
Gifted and average classes also differed markedly in classrOom focus and climate. Gifted
classes were more likely to emphasize discussion, to display enthusiasm, to be independent,
and tc place much emphasis on divergent thinking. Average classes were more likely to ex-
hibit test and grade stress, lack of enthusiasm, and less emphasis upon independence.

These results are consistent with the objectives of the state plan and they reflect the
teaching skills which were emphasized in the in-service training of teachers supported by the
state for some 6,000 teachers in the period 1963-71. We believe our investment in personnel
training to be one of the keys to successful operation of the state plan, and would recommend
that federal assistance include funds for training (see Jackson and others, 1972).
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PART FOUR

CONCLUSION

We would hope that the reader hes found the preceding compendium of interest and
value. The efforts of the contributors were especially appreciated by the conference staff
and the National/State Leadership Training Institute on the G if ted and the Talented.

The problems and controversies surrounding the education of gifted and talented stu-
dents, and particularly those gifted students from disadvantaged segments of the population,
present a true challenge to educators. We believe it is the sharing of ideas and experiences
which will most facilitate the solution to these problems and lead to progress in the field.
It is therefore our sincere hope that this publication will in some small measure contribute
to the solutions and the progress.
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Title VI of the Civil Rights Act of 1964 states:

"No person in the United States shall, on the ground of race, color,
or national origin, be excluded from participation in, or denied the
benefit of, or be subjected to discrimination under any program or
activity receiving federal financial assistance."

Therefore, EPDA programs must be operated in compliance with
this law.


