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Preface

The workshop "Underachievqpent in Gifted Pupils" was presented as

a result of a needs assessment conducted among individuals,who had attended

formal courses and/or previous workshops related to the education of mentaliy

gifted and talented pupils. The workshdp was desighed to provide the partici-

e .

pants with information related to (1) the causes "of underachievement in

gifted children, (2) the selection of appropriate assessment techniques for
/ ' ’ .
use in diagnosing underachievement in gifted children and (3) selected

remedial strategies for use with underachieving gifted children.
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Workshap Schedule

‘Monday, July 23, 1979, 1:00-4:00 p.m.

'Introduction/ .lentation
‘The mentally gxfted child:
Deflnltlon. gifted and talented
Film: "It's Cool to be'Smart"
Underachievement defined .
Characteristics of gifted underachlevers
Size of the problem

Tuesday, July 24, 1979, 1:00-4:00 p.m.

Contributing factors:
, . *  Handicapping conditions
Deprivation ,
Minority group membership
Assessment techniques

Wednesday, July 25, 1979, 1:00-4:00 p.m.

Contributing factors (continued):
Sex role stereotypes
Inadequate education ' ‘
Community attitudes X
Assessment technlques (continued)

N

Thursday, July 26, 1979, 1:00-4:00 Elnu

-

Remedial strategies:
Case study analysis .
Preparation of prescriptions
Selected techniques
Friday, July 27, 1979, 1:00-4:00 p.m.

o

: Summary and coqflus;ons.
Prevention of underachlevement
Promising practices
, Unresolved problems{
‘ Resources
Adjournment
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"Failure to live up to one's potentialities

[

preveﬁts the individual from attaining self-

' fulfillment, the self-actualization of which

he is capablé}‘and thus prevents his becoming
. . /\ -

a truly integrated person”.

Karen Horney
)
The neurotic personality of our time
New York: W. W. Norton &-Co., 1936.
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The Mentally Gifted Child

Although & variety of definitions of gifted and talented children
exist, the definition developed by the U.S. Office of Education (Marland
1972) is the one adopted for use by the workshop participants:

Gifted and talented children are those identified by professionally
qualified persons who, by virture of outstanding abilitiés, are
capatle of high performance. These are children who require , )
differentiated educational programs in order to realize their ‘
conttzbutlon to self and “society.

Children capable of high performance include those with demonstrated
achievement and/or potential ability in any of the following areas,
singly or in combination: : X

*’
1]

1 General intellectual ability,

2. Specific academic aptitude,

3. Creative or procductive thinking,

4. Leadership ability,

5. Visual and performing arts, ,

6. Psyciomotor ability. (p.2) , S ‘

Traditionally the term gifted has been applied to individuals who
demonstrate high intellectual ability and significant academic achievement.
The suggested U.S. Office of Education definition requires us to think
beyond intelligence ability and academic achievemunt whon attempting to
identify mentally gifted and talented pupils.

While not asbroad as the federal definition the definition promulgated
by the Pennsylvania Department of Bducation (PDE, 1977) does not restrict
the term to only these children q?th high intellectual ability.

The PDE defines the mentully gifted as possessing:

) Outstanding intellectual and creative ability; the doéulopmant of
which requirns special activities and services not ordinarily
provided in the regular program. (p. 2)

The PDE Standards establish an IQ criterion of 130 or higher but
permit children with an IQ below 130 to be admitted to programs for
gifted children "...when other educational criteria in the person's
profile sttongly indicate gifted ability"”. (PDE, 1977, p. 2) 1In
practice, however, an .Q of 115 usually is the lowest acceptable score
reqardless of other educational critcria employed.
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Identification

It was pointed out that the acadUMJCullj ngrvd usually are the
casiest gifted children to identify because of (l) the traditional use
of intelligence and other psychometrlc tests by the schools and (2) the
traditional academic orientation of the schogls. The exclusive use of

v ‘traditional tests for the identification of gifted and talented pupils,
' however, must be viewed us anonclusio%';u, and restrictive practice.

» Traditional intelligrnce tests tend to focus on specific cognitive

skills with heavy emphasis on memory, vocabulary, and convergent thinking.
3 while these abilities are important, most intélligence tests fail to
measure divergent thinking skills, which is viewed as a major factor in
creativity, or abilities directly related to leadership, psychomotor skills,
etc. Moreover, evidence is available to suggest that scores obtained via
traditional psychometric scores may be depressed by a variety of factors,
e.g. cultural background, handicabs, societal stereotypes, etc.

v

. . Fxclusive_yse of intelligence tests to identify gifted/talented
children will overlook many children who may be gifted under the expanded
U.S. Office of Education definition. However, it is acknowledged that the
identification of gifted/talented children who display ability in creativity,
leadership, visual and performing arts, and psychomotor ability is difficult
due to the lack of universally accepted criteria. The problem of predicta-
bility 18 especially noteworthy. OutsStanding ability in non-academic
areas tends to be confirmod retroactively in that it 1s usually recognized
only after it has becn displayed. The use of auditions aid panels of
judges ps one dapproach’ that has been used but is unsystematic, subjective,
and of unknown reliability.

It was the concensus of the workshop participants that the identifl-
cation of m:ntally gifted and talented children requires multiple methods
since there is no single best way to identify the gifted population. The
participants ‘recognized that the gifted ahd talented represent a hetero-
geneous group. Therefore, it is essential that we remain flexible
relative to who receives the gifted/talented label less we overlook many
boys and qirls who deserve this label and the educational provisions
resulting from the labeling process.

The problem of identification i~ compounded by our value system.
Systematic early identification and placement of gifted/talented children
in srecial educat1on programs are viewed by many as unamerican. Altlough
. we recognize the success of such practices in the Soviet Union and much
\. of Europe, we tend to reject similar procedures as undemocratic. Unfortun-
> ately, the democratic ideal tends to have a leveling effect. As a people,

we remain fearful of elitism and suspicious of indivzduals who display
abllities beyond. those of most people.

Underachicvement
‘ Is therc such a thing as’underachievement among the gifted or 18 it
: an artifact of over-prediction? The issue of underachievement among the
qgifted/talented frequently has becn ignored. Possible rcasons for the
limited treatment of underachievement in the professional literature include:
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l. A lack of existing standards for oxpected achievement among
. qlfted pupils.
A lack of sufficient programs/services for the g;fth This
. limited program capucity may spawn the attitude, "lets just
T take the cream of the crop---don't worry about underachievement".
3. A lack of cultural values reinforcing oytstdndzng performance by
specific segments of the population, c¢.q. women, handicapped and
* other minorities.
4. A tendency to view undera-hievement as restricted to academic
performance, i.e. what is underachievement in leadership?
5. A lack of existing procedure to systemativally identify under=-
. achievers among gifted and talented pupils.
6. An assumption by many professionals that underachievement is
typical of most gifted persons.

e
.

It was pointed out that the professional literature fails to support
a single cause of underachievement. Ruther,: many authorities view under-
‘ achievement as learned. This learned underachievement may be related to
many factors including but not limited to poor teaching. The participants
recognized that a person also may be an underachiever by choice, e. g. a
female student purposely underachieves to remain popular with_her peer
group. It was also recognzzed that development in any chlld, in ding
the gifted, frequently is uneven. Uneven developmerit results in'the need
to interpret achievement/underachievement in terms of the childs' develop-
mental profile. It was the concensus of the participants that it is un-
reasonable to expect a gifted/talented child to excell 1h all areas. !
e Conversely, limited achievement in one area may merely reflect the childs
limited interest in that area and not underachievement.

/ Definitions of Underachievement

Several definitions of underach;evement in gifted pupils have been
postulated. These definitions 1nc1ude.

1. The gifted underachiever "...is one whose performance, as judged
elther by grades or achievement test ecores,lls‘51gn1f1cantly
below his measured or demonstrated aptitudes. or‘potent1a1 for
academic achievement”". (Shaw, 1961, p. 15) =

2. “...someonc who has shown exceoptional performance on a measure
of inteclligence and who, nevertheless, does not perform as well
" as expected for students of the same age on school relatod
o tasks"”. (Clark, 1979, p. 279)

In reviewing these\two definitions, it is obvious that they would
result in a lagge discrébancy in the number of gifted pupils who would
be identified as underachievers and, correspondingly, the quantitu of
remedial services.that would be required.

.Size of the problem. The incidence/prevalence figures for gifted
underachievers vary considerably. Obviously the size of the problem is
related to the definitions and diagnostic procedures employed. French’
(1964, p. 320) states: "Gifted children are the greatest underachievers

-
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in our schools because their achicvement is further below the limits
of the LX capacity than that of any other group”. In reviewing incidence/
prevalence information, the participants found that cstimates of the size
of the problem varied from a low of 2.5% to‘a high of 55%. Estimates of
the size of the problem were obtained from various sources including
Surveys conducted among school dropouts. Based upon this brief review,
the part1c1pcntg agreed to accept a conservatiVe estimate that approxi-
mitely 20-25 percent of glfted pupils may be considered underachievers.
The rationaln for this acceptance is- that until such time as a concensus
* 1s reached relative to definitions (gifted, underachievement, etc.) and
the application of systematic screening and identification procedures,
the size of the problem must remain unclear.

Types of underachievement. Shaw (1961) has suggested that there

are at least four (4) typos of underachievement,: these include: :

1. The ihdividual who gets low grades but high achievement tost

scores contrasted with the individual who gets high grades but
low achievement test scores.

e

The chronic undcrabhlever who consistently, from one year to the
next, performs bolow the level of which he is cdapable.

- 3. The situational underachiever is one whose undcerachieving behavior
Is of a transitory nature. His lower acadenuc performance some=- '
times follows a serious illness, death of a parent, physical

and psychologchl problems associated with growth spurts in
adolescence, etc.

4. The hidden underachiever is divided into two categories:
a. Those underachievers who do poorly on achievement tests
and in grades but also perform poorly on intelllgence
or aptitude tests.
b. Those students of the highest ability who are working far
above the level of other students but nct up to the 1eve1
they are capable of. .

The participants agreed that the characteristics of underachieving
gifted childron would vary from .type to type. The severity of the childs

vnderachievement and corresponding needed remedial techniques also. would
depend upon the type of underachievement.

ldentitication of undorachlevement The identification of under-
achievement remains an cssential problem Although identification is
dependent upon the Jdefinitions employed, many authoritices propose the.
use of discrepancy scores The u of discrepancy scores remains feasible
matniy tor underachivers in specific academic subjects and is not currently
applicable for the identification of underachievers among ngtvd in non-

acndemic areas, I.o, creatisity, visual and performing arts, leadership,
and psychomotor ability,
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Two approdaches to the use of1discrepancg scores reviewed include:
) ) '
l. Learning Quotient (Johnson and Mykelbust, 1967)
_TSGL + 5 x 100 TSGL - Tool Subject wrade lLevel
Q= . MA > MA - Menial Age

9 i o

2. Achievement discrepancy score (Horn, 1941)
2MA + CA - 5
a. Reading = 3

v MA + CA - 5
: b. Arithmetic = 2

The Learning Quotient is interpreted in much the same way as the

. IQ, i.e. an I¢ of 100 would represent average expected achievement in

the subject. The achievement discrepancy score interprotation varies
but usually requires a discrepancy score of one standard deviation below

the average for the group to" be viewed as educationally meaningful.

The following example will clarify the use of the two approaches

reviewed:
Student A CA 8-5 MA 13-6 @ Read Comp. 6.0 .Arith. Reas.5.6
Grade 3.2 Read Voc. 5.7 Arith. Comp. 3.9
b -
Based upon tie suggestpd procedurea, Student A would receive the
to.uowuzg scores: - .
1. Reading Comp. LY = 6.0 + 5 x 100 = 11.0 x 100 = 81 _
. 13.6 13.6 .
Reading Voc. L) = .7 + 5 x 100 =10.7 x 100.= 78
¢ 13.6 13.6

Arith. Reas. LQ = 5.6 + 5 x 100 = 10.6 x 100 = 78

- ——

13.6 13.6

Arith. Comp. LQ = 3.9+ 5 x 100 = 8.9 x 100 = 65
' 13.6 13.6

?
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_____ Reading Comp: 6.0-11.9
3 3 Readlng Voc.: 5.7-11.9

Arithmetic = }3.6.+ 8.5 = 22,1 = 11,1 Arith. Reas.: 5.6-11.1 = 5.
' 2 2 Arith. Comp.: 3.,9-11.1 7

*
N W

From the application of the discrepancy score approach, it would appear
reasonable to conclude that Student A is functioning well below expectations
bused o Ms/hermental ability and achievement. However, we cannot interpret.
his discrepancy relative to his group.
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The use of a discrepancy score for the identification of under-
achieving gifted pupils must be uscd with cautigu for several reasons
including: . o 'fl\- )

1. The approiach is not accepted by all qgifted educators who

question the validity of either the formulas used or the
‘concept of discrepancy. v

4

2. The uncertainty of the notion of expected performance since

no standards eszt by which expected performance can be
determined. -

Characteristics of gifted underachievers. The discussion of
characteristics initially centered on Terman's 40 year longitudinal
study and the comparison of gifted achievers and nonachievers (Terman
and Oden, 1947). The major characteristics that dlstinguished between _
the successful and unsuccessful individuals in the study included:

1. - Lack of self-confidence -- unsure of self or their ability.
2. Inability to per severe -- to stick to a task.

3. Lack of integration of goals -- not sure where they were going.
4. Presence of inferiority feelings.

One of the major findings of the study was that the charscteristics
distinguishing the unsuccessful and successful were already noticeable
when the underachievers were 10 years old. This finding has obvious
implications for cducators. .

A.chough a. number of authors have developed lists of characteristics
of underachieving gifted children (see Clark, 1979: Characteristics of
Underachieving Gifted Pupils in Appendix). Caution must be exercised
in _eviewing any list of characteristics. Compilations of characteristics
represent average traits which tend to hide extremes Probably no gifted™
undeérachieving child exists who displays all or even a majority of the
traits listed by Clark (1979). Lists of characteristics unfortunately
tend to suggest that a- heterogeneous population is more homogeneous than
1t Is in actuality,

Factors Contributing to Underachievement

A large number of factors have been offered as possible causes of
underachievement in children. Among these factors are:

impaireé visual acuity endocrine malfunctioning
impaired auditory acuity social immaturity
poor visual skills neurotic tendencies
»  poor auditory skills psychotic tendencies
speech defects sociopathic tendencies .
brain injury unfavorable educational expari-
disturbed neurological organi- " ences
zation cultural deprivation
dominance and directional con- poor teaching
fusion ’
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Krippner and Herald (1365) studied readihg disturbances among
academically talented childreon who were scen at the Kent State Child
Study Center. They concluded that the major factors related to reading
disturbances in the population studied, in decreasing order of importance,
included emotional disturbance (42.9%), disturbed neurological organi-
zation (28.6%) and brain damage (14.2%). Since the study was completed
before the popularitd of the "learning disabled'classification, it is
possible that the latter two categories reflect children we would label
learning disabled today. )

" ~

An overview of the causes of underachievement among mentally gifted
pupils was distributed and discussed (see Clark, 1979: "Causes of under-
achievement among Mentally Gifted Pupils" in Appendix). It was noted
that the key factor appears to be self concept. The majority of under-
acnievement in gifted pupils appears to be non-organic. While poor ,
teaching is sometimes a contributing factor, it does not appear to be as
major a factor as it is in children of normal ability. However, the
debilitating effects of "grade/level mentality" among teachers probably
is a contributing factor for some childiren. The typical scenario, then,
appgars to be circular, i.e. low self concept — avoidance of academic
Situations or challenges — academic failure — confirmation of low
self concept. . Low self-confidence and low achievement nuture each other.

T. -Ernest Newland, summarizes current thinking relative to underachievement
in gifted children:

‘More often than not, the condition comes about when the child
is performing at a suspected or known subpotential level and
this performance is tolerated, encouraged, or otherwise .
reinforced by significant others....(Newland, 1976, p. 353)

ggﬁggggggigg~gggg;tions. Disabilities that result in handicaps
may contribute to underachievement among gifted/talented pupils.
Traditionally handicaps have been assigned to various categories
including those related to: s
1. Sensory deficits. Vision (blind and partially sighted) and
hearing (deaf and partially hearing) deficits may interfere
with the learning process. With appropriate training gifted/
talented blind individuals usuaily can function at a high
level in many areas not totally dependent upon vision.
However, development may be delayed due to the need for
comprehensive training. Deafness is viewed by most
authorities as a mpre serious preblem than blindness,
especially iIf it is congenital or develops prior to the
development of language. '

2. Crippled and other health impa‘red (COHI). The extent to
which deficits in this category. interfere with learning and
contribute to underachievement is dependent orn the severity
and nature of the deficit. With appropriate educatinnal and
supportive services many gifted/talented COHI children can
function at levels consistent with their abilities.




3. Learning and behavioral deficits, Children with ledarn.nq
disabilities and social and/or emotiona'! mala 'justment are
included in this cateqory. Specific deficils may contribute
to underachievement, e.qg.'deficics in attei+io1 span, deficits
in perceptinsn, thinking disorders, -etc. §-me eVIJenpe sugyests
that the number of gifted among children with learning and
behavioral disorders may aprroach twelve (12) per cent,
roughly three (3) times as many as would be expected ("Talents
of Handicapped", 1976). A

4. Mental retardation. Although gifted and talented'children are
unlikely vo be found among the mentally retarded population,
the application of this label should ot totally. rule out tne
possibility that a- small number of mentally retarded chlldren
may have specific talents which can be nurtured. ‘

Unfcrtunately, the presence of a handicap often result- in our focusing . .
on the handicap to the exclusion of other characteristics. . It is easy to
stereotype children with a particular handlcap and make assumptions’relative
to their educitional needs. The presence of a hand&cap frequentlg results
in labeling and sterootyplng the child wzth the follow1ng pOSblble results.

t

¥

)

1. Exclnusion from screenlng/ldentlficasaon procedures aeveloped
‘ by the school to identi¥y glfted/talented chlldren. ,
2. Placeinent based upon the label with the likelihood of homo-

geneity of approach and establlshment of IOWered teacher

nxpectat10ns~ T

3. Debilitating influence of the handicapped and inappropriate
educational .intervention. '

q. Problem§~of "turf" -resulting from the view that the child
belongs to thut portion of the staff focusing on .the
hand.cap and corresponding re]uctance to release to other
school personnel for services. A related problem is pupil
accounting and the desire to 1eta1n as many chlldren as

nrossible in a program to substantxate a need for the program.':

¢

The number of gifted handicapped children remains'unknown as do the
number of underachiéving gifted handicapped pupils, The limited available
information, reflected by the lack of citations relative to the tOPlC, is
probably related to both the difficulties in 1dent1f1cat10n and the
failure to develop screening/identification procedures due to labeling

vand stereotyping children with handicaps. An example of a federally
funded project designed to identify qifted handicapped children is Project
SEARCH (Search for Exceptional Abilities Reachable Among Children Wlth
Handicaps). / :

o
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The following gquidelines have been‘suggestel by Farr (1977) for
dealing with the overlooked gifted handzcapped child:
S , .
’ l. We cannot afford to assumé that the handzcapped is permanently
restrictive; by virtue of his giftedness,. the handzcapped
youth has even more of an opportunity for adjustment and !
. ’ remediation of learnzng deficiencies,

‘2. 'We need to nominate and identify gifted youngsters within the
ranks of the handicapped with the same insistence rendered to
the general school population. The search for potential should
occur ‘n all groups. ' o

" 3. Since the severely handicapped child usually needs a somewhat
sheltered environment, special emphasis must be placed within
his special education class upon meeting his unique educational:
needs as a gifted person. Approaches, strategies, tools and
materials, and teacher understanding must be appropriate;
cften this necessitates inservice education of special education
staff in order to orient them to this paﬁticular exceptionality.
4. For those handicapped gifted students who can be placed into
special cl&sses for the gifted, such procedures are desirable
as it provides a time for interaction with 1nte11ectua1 peer
groups. This is recommended provided that the physical/emotional/
social maturity"is deemed suitable for such placement.

5. Curriculum fbcus should concentrate upon the following:
.a) acceleratzon within baszc subject areas once skill development
has been initiated L . . .
b) enrichment geared to particular needs of the gifted, to include
such areas as problem-solving, inquiry skills, research,
creative thinking and productivity, and affective learning
c) career education
d) 1independent study
e) individualized learning (p. 1).
, Disadvantaged and ‘culturally different. 'The'fbllowing definitions
" were offered to describe these children: '

l. Disadvantaged - children reared by lo;er vlass parents out
of the economic mainstream. _
‘ 2. Culturally different - children reared by parents who possess
significantly different values and attitudes from those
found in the dominapt culture. ' ' .

Although it is simplistic to attempt to generalize characteristics ~
by*which the disadvantaged and culturally different children differ from '
children in the mainstream, the literature suggests that differences
exist In (1) language, (2) experiences, (3) values, (4) attitudes and
interests, (5) communzty resources/support, and (6) expressions of
giftedness. :
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The major factors that appear to contribute to underachievement
(or possipoly to under aspiration) are related to:
1. Parental and teacher attitudes End expectations, i.e. The
view that’ there are few 1f any gifted/talented children
among lower class boys and girls.
2. Poor dualifg of public schools, 1.e. the repeated finding
that the quality of the public schools in lower class
neighborhoods is lower than in upper. and middle class
neighborhood.

N
\

3. Lzmlted family resources, i.e. the latk of resources necessary
to provide enrichment and diversity of experiences for gifted
disadvantaged children.

The number of underachieving gifted disadvantaged children is ‘unknown.
Attempts have been made to develop teacher checklists to aid the classroom
teacher to 1dent1fy disadvantaged ghildren who may be ngted. (see
"Characteristics of Able Disadvaptaged Pupils" in-Appendix). Others have
offered suggestions for assessment instruments useful with disadvantaged.
populagzons (see Frasier, 1979: "Selected Assessment Instruments Dis- -
advantaged Gifted" in Appendix). o : . . -

Although culturally dszerent children frequently are 1umped with

:dzsadvantaged children, the two groups differ.. The major factors. that —-+- -

appear to contribute to underachieuement (or possibly to underaspiration)
are related to: : . o

(X%

o

l. Socialization factors, 1i.e. e}periences of the child as
socialization occurs within the subculture to which the
child belongs.

. 2. Sub-cultural 'values and attitudes. Those attltudes, belzefs,

abilities, etc, valued. by the subculture will be produced
by the culture. : , °

A number of attempts have been made to assess the influence of o
various cultures on the learning situation (see Clark, 1979: . "Facilita- ;
ting and Lumztzng Cultural’y Supported Attitudes and Abilities" in.

Appendix) . -

The identification of culturally different gifted children is a’
problem that has not been resolved. Critics of traditional assessment
instruments point to standardization procedures employing norms based
upon the dominant culture as contributing to a bias in many existing
tests which may underestimate the abilities of some culturally different
chiliren. Burch (1970) offered suggestions which may be useful as guide-
lines in the identification of gifted children. Although he was addressing -
the identification c¢f disadvantaged gifted children, the gquidelines appear
to have relevancy for culturally different children as well.




1. The primary identification criterion should be that a child
exhibit outstanding powers in one or more abilities valued

by his culture; the degree to wnich he manifests Tese abilities
*should be related both to national and to local culfural norms.

2. The secondary criterion would be that applicable to the usual
identification tests: he should measure on national norms on
both ability and.achievement apptox;mately at "bright average"
levels or better. :

3. A spec'al consideration should be given to those ch;ldren wnth
demonstrated creat;vuty

4. Children who show social leadership potentlals should also be

given special considerations as havzng a qual;tj strengthen;ng

their identification as gifted. (p. 47-48)

Barriers td systematic identification of culturally different pupils are
many and need to be resolved if we are to fully utilize the potential of our
pluralistic society. , Barriers identified by Jordan (1974) include:

l. Lack of early identificafion. Identification after age 9 or E
10 may be too late. ’ '
2. Cultural glural;sm. Cifted culturally different pupils must
- learn to function in the dominant culture ‘without 1oszng their
cultural un;queness.

3. System rigidity. Lack or limited commitment toward ‘helping the
gifted culturally different child. '

4. Attitudes'and values. Failure to acknowledge that giftedness,
can exist in culturally different children.

5. Limited view of giftednesg. Lack of,understandihg of the multi-
faceted nature of giftedness. ‘ _ . . J

6. +tinancing. Failure to provide the funds needed to systematically
identify and provide appropr;ate programs for culturally different
pupils. : . .

M '

Sex role stereotypes. Repeatéd differences have been noted between gifted

males and ‘females. A summary o{ these findings include:

1. Achievement. Achievement curves for girls begin and stay ahead of
bogs consistently'until high school, after which the curve plateaus
and then drops off as the boys learning curves surpass those of
the girls.

2. Abilities. Boys excell in math and sciencé whereas girls excell
' in arts and humanities.

°




More boys identified as gifted than girls. Boys appear to bé .
more variable than girls in that tie number of boys who are at
either oxtreme (mentally retarded and gifted) excell the number

of girls. »

" \
0!

Taiented. Number of girls identified as talented greater than
boys dur1ng early years but early superiority vanishes &nd more
males are identified as talented as, age ilncreases.

Personality Boys and girls tend to- demonstrate dlfferences on
the fOllOWlng personality tra1ts.

Boys: Aggressive C - Girls: Submissive
*  Adventurous ' Copforming '
Self confident ' Self-effacing ‘
Need to succeed , Need to evoid success

Interests. Although changing, vocational and'advocationailinterests
have been found to differ between gifted boys and qgirls.

wWhile numerous factors have been suggested as contributing to these
differences, the majority can be categorized as related to either innate =~ . -~
sex differences or cultural role expectations. Differences specifjcally '
related to innate sex differences are difficult to identify. Obvious
physiological and anatomic differences exist between males aild females but

the relatlonshlp between these .differences and reported dlfferences between

bogs and g;rls is not clear. . Lo

The acculturation process appears to be a 11ke1y source for some of the
observed differences. . Examples of the 1mpact of the acculturatién _process
include: w

1. Sex role.models. Boys and girls, observe sex role expectat;ons

«rom older children and adults.

L]
“

2. Valued female characteristics. Characteristics valued in girls
are encouraged via an elaborate system of rewards and punlshments.
The consequences of deviations from these valued characteristics

usually are unpleasant and enforced by 1nd1v1duals significant to ¢
the Chlld ! .

7. Lnstitutionéiized sex stereotyping. The sex role models and valued
séx characteristics are deeply imbedded in our culture:

a. Playthings - identificat.on of certain classes of playthings
for each sex, e.g. toy trucks for boys, dolls for girls.

b. (hild care - holding boy infants facing away (outward
orientated) whil holding girl infants facing inward (inward
orientation). “Elaboratness of regulations governing behavior
of girls vs. boys. :
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c. Educational curriculum - sex roles deplicted in text
materials, course offerings, etc.

d. Vocationul training - male vs. fomaile occupatioqf. '
e. Employment criteria - the use of non job related criteria,
e.g. height, weight, etc.

4.  Female underaspiration., Traditionally, career choice often has
been determined by extrancous circumstances rather than. traininy
or intervst. Early promising talent frequently fails to develop

_ due, to limited opportunities and lack of encouragement. |\

. . “ \

Although the auculturation process is undergoing change§ which hold
préomise of reducing sex stereotypes and frecing females from some of the
more obvious sex role restraints, it is not at all clear how far this change
will go or how extreme it will become. D e

~  Bella Kranz (1975) proposed a "pomino Theory" to explain the d11Qmmu glifted
femalos find themselves in relative to full utilization of their ability. Her
theory proposes five related factors ‘that may result 1n underachievement and

undetaspzrat;on. .

I'.. Motive to avoid success. Gifted girls learn that if other societal
. qgoals’ are to be achieved (e.q. marrxage), then success must be
, aVOldEd. * ] .
. | ' : ’ '
2. leflculty with autonomy. The gifted girl has difficulty recon-
.~111ng her self concept witlf the stereotype of her held by others.
3. Devaiuation of female contributions. The gifted g1r1 is repeatedly
exposed tn the notion that male contrzbutxons are more valuable thah
those made by females. i

¥

- - el

-

4. loss of feminity, The gifted girl is taught. that unusual excellence o

i's associated with the loss of characteristics valued by society.

5. .(ompetition with males. The yifted girls' performance ds affected
when invalved in agressive competition with males. '

’
A

. 5 ' ) . ARy
Kranz (1975) provides Several interesting case studies of gifted women
and offters suggustlons for working toward the erBdication of barriers faced
by ngtod girls. o

.

The workshop part;c;pants agreed that uhdbr—motxvatxon is a greater problem
for gifted females ‘than gifted males. Several personal examples were ptovidad

which underscored the notion that gifted women often are forced to choose

between carcer yoals and traditional family oriented goals. Additional points

.made,included:.

1. Men play a significant role in discovering and nurturing female
talent, and working with talented females in removing road blocks
to successful fulfillment of their talent. - .

19 '
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2. Many females contribute to the problem by their obvious preference
for male uver female supervisors. The negative image many females
have of the femdale executive maybe derived from the successful women's
belief that she must work other women as hard as she worked to
achieve success. An alternate attitude is emerging whereby. the
suceessful womea feels an obligation to help other women also
+ achieve success.) '

J. Marriage and motherhooi! should not bc incompatible with'career.
' Problems urise when two brittle egos are involved.

d. The failure of women to obtain administrative positions appears to
be a (atch 22 situation. The results of a nationwide survey found .
that while women obtained «.vanced degrees, they focused on obtaining
advanced training in a subject jarea rather than administralion.:
Consequently, while affirmative action proyrams encourage employment
ot tomiles in admxnngtzatzon positions, few women possess the necessary
credentials, e.q. only two of the 550 superintendents emploqnd by the -
public SuhOOIb of Penusylvania are women, . (Cibik, Note 1).

[nadequate vducarzon. \Although the relntzonshxp is unknown, it appears
obvinus thit Lhadqudte ‘wducational prpgrams probably are related to under-
achiovement in gifted children. In Pennsylvania, approximately one third of

©  .the estimated gifted pupil population has been identified (Farr, 1977).
‘ Lonversely, approximately two thirds remain unidentified. Fven for those

o are fortunate enoUgh to have been identified, the adequacy and appropriate-

ness of theg educational programs provided are not known. Although figures are

. not available, the number of gifted children identified and served should be
higher now (1979) due to the implementation of the Right to hducation mandated ”
for gifted children in Pennsylvania. (22 Pa. dee Ch. 13, 13-21) ’

Difficulties associated with determining the impact of lnadequate education
‘on the achievement of gifted children is related to two major factors:

. 1. Mo existing standards are available to determine expected
. performance, i.e. what achievement is to be expected from
a ten year old child with an IQ of 145?

o ,Lomparatlve resevarch 1is linuted, i.e, the compar;son of achievement -
of matched gifted children enrollced in an appropziate educational
program with those who are not, i

A Fvw studies have found results that suggest inappropriate'education may

contribute to undorachiovement. French (1968), in a study of dropouts'in
Pennsylvani v, tound that 15.3% of gifted dropouts left school bccause of’ '
(i) failure, (b) dislike of schoel, or (c) bezng asked to leave. Bricklin
and Bricklin (1967) reported that poor teaching was a major factor contributing

to underachicovement amundg bright children. The importance of puor teaching - g
LioalRy stresssod by Rice as a result of his experiences W1rh the Reading Clinic
Ny 11L[)]"'1l} RoJk State (ollege. (Rice, Note 2)




An inappropriate education, while difficult to define, probably consists

of ;¥—ipast three (1) features: (1) nonstimulating envz;onment, (2) lack
of early 1dent1f1cat1on and remediation, apd (3) lack of adequately trained
teachers. A number of factors contribute to a nonstimulating environment
1r¥1ud1nq lack of adequate class size, lack of appropriate materials, lack

- of i1ndividualization, "grade level mentality", lack of adequately trained
teachers, etc. The apparent results of the nonstlmulatlng environment for
qgifted pupils include:

o ! .

1. Boredom. Borndom results in day dreaminq, 1nattent1veness, behavior
problems, delinquent behavior, etc. :

&

2. Slipshod work habits. Failure to dcvelop necessary basic knowledge,
acadende tools or processes, habits of sustained inquiry, etc.

L ’ .
3. "Habzcs of underachlevement" (Newland, 1976). Willingness to do
just enouqh to "get by" ' ‘
‘ 4. Lack of sclf ‘fulfillment. The child fails to become an achiever,
' ‘ someone who utilizes h1s/her ab111t1es to the fulfzst extent’ poss1b1e.

7

5. low or under aspirations. Failure to estaplxsh goals consistent
- with abilities. o y

6. Emotional problems. Failure to develop positive mental attltudu
resulting in behavior that is p0551b1y‘blzarre and occasionally
extreme enough to becomo self destructive. S . -

7. Cinicism. Fa11uro to develop a realistic outlook due to excessive
idealism. .Failure of others to live - up to h1s 'her expectatlons may .
result in depression and bitterness. and a11enat1on/rebelliousness.

We frequently hear the cliche, "Preventlon is the best cure". This cliche
appears to be as appropriate for gifted children who are experiencing under-
dchiovement as it is for all underachxevors The lack of early identification
and remediation services fogﬂunderachzev1nq gifted pupils should be viewed
Jds5 contributing to an xnappropriate education., Once the "habit of under-
achieverent” is 1ntrenched, it is difficult to remediate the problem and

. restore the gifted child “to appropriate achievément. Early identlflcacion ¢
and p:nvention appodr to be both cost and tlmo efficient.

[t was the concensus of opinion that adequately trained teachers are
' ,.an111 to chr development of an adequate educatinnal program. There 18
ome evidence that: incompetent or insecure tecachers contribute to underachieve-
mt.  (See "Causes of underachievement among mentally gifted pupils" in
Appendix,) The lack of .systematic training programs and high quality inservice
curteat ion tor teachers of the gifted were cited as factors contr1buting to
the problem vt ‘underachicevement.
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comnu oty -‘"‘t_‘,_"t,(’.‘lf",*" The lack of congistent interost In and. support
tur the aeablishment and maintonance of appropriate educntional programs
For qiteod pupils by the comaunity also wore viewed as major factors
conteibuting to underachievement among gifted pupils.  Attitudes of
indifference, nogloct and hostility not only interfore with the school's
wtrores to develop programs tor gittoed children but also prevent appropriate
Fosoaroe alklocation for oxisting programs.  The e ceots of iMappropriate
communl ry attitudes dare related to all the factors cantributing to rnder-
achicvement discussed during the workshop.  Community attitudes infiuence
the att?tudos of teachers, administrators, school board members, pavents _
and children venrolled in the school, ' Any review of the history of gifted.
edducdtion in the United Statos 1§ a rCfl”LinH'Of.thG inconsistency of the

attitudes helt by the community and the cffects of- these attitudes on “:he
schools. ' _ e :

The lacrease in advocacy and the use of lftigation to increase the
likelihood that gifted children will be provided an adequate education
regardless of -community attitude were viewed as major factors to hopefully -
either alter community attitudes or ‘minimize its affect. The extension of
the "Right to Education® mindated in Pennsylvania to include the gifted is
a standard that hopefully will be adopted by all states (PDE, 1977). ‘The
possible impact of the litigation for Tommy Irwi (Tbm s problem, 1979)
is viewed as a potential precedent that could ha maJor influence on’
fynling programs for exceptionual! children.

CRemeddial Strategics
¢ .
In order to derive possible strategies for remediating underachievement
in qifted ¢hildren, -a series of case studies were presented to the.workshop
participants (Sec Appendix). “The participants revicewed apd analyzed each
Cdser to (1) fdéntity possiblo contrlbuting'fantors and (2) suggest possible
proventative/remedial stratnqlus.

3

casie No, 1: Rich.  The participants who reviewed Rich 1dent1f1ed a number
Db pos sitle tnutrlbutzng factors including:

I. Father is rejecting and dominecring (factors usually not associated
> with achievemeont). : " ‘
\§>\~Fath0t appears to be threatened by Rich's abllltg (father hzgh school
3 ' "'du)pout) % :

L
™

>
3. Rich‘associates with a peer group of underachievers (peer acceptance) .

- 1]

4. Teachers had a preconceived notion of high ab111ty based upon the
. performance of a sibling (expectancy).

L 5. Rich ptocrmstinutes and avoids challenging situations (poor work
habits) . :

. Kich lacks Lnteqgration of qoals (lack Jf goal oricntation).

. He sets unrealistic hiqh standards (poor work habits).

~

AN
#e Rich lacks tunrtd:ncv in himself u1d 1” not. very self-accepting
—— (poor selt=concept) R
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Co. Based upon the contributing factors idertified, several preventative/
remedial strateqies were suggested including:

Help Rlch foramlate realistic goals. . g .

Provide Couns.2ling to Rich to help improve his self-concept,
and accept the way things are at home. '

3. Suggest family counseling. ’

4. Involve parents in school activities in which Rich is involved.

5

6

S e
o e

.
4

Provide success experiences..
. Provide an area of interest to focus on within his ability.

Case No. 2: Rose. The possible contributing factors include:

1. Rose's family a (Mekxican-American) adhere to trad1t10na1 values
which devalue achrevenent especially for g1r1s (cu1tura11y
dlfferent)

2. The family is intact and there is considerable family solidarity .
which reinforces the pressure to conform (culturally different) . )

3. Rose is confronted with an ultimatum to either adhere to traditional
cultural values or lose the .solid support of .her family (conflicting

' cultural values). ' :

+

u

The strategies suggested include:

1. Rose will need a strong. supportive base beside herself to be
' successful Her teachers could help provude this support.
2. Identification of a surrogate Mexxcan-Amerrcan family may pr0V1de
the needed support. :
3. Family copnsellng may be helpful if Rose's family would agree.
R ' tase No. 3: é;ke. There are a number of factors that the: workshop
partlclpants viewed as contr1but1ng to Mlke s underachlevement including:

l. Mike attends a special class for the educatlonally handicapped
(exclusion).

2. The special classroom was organ;zed in such a way as ta isolate
pupils (homogeniety of approach).

3. Rock music provided background stimulation (homogenlety "of approach)

4. Mike has had multiple unfavorable educatlonal experiences (1nappropr1ate
education).

5. Mike lacks challenging work and peers (inappropriate education).

.6. Mike's teacher used tangible reinforcers (homogeniety of approach)

7. Mik~ has poor relations w1th his . peers (detilitating).

The workshop part1c1pants ldentified a varze*y of preventatlve/remedlal
strategies for poss;ble use with Mike:
l. Mike shculd have been 1dent1f1ed earlier as a glfted child.
2. Mike needs more stimulating’ assianments.
3. Mike needs 4. more appropriate and stimulating reinforcement system.
4. Fducational placements should not be used'as punishment or for -
_ discipline. A better placement should be made.
4. Mike should receive educational counseling ‘services.
. 6. Mike needs a better quality of attentivn from his teachers.
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)

7. Specific behavior boundaries should be established.
8., Mike needs assistance in 1mprov1ng communication with teachers
and peers. .

tase No. 4: Jane. Poss1ble contributing factors identified by the

workshop part;czpants include:

{

£y

. Jane felt excluded by her classmates for achieving (peer pressure)

Jane's work was open to all for scrutiny (peer pressures).

Jane was required to compete against her friends (peer ageeptance) .

Jane appeared to be sensitive and to have self doubts (self-concept).

Jane's teacher did not seem to be aware of the situation she placed'’
Jane in with her techniques (*eacher ccinpetency). “

n oA N~

As a result of reviewing and discussing Jane, the following preventative/
remedial strategies were suggested:

1. Jane's teacher should change class procedures so as to:
a. Group Jane with students of similar ability and achievement.
b. Test.competencies privately--not publicly.

N S ' v 2T , t ' : . -
2.. Jane's teacher needs assistance to be more observant and to be more -

aware of individual needs of her students,

[ .

Case No. 5: ‘Mary. Based upon an analysis of the brief 1nformatlon avallable,
the followzng contrlbutlng factors may be relevant:
';.l. Mary appears to be bored due to the 1ack of challenglng 1nstrdctlona1
. ‘materials (inappropriate education) .
2: Mary's behavior is likely the result of her frustration (1nappropr1ate
educatlonJ .
3. Mary s teacher expected her to use grade level materlals (grade level
mentallty/. .

\

\ A number of posslble strategies for preventlon/remedlatlon were identified
1nclud1nq. '

A v . .

1. Early identification would have "discovered" Mary's ability.

2. Mary needs individualized instruction based upon her ahility,
~ performance, and interests. She needs challenging projegts.

3. Mary should be transferred to a:teacher who will be.accepeing

. - of a gifted child. ' '

. Case. No. 6: Norman. The following factors were viewed as possible

contrxputzng factors:

1. Norman was denied early admission to school (community attitude).
2. School work provided not challenging enough resulting in excess o
_ time on hands and lazbeled "lazy" (poor work habits).
3. Norman was "enriched" with meaningless tasks (inappropriate education).
4. Norman's teachers had low expectations for him and did not permit
him to enter an individualized program (teacher competencies). .
5. The emotional tension of Norman'8 home was high. ‘
6. Norman eventually dropped out of school (inapprorlate education)

( . ' . *-3 |
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\ number of suggestions for prevention/remediation were offestd.
Some hese included: . *

Norman should have been offered early school admission.

Norman should have been provided mrre chailenging work.

tis. giftedness should have been identified earlier.

His teachers should have established higher expectations.

Tnrichment activities should have been provided.

. Norman qhould have been permitted to try the experlmental
individualized program.

7. Counseling services should have been offered to Norman and

family counseling suggested to his parents.
.

T A w N~
L] L

as possibly relevant including:

case No. 7: Oscar. A number of contributing factors were suggested

1. Oscar was accelerated via grade skipping but without clear
goals in mind (inappropriate education). °
2. Oscar's teacher ‘insisted that he stay with his assigned reading
‘group (grade level mentality). - % .
3. Oscar was not identified as gifted until he was in first grade.
He apparently started at the normal age (inappropriate education).
4. When frustrated, Oscar. became agresszve and or sulked (1nappropr1ate
‘ education). s :
5. Oscar's teacher \labeled h1m as lazy (1nappropr1ate education).

Following a discussion of the possible causal factors, a number of
preventat1ve/remed1a1 strategles were suggested -including:

v 1. Oscar should have been identified s gifted before school entrance
.and early admission considered.
2. Oscar's teachers need to provide him with more challenging work.
Higher teacher expectations are in order.
3. Assist all who work with Oscar, including his parents, understand
his gifted ability. :

Remedial Techniques ,

Although a number of remedial techniques can be found in most textbooks
on underachlevement, there appear to be two major categories ifito whlch most
remed1a1 techniques can be grouped. |

Conﬁsel;ng_ The rationale for counseling as a remed1a1 technique appears
to include two major themes: ' '

1. The underachiever has a low self esteem which results in poor
academic performance which results in a poor self concept
which confirms the low self esteem.

2. The underachiever gains more attention from failing than from
,Succeeding. -
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A number of types of counseling have been used with various degrees
of success with underachieving gifted pupnils. The techniques include:

I, Individus.l Counseling - not very successful .
' 2. Group Counseling - somewhat successful ) :

3. Family Counseling -~ successful, especially at elementary level

4. Educational guidance - not very successful : )

o 5. Exhortation - not very successful

Adjust schoqﬁ_proyram and curriculum. The rationale for school and
curriculum ad]ustments is that the underachiever lacks specific identifiable
skills/information which can be taught: the various adjustments include:

@
l. Selected placement - most successful
. 2. Individual tutoring - not very successful
3. Special class or homogeneous grouping - not very successful
4.

Homg;oom guidance classes - not very successful T ok

. ) 0
'Based upon all the evidence that is available, the best remediation. is
prevencion followed by very early identification and gemediation.
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Slippery Rock State College
Department of Special Education

Facili tating and Limiting Culturaily Supported Attitudes”

hcilhaling ('ul(uully Suppum-d .

) . Attitudes and Abilities

Children Often Bring to the
Learning Situation

Subcullme or ﬂhnu Group

- 1o follow ditednions
Attitudes favoring education,
Respect for teachers and others,
ttitude toward disciphine as guidunce,
1ous and caring attitude toveard
“their own developrient
S " Tend to test at, or above. the rkgmn ‘on
e all rests of inteliigence
High uchievement motivation.
Family unity, very supportive of,
child’s achievement

Jagrinese, ('hum'-s'-.
Astane :
{Colenan et dl - 1966; Kitano.
1975 Klineberg 1914

.md other

jewirzh

(Adler, 1964, Harbe. 1953,
Bodl, 195 Garretr, 1929
Holl:ingsworth, 1942
stodthedk, 1958; Sumption.
1941, Terman & Oden, 1947,
Witty, 19300 '

Tend to test high on'all tests of
intelligence, often registenng very
high s« ores. :

Attitudes tavoring vducatinn, pessonal
nprovement.

Very high achievement orientation,

Lxperience with independent thinking,
abstract thinkins:, and problem solving,

Contident, good selt-- oncept
Exposure to many ideas and content areqs.
High!v verbal
* Belief that the world is orderly and can
' be rationally controlled.
Fxpe: tation that each «hild will leave
home and achieve uwn
. contribyting unit.
' Preference for individual rither than
family credit for achievement,
Trend toward equality in family structure.

S e e e e s - e v - . —— —— bt

Black , Fxpenience with independent action,
Barbe. 1953, Caliagher, 1975; self-sufficiency.

Guareett, 1947 Jenkin,. 1950, Imagination and humaor

Nlineberg, 1944; Lawrie, 1969; Physical action oriented. “§

Luckey. 1925 Miles, 1954) Middle class blacks accept a< valid the
valiies and attitudes of society’,

middle class.

4

and Abilities

Limiting Culturally Supported
Attitudes. and Abifities
Children Often Bring to the
Learning Situation

Attitiades untfavorable to particpation
1IN Ahiscussian groups., o

Little exper-ences with inde; pevment
ilnv'k "Ny

Stronw valuing of contormity winch
inhibits Creative activity va
mivergent thinking

Quiet manner, which may tosler
uniealistic expectations and

. iNapspropnate assessments.

Atiitude of penectionism, makes
using reistakes as fearnmg
expetiences quite difficult

S role differeat ion—male more
desirable and dami ant sex,

Critical seit-concept.

Often L¥grly competitive.

Perfedctionist attitude that causes
tensinn aad frustigtion in
learning new material

Presssure to achieve traon iamily
SOMENMES- Cx eysin e, typetially
ath males,

linvted expenence vath varied or
eatended languagy pratierns,
Sex role stereotyping - “sexes hove
delined roles, twice as many girls
are identified gifted as Loys,
mote black women emploved than men .
tower clas  lacks have problems that
are tvpr al of, disach antaged
vpopulations. Such problems are not «
result of encultulation,

“
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Faciltating Cul'mply A!iupported " Limiting Culturally Suppoﬂed

e ) Attitudes and Abilities - ’ Attitudes and Abilities
: Children Often Bring to the " Children Often Bring to the . . -
$ybc slture or Ethnic Group Learning Situation : Learning Situation :
Mexican-American Attitudes of cooperation. g Language of dominant culture often
(Bernal, 1973; Aragon & * Atutudes favoring education through - unfamiliar.
Marquez, 1975) high school. - ‘Attitudes depreciating education for
‘ ' Supportive family, - ommunity. family atter high school, seen as
Affectionale. demonstative paremdl - , unrealistic, especially for women.-
relationship. Attitudes which differ on basic time,
Unusually mature and responsible for - space reality, may cause mis-
their age. , ©  understandings. ‘ '
" Experience with giving advice and Attitudes against competition make'
- judgments in disputes, planning it difficult to succeed in some more '
. strategies, etc. . ' traditional classrooms,
Anxious to try out new ideas. Sex role stereotyping—each sex.
Able to initiate and maintain meaningful expected to adhere to defined roie.
transactions with adults, - Lack of experience with values of
Facility for learning second language. , other cultures.

y l ) . .. Emphasis on family over achievement )
' - and life goals of children.

.

Source: C.l.atk, B. Growing up gifted., Columbus: Charles E. Merrill, 1979.
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SLIPPERY ROCK QTKTR-QLLEFE
Department of Snecial Rducation

Causes of Undoracklievoment Among [fentally Gifted Pupils

A number of causes for underachievemant have heen identified among mentally
gifted pupils. 'hile the reasons for underachicveme-t are many and complex

: and must be indivi'ually asscgsed for »ach learner, some factors have heen ’ )
reaported which arncar to oczur with some deqrec of frequenty. Manyyof the . '
reasons for underachigvoiont among qifted pupils are also- related to under-
achievemrnt amony4 nondifted pupils. Factors associatad with underachicvemenpt
include: )

‘.
l. Scx of the learner., Therc is some evzdence to suggest that undnr- N
@ aChiUVU?Kﬂt is rulated to the sex of the learncr: .
]
-maly: underachicvers begin underachievinq warly in their school
expiri-nc: ani the degree of underachievement increascs each
year. . : _ L ‘
-fomale ‘underachicvers frequently are successful carlin in their
school 2xpericnce with underachicvement hecoming apparent during
the interm~diate school grades and increasing each year thereafter.
-male underachinvement is at least doublc that found among feﬁalcs.j : .

.\ ~-the charicteristics of maleo underachievers differ from female
underachioviers. _— .t
2. Familics of the learnor. There is evidence that the families of under-
achicvers diffor from families of achicving pupils., In families of
underachieving pupils- '

A} f
* =the studont is more dependent on the mother.

-the fatwer s ruioctinq, dominevring, qivos.littlc warmth or affection. -

-the reolationship betweoen father and daughtnr or father ari son is ncgative
or nonexistont,

-parents set unrcalistic goals for students, and the students imagine .
that thoey are only 1s valuable or "qood" as their accomplishments.
8

. ¢ :
-parcnts 1llow achicvement to go unrewarded.

L Lehe students 1dunt1fu luss with thclr parents.

& ) K

-there are deep social and emotional problems in. the family.
-parents re less active nd less supportive of students.

~th. studint's cchicvements present 1 threat to the parents and thoir
adult suvcriority.

»

-pironts 1re less sharing of ideas, affection, trust, or approval.

-paronts are more restrictive and severe in their punisament.
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<« Source:

School cxperivnces of the learner. Thers is some cvidence- that incompetent
or insccursy tecachers contributo. to undeorachicvement. Feachers who |
contrihut:.: to underachievement 1re toachers who: g

-must miintain supcoriority in the ficld of knowledgo.

~impos. unrcilistic goais ind standards (thi porfectionist).

¥

-use throats, ridicule, warnings, and ultimatums; rarcly show warmth or
1ccepeance; :re cold and imporsonnl. ' ‘

-arc too cviasy; do not present a chollenge.,

--have predictable, routine schedules; do not present a stimulating
environment, . . ' g

-possess poor teaching skills.
) ., ”

Poor work habits of the lcarner. Evidence also Qxists to suggest that
many qgifted students are undernchievers due to poor work habits:

-the under1ch1evcr tacks the basic knowlcdge, academic tools or processes,
Qr the hibits of sustained’ 1nau1rq neceded to. perforn with excellence.

. Varied and numcrous inturusts of the learncr.

-the underachiever may extend their intarests in too many areas,
engage- in too many activites, and either fail to or be unable to
establish prioritics. - o v

-J . .
Cultural vilues of thce learncr. Some cvidence suggests that underachievement
may bhe ruolated to the milieu in which the gifted pupil is located:

-the Commurity docs not valu: higher education.
-the .peer group devalues academic achievement and values cecnformity, to
non- icademic behaviors. ‘

-adolescent girls freaucntly risk unpopulnr;tq If they reveal high
p201demic ability.

Economic ind ¢thnic status of tho leirner. Evidence suggests that
underachicvement amongy aisadvaintaged and culturally different gifted
pupils may result from factors related to their non-majority status.
Among thesce pupils when underachieveanvnt occurs:

~-the subculturce doos not support academic achievement.

{ncndumic activity is soon as “sissy” for boys and too aggressive for girls;
the subcultur:.: supports sex role steren types. '

-low aspirations for career goals center on mechanical or survival skills.

-educatinnal qoils are nonexistent,

adapted from Clark, B. Growing up gifted. Columbus: Charles E. Merrill, 1979.
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. SLIPPERY ROCK STATL COLLEGE
Department ot Special Cducation .

Characteristics of Underachiceving Giftud Pupils
1 3 : . . N b
Although lacking a comion definition of cither the mentally glftvd or underachlevemcnt,
the re have bden a nunhor Hf studics which report the characteristics of undcrach10v1ng
‘uentatly gifted pupils. 4 compilation of charac teristics dentxtlnd among underachlnvcrs
include: :

1)

b

=~a fiading repcatcd in most studics is ‘thc low self-condept of the underachicver.
Thiy are negative in their cvaluations of themselves, ' Their feclings of
inferiority may be demonstrated by. distrust, disinterest, lack of concern,
and even hustility toward others.

--they often feel rejected by their family, thcy feel that thelr parents are
dissatisfied with them,

--because of a feeling of helplessncss, they may take no responsibility for thelr
actions, externalizing confllvt and problems.

-~-they may show marked hostility toward adult authority flgures?and general
distrust of adults. | '

--they may foel victimized, = = °

--they oftzn Jdo not like 'school or thblr teo chcrs and choose companions who
have negative attitudes toward school also. ; :

--they may sccm rebellious : a4

--wedk motivation for academlc achievement hag been noted, and they may lack .
academic skills.

--th;y tend to have poor study habits, do less homework, and frequentlv nap

» © When. trying to study. -
--they are. less intellectually adaptive.
« ==thuy are less persistent, less asscrtive, and show high levela of w1thdrawal
in- classroon situations. .

--thcy 'hold lower leadership status and are less popular with their peers.

--they are,often less mature thap achievers (e.g., lack self-discipline,
procrastinate, show unwillingness to . complete tosks deemed unpleasant, have
-high distractibility, act hlghly impulsivcly, and arc unwilling to face
unplcasant realities).

--they often show poor Dmrsonﬁl adjustment and express feelings of being restricted
in their actions.

~--they may not have any hobbies, interests, or activities that could occupy thelr
sparv time. '

--they tend te have lower aspirations than achievers and do not have a clear
idea of vocational goals, ‘ ' '

--they are not able to think or plan future goals.

--they tend to state their goals very late and Often choose goals thet are not in
linc with their major interests or abilitics. Often the goals thcv adopt have
been set for them. -

-~--in choosing a carcer, thevy show preferences for nanual activities, business,

; o1les occupations, or anything with a strong persuasive trend over more
socially concerned or professional occupations.

v}

source::  Clark, ¥. Growing up rifted. Columbus: Charles E. lerrill, 1979.




SLIPPERY RQCK STATE C:OLLEGE
Department of Special Education

Case No. l: Rich _ ' C\
' . ! : g : . "
I would ke you 10 meet Rich, Rich attends -a large integrated high school in the
suburbs of a-large city where the majority ot the students come from middlé-class
. fammilies. He is athletic, good looking, and always well-dressed and w«-ll-grofmwd. His
family has fairly traditionalvalues and aspirations of achievement for theur chitdren. Rich, ™
the third ot five children, has an older brother and sister who were both high academic
achievers. The father was a grade school drop oul, but has worked his way from a dock
loader to an office job with the firm. The muther was a high school graduate, and her
, . famly 1s from a decidedly higher social stratum than her husband’s. ,
' Although Rich.has been identified as a gifted learner, he does not helong to the group
of school leaders and achievers who detertine s hool activities. Instead. he has chosen o
~ pecr group of underachidvers like himself among whom het is considered a leader. \
i Rich is known to be very good at sports and is prubably one of the best tennis plavers
% ' in his school, although he refuses to try out for the school teiinis team., ] '
Rich has been placed in advanced classes, although he maintains about a C average. ~
His teachers utien comment that he is not hving up 1o his capability Part of the reason tor .
‘ his low grades 1§ his habit of putiing off all assiggments to the last minute and then duing
. : only enough 10 get by. He is a gnod readef,‘z.as an exceptiondl vocabulary and reads o
extensively in books unrelated to his school subjects. When Rich "tunes in” 10 a4 class,
rarely, he can pullan A without any problem, But thatis only when he gets excited abou
‘the class or the subject, as when he gotinto government last yrar and became so
involved withpalitics, political systems, and sirategies that he spent hours before and
afier wchool questioning the teacher about everything he knew. He ended up being
picked to attend a model government conference in the state capital last summer, but *
now., with his new classes, he has *‘tuned out” again, .

Although KRich is outgoing and open®with his peers, he is extremely nervous and
uncomfortable around authority figures, such as 1eachers, He lacks cunfidence in himself
and is not very self-accepling. Once he was allowed 10 cooperatively contract with his
1eacher for a project in which he felt he would be interest~d He set unrealistically high :
sandards for himself, even though the teacher insisiéd that she would settle for far less. - o
He procrastinated for weeks and then gave up the entire project saying, “if { can’t doa ' ' )

., guod job on something, | just won't do n.” . )

In trying to understand Rich and help him with his underachieving patteriv, one of his
leathers met with Rich and his family several times in their home. Although his father
expressed the desire for Rich to attend college, he seemed to have a very negative
atnude 1oward education. His father was very inaistent on his son's sinct obetlience 10 R
the rules, seeing each act of compliance as a minor victoryror himself and a deféat for his -
«on There was an obvious-emotional gap between the father and“son Rich's father*
seemed 10 express only woRtitudes 1oward him, indifference or hosiility. He seemed ) )
totally incapable of responding to any of Rich's achievements: no matter how excellent. . ' <
The 1eacher’s effort 10 discuss the accomplishmeng Rich had made in the governimen '
class were met with stoney silepae. it seemed as if there were a wallv 4 competitioo
betwecn the two, wherein theMtagher hid his fear of losing belund demands tor
perfection and Mgefusal 1o recognize perfection should his son approach it Thus, tor

« Rich to attempt ay new task meant tisking almast certain reaffirmation-of his inabilities, )
his self-believed whi thlessness, and that would be cven more traumatic should his efforts '
actually produce less than average grades or tesulis. 1o fal became the one thing Rich

- could not allow. Ta quote Rich, “If ¥ can’t do a good job on somethung. | just won't devit”

-

o

-

‘Sources: Clark, B. 'Growing up gifted. Columbus, Ohio: Carles E. Merrill e ' '
Publishing Co., 1979. : v '
Newland, O.T.E. The gifted in socio-educational poupectivea‘.
Englewood Cliffs, N.J.: Prentice-H4ll, Inc., 1976.
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Case No.

C ase No. 2: i/?osa

Rosais o lovely, dark haired gitl who has lived with her Mexican-American tunily in
the barnio all of her Bte. Her parents were raised in Mexico and came 10 Southern
Calitormia 1o find a higher standard of living, They hold the raditional values of theit
culture and have tound adapting 1o American values difficult. Throughout her high’

“school career, Rosa has noticeably grown into g fiest rate student—curious, intelligent,

constantly pursing ideas amd problens w ferret out onginal and ¢ reative solutions, She
totally enjoys her scholastic abibity. Rosa s quiet, poised, and self-confident. Her fanly
provides her with sirength and love and values her as a womdn of their culture.

At the beginming of her senior year, the gifted coordinator suggested that she apply for
scholarships 10 major universities thioughout_the country. She wrote 1o Stanfoid.
Harvard, Yale, UC at Berkeley, and Columbia. When she received her scholarship offer
from Stanford. everyone at school wes excited. Then, when Harvard, Yale, and Berkeley
aba offered excellent scholarships, the entire faculty and all her friends were ecstatic.,
They all were anxiopss 1o sce which one she would choase. What a fantastic opportunity!

But then the gifted coordinator got the word. Rosa's father refused to allow her togoio

college, any college, It was not right foir wornen 1o be away from home unless they were
martied, and her place was with her famdy. Besides, what did she need a college degree
for. she must start her family soon. Women had no business running around getting ideas
put in their heads. The gifted coordinator talked to Rosa's father, and the principal and
the tamuly priest talked to him, but 10 no avail., ’ '

Then one day in May. Rosa came 10 school very disturbed and asked 10 see the gifted
coordinator and one’of het favorite teachers, As they sat down together, Rosa quictly,
almost in whispers. with sadness britnming in her eyes and spilling softly down her
cheeks, said that her father had issued an ultimatum. If she persisted in her foolishness o}
wanting to go to college., she would no longer be tonsidered his daughte:. She would
have to'move put of the house and never come back. Her beloved tamily would no
onger claim her. He won | forbid her mother, her brothers and sisters, -oven Rer

grandmother and other relatives, to contact her or 16 recerve her eyeragain, As far as the
tam:ly would be concerned, she would not exist. E

Rosa now sat looking very small as she Inwered her head, and the momentary pause

gave the others a chance 10 take in the finality and enormity of what she had said. Bufore,
anyone else could speak, she said. 1 will leave this weekend.” Now everyoneispoke at
once. Graduation was still a month away, the holarships would rot hegin for three
months after that, where would she go, how would she live? Rosa sat looking very lost,
Although she had thought of the questions herself, she had not worked out any answers.
She only knew she had 10 be free 1o make her own choice. She had to decide for herself
what her life was 1o be. To do that, she must leave home this weekerid. The teacher, her
own daughter in her mind, spoke first. “You will come live with me until you decide."

" Andl 50 it was that Rosa, who loved her family and loved the marvelous ability of her

mind. was forced 1o give up one 1o have the ofher. Whether her father could be
per<teled ur time might change his resolve was known only to the future. For now, her
loss was almost oo great 1o bear. '

3: Mike

Mike satstanng ot irto space munching on a stick of high protein that was given in his

chass as a “reintorenr ' He was seated at a desk alone, or a8 alone as you can be with
ntteen students and two teachers and three teacher aides. The room was arranged so that
vach student was comparatively isolated, sometimes achicving this with l!t\'r-‘usc of
cardhgard.dividers between the desks. Ruck music played in the background. Thiswas a
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Ccase No..

< &
J: Mike {continued)

special Lass, and Aike had been sent here at the first of the s -ar—seven months, four
days. and two hours ago. He was selected betause he was educationally handicapped,
passive -aggressive the psychologist had said. He supposed he was. he sure wouldn't do
the work in those dumb junior high classes, partly because the teachers were so “stupid”
and partly because he'd already done all that stuff, for about three years running. Once,
he remembered. in thind grade there was this neat 1eacher who had let them all make a
niovie about a story by Shakespeare and had leg some of the kids use her trig book for
their math lessans. That was his bestyear, Mike thought. : .

“What dare you doing, Mike!” came a voice 'close by. “Huh! Oh, nothin’,” Mike
responded “Well, it will be checkup time in five minutes and | don’t sev inuch student
behgvior going on ~ Mike grunted at the teacher, shifted his stouch to a forward lean and
pricked-up his penal. The “task” before him, the- completion of which would show
“student behavior,” was a work page out of a seventh grade workbonk.on basic science.
Oh, they had taken 1t out of the book and dipped off the identifiers so that Mike, an
eighth grader, wouldn't know 1t was baby work, bup he knew. “"Boy. they must think I'm .
reallv stupid,” he groused, looking uver the luw level questions on the page. But he
diin't pother 16 put n the answers; instead he reached over 1o a plant near his desk and
depostted his protein stick wrapper in its pot. : ' '

“Take that out of there, Mike,” came the voice again. "'It's ok.” Mike answered, “It's
really an ash trov.” Actually it was. Last month one of the “creativity projects” was to take
a bunch of old ashtrays the teacher brought in and papier-maché them into pots for
these new plants Of course Mike realized he was stretching jt a hit, but he was right. “I
s 1ake it out, now.” Mike did and then made an elaborate and very grand passage 1o
the waste basket and back to deposit the wrapper. 1t took fully three of the remaining
minutes before “checkup time.” On the way. back, Mike managed to verv cleverly start a
fight between two other boys who each thought the other responsible for the jabs and
bumps they received. Mike looked the soul of.innocence. One quickly execuled swipe
of his pencil completely dislocated the mast of a model ship the boy two tables back was
assembling, then he slid back into his seat. ' ,

A little bell rang, checkup time was announced, and the teachers and aides hurried
through the room giving check marks on cards presented by the students to redecm Later
that day for protein sticks, puszles, and other prizes. One of the aides approached Mike,
who ‘now was sitting st[d'ighl, feet on the floor, the perfect model of the attentive
student. “You get one check for following directions,” referring, Mike supposed. t his
waste basket tnp, "and one check for b«-hivipg like a student.”” Mike wasn‘t sure how she
arrived at that assessment. “But Mike, I-can’t give you a check for work completed. You
have another half hour now before lunch to firtish your task.” As she moved away. Mike
slid back down - into his seat, eyes glassy, staring off into space, and quietly began
munching on another protein stick. AN -

Oh yes, they all knew, Mike tested around 165 1Q, but the gifted class wouldn't take
him unnl he learned to behave like a student. In the regular class he was too disruptive
and never accomplished anything, so here he was and they were going to have him
complete his work successfully if it killed them. 0 ‘
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Aruitoxt provided by Eic:

Case 510. 4: Jane

lane stood at the board between Tommy and her best friend Doris. As the teacher
pronounced each word, they wrote it on the board, caretully covering their work until
everyone was finished. When all the chalk was returned to the chalk tray. the teacher : v
spelled the word so that they could.check their own work. Doris had miwsed two already.
and this ime Tommy misspelled the word. Jane noticed that the two of them nodded to
each other and. although she wasn't sure, she felt that they were excluding her. four
mure words, and Donis missed another one. Tommy missed the next one. Now it was
abvious that she was being excluded as Doris and Tommy exchanged gestures and looks
of “I know how you-feel” and “Jane thinks she's so smart.” Jane felt really uncomfort-
able She really ltkid Doris and Tommy: why did they have to uct like that? There were
only two words left on the test when lane decided that they would like her better if she
missed some words, too. _ , o

“Receive.” said the teacher. . S
. Jane carefully wrote r-e-c-i-e-v-e. Not 100 obvious, she thought. It wouldn't help if <
they thought she missed on purpose. Everyone stood back. Tommy spelled it just like she
did When the. teacher read the right answer, Tommy noticed hers was wrong-and
grinned at her encouragingly. She felt much better.

"Commitment,” said the teacher. . '

C-0-m-m-i-t-t-m-e-n-t wrote Jane. Tommy got this one right. Both he and Noris
lonked sympathetically at Jane. Jane felt even better. ‘ _

“For those who have 100% on their test today,” the teacher was sayiny, “'I've got a
special treat. The rest of you take out paper and pencil and write the words you missed -
correctly oné hundred times.” The teacher took the "“good students” in tow, and off they
went down the hall. Jane wanted to go too. After all, she knew those words. She wanted
to tell Miss Jennings why she missed them, but that was silly. She'd never understand.
After everyone left, Tommy and Doris began talking to her; she was obviously in their -
favor now. She thought a moment about the treat and wondered what it was, but as she .
heard comments around the room about the “smarty alecks,” and the “prissy britches”
that had just left, and as she looked ,again at her friends happily chatting with her
included, she thought it was really worth it. :

C dase No, 5: Mary

baghtvear old Mary, sitting in the scton
grade, was brought to the dlinie becane .

she “couldi’e read,” attacked other (hil ' .
dren, had walked back to her teacher, and Mary was an incipient undetachicver,
even “maliciously broke up materials” i\ but her energy level and wmotivation were

.

the c(Lissroam. On the Binet she <as loun such that she rebelled against the intellee. “
to have an 1Q of 152, with a mental e tual stilling to which she was heing sub.
of about 12 years. She refused to read jected. Tt is possible that her psychological
secand-grade materials in the dinicseting, picture was nore complex than this ~as
Lot tead filth-grade matérials quite com many of chem e, The extent to which
prehendingly. No oageressive behavior wae her having received a perfectly under.
nnifested in the clinic setting? ptohabl stanedable psychological nurturance in her
i part because of the nature of the serting Y home may have contribured to her being
but more probably becanse she was warked dissatishied with her being expected to
with as though she were at least 4 il ", Clearn to read” firse and second-grade
grader. When she was returned to school, materials, some of which she already had
her different teacher worked with her a. read before starting to school. Her rebel.
though she ‘were a sixth-grader and hier lion helped save her intellectual life.
behavior became increasingly that of u -

well-behaved child. With the accompany
mg cooperation and understanding of he '
parents, she hecame a happy child, thor
oughly enjoying the - more appropri.au
learning opportuniticy that were Yy
provided. -

.
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Case No, 6:

Norman

‘I he patents of hveyear-old Norman tried
to enter him in public school because he
alteady was reading children’s books and
captions in magazines wid newspapers and
was enjaying Anding out for himself rela
tionships antong numbets, but the school
authorties refused to let.him cnter be-

‘canse he wouldn't bie with his “peers.”

When he finally did get into school, every.
thing he was confronted  with was
“hreere.”” which resulted in his having
much hiee time. (One ingenious teacher,
in order o capitalize upon his seeming
excess of energy and to “enrich his learn

-ing experiences,” had him run crrands for

her, which he did skippingly.) While he
carned high marks in the lower elemen.
tary grades, he began to receive failing
marks hy the time he was in junior high
school. At this time he was found to have
a Biner 1Q of 166, but that apparentdy
siggested nothing to s teachers (who
even then were participating in a much
publicized “expeirinental”  program of
mdividualized “instruction).  His teachers
agrecd that he was “just plain lazy.”" His

academic performance became still worse -

“wn high school, as a result of which he

Case No. 7:

not only dropped out of school but alsn
ran away. (One of his high school -coun
selors—he had had several—was heard to

+

Oscar

i’

abserve that his running away night be
“just whae the doctor ordered, because he
needed to do some cinotional maturing.™)
I'he school personnel had known, sinre
Namian way in the upper elementing

“grades, that there was considerable ¢imo.

“tional tension inhis home, «of which he

was not the focus, bat finnly maintained
that such was not_their proper concern.

. Sketchy subsequent reports reveated that

he was carrying on his sampling of drugs
(which he had started in high school), that
he had stopped* just shoit of becoming
addicted, that he had gotten married and
was living in a “commune." As of the age

of 25 he was marginally subsising by

running a natural foods grocery for his
friends; he still had not turned out to be

.the socially productive pifson he had

been capable of becoming.

Norman in effect succumbed to his in.
tellectnal starvation diet. As a preschooler,
he” had shown a lively curiosity about
things. volunteering, for instance, that-he
“could count by every other number” and
doing so effectively. He related outgoingly
to the other children in his kindergarien
group and was perceived gencerally as a
“happy child.” But his psychblogical assets
of curiosity, vivacity, and relating to other
chuldren were dried up in the educational
sctting. He had been tanght to be an un.
derachtiever of the first magnitude.,

v

Sevencyear-old  Oscar had  been validly
(ound to have a Binet mental age of ut
least an average cleven.year-old. Instead of
his Leing promoted to the second grade,
he was placed in a third-grade room. He

.. was the tallest boy in his grade. Objective

educational achievement test results indi
«ated that in arithmetic he was a bit bet.
ter than the average third-grader and in
reading he performed quite like an aver-
age sixthgrader. Because he was s low.
relatively, in arithmetic and hedause he
wouldn’t “stay with his group in reading,”
his teacher had recommendad that he be
put back into the second grade “where he

sbelonged.” His behavior in class had be

come increasingly disraptive. He “flew off
the handle’” at the slightest annioyance. at
times physically attacking some of his
‘lassmate-, at other times acting very much
put out when, for instance, a paper did
not tear as’ evenly as he wished, and at
other times simply sulking. At home he
did not give way to so many or such vio
lent outbursts, althaugh his inother did
observe that he had, over the past two or
three months, become increasingly “itchy.”

On the basis of an evaluation of his total
L3

psychoeducational pictare, he was placed

with o fonrth.grade teacher who had him
work with fifth- amd sixth grade verhal
materials and got him invoited in quanti-
tative learning situations which motivated
Wi to wequire in a very short time arith.
metic computational skills 2t a fifth grade
level. Since his aggressive hehavior pattern
hiadl not yet become habitated and since
his educational life had become appropri.
ately  challenging,  his - maladaptive  be-
havior no longer onanrredd.

Here, again s an example of aggressive

hehavior appearing after, or along with, .

fiusration  Forunately  for Oscar,  lus
parents interested hut not driving- ~ha
wnght psschoeducational help ountside ihe
sthool situation aml corrccuve 1ecommen
dations  were  followed.  Anpther  under.
achiever wis “headed off at the pass.”
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Characteristics of Talented Pupils- Checklist*
(Lan be used at any grade TeveTT

the pupil.

Place an X 1n the space beside each question which best describes [

-D1splays a.great deal of curjosity about many things.

Generates ideas or solutioﬁf;to problems 'and questions.

Seas. many aspects of one thing; fantasizes, imagines,
manipulates 1deas, elaborates,

Applies ideas.

's a high risk tgker;'1s,adventqrous and speculative.
Nisplays a keen sense of humor,

Is sensitive to beauty; attends to aesthetic characteristics.
Predicts from present ideas.

Demonstrates unusual ab111£\\€n painting/!rawing

Exhibits unusual ability in sculpturing or clay modeling.
Shows unusual ability 1n handicrafts. : ‘
Provides evidences of unusual ability in use of tools,
Shows unusual ability in instrumental music.

Damonstrates unusual ability in vocal music.

Indicates special interast in music apbreciation.

Displays ability in role playing and drama.

Demonstrates ability to dramatize stories.
Shows abi14ty in oral expression.

Demonstrates unusual ability 1n written expression. creatihg
stories, plays etc.

Shows evidence of 1ndnpendent reading for information and
pieasure. N

Demonstrate® ability In dancing; toe, tap, creative.
Displays mechanical interest and unusual ability,

"Shows unusual skil1.and coordination in his gross muscular

movaments such as ball-playing, running.

*Taken and adapted #om materials prepared for Dade County, Flor!da Public
Schools, Mr. James Miley, Coordinator for the Gi¥ted.

J9

YES
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NO
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15, Adept at visual art expression,

16. ‘Resourceful--can solve problems by ingenious methods.

17. Creative in-thoughts, new 1doas, seelng associations.annovations.
etc. (not artlstically)

18. Body or facial gestures very expreséive.

19. Impatient--quick to anger or anxious to complete a task,
20. Great desire to excel even to the poiﬁt.of cheating.

21. Colorful verbal expressions.

2?. Tells yery'imag{native stories.

23. Frequently interrupts others when they are galking.

24. Frank in appraisal of adults.

25. Has matu}e sense of humor (puns, associations, etc.).
26, Is 1nquisitive. |

27. Takas a close look at things.

28. Is eager to tell others about discoveries.

29. Can show relationships among épparently'unrélated {ideas.
30. Shows exéitément in voice about discoveries.

31. - Has a tendency to lose awareness qf'time. ”
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Selected Assessment -Inst.ruments
- ‘ . Disadvantaged Gifted
i Alpha Bibgraphical inventory. 'Téylor, C. Ve & Ellison, R. L. Manual for alpha
1 . Qiggraphical inventory. Salt Lake City: Institute for Behqvioral,kesearch

in creativity, 1966, (revised 1968).

. © A 300 item life experience inventory. that has bproven to be useful
) B in identifying gifted individuals among ‘the disadvantaged population.
: . Significant among the findings from research studies involving this
inventory are indications that there are no racial differences on

the creativity index and quzte small racial differences on the . ,
academic index. ‘

Abbrevzated Binat for Disadvantasod (ABDA). Bruch, C. B. Modifications of procedures

for identification of the dzsaduantaged gifted. Gifted child quarterly, 1971,
15, 267-272. ' ' :

The (ABDA) yields a score erived from selected ztems tn the Stanfbrd-'
Binet that are biased toward disatvantaged Black children. Culture
specific indications of giftedness among native, Spanish speaking .
Mexican Americans have been the subject of rusearch using the ABDA,  ”f

Rolevant aspects.of Potential (PAP). Grant, T. E. Relévant'aqpects of potential. .
.Marlborough, CT: RAP Researchers, 1974.

On this inventory students indicate how they feel about themselves
and how they would react in situations that are common to their
everday experiences. The instrument ylelds a profile indicative
of high potential among minority group studenta:_,

Stallihgs’ Environmentally Based Screen (SEBS). Stallings, C. Giftod dialdvahtlgeg

) children (technical paper). Storrs, CT: Th2 University of Connacticut, March,
- 1972. ’ . : ’ .

An instrument that can be used to discover giftedness among urban
. children whose experiences are limited by an 8 to 10, block radius in

tho their community. The goai is to identify gifted children based on their
~ ability to responed to environmental matters.

Systex of Hulticultural Pluralistic Assessment (SOMFA). Morcer, J. R, and Lewis, J. F.
‘ (3 New York: The Psychological Corporation, 1978. : o
(SOMPA) 13 based on the notion that one'sdown sociocultural group
is a more appropriate yardstick for determining whether performance
is below normal; normal, or supranormel.




Test of Learning Abilities. Mecker, M. and Meeker, R, Strategics for assessing
intelloctual patterns in black, anglo, and mexican~american boys or any other

children =-- and implications for educatlon. “Journal of school psychology,
1973, 11, 341-350, ‘ !

An approach that yields specific patterns of strenyths and weaknesscs
based upon Guilford's Structure of Intellect (SOI) analysis, The

- authors view theif approach as an ‘appropriate way to interpret
the results of the Stanford-Binet with dilsadvantaged. youth., . .. .

) o

Torrance Tests of Creative Thinkihg.;bTorrance, E, P, ‘Personnel Press, Ginn and
‘ Company, lexington, Mass., 1966,
A pencil and paper test désigned.té measure verbal and fiéural creativity,

Evidence suggests that the results are not influenced by either race or
socliometric stdtus,

<

r~

Adapted from; Ftasier, M, M, Rethinking the i8sues regarding the culturally
disadvantaged gifted, Exceptional children, 1979, 45, (7), 538=542.
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WAYS TO HELP THE UNDERACHIEVER .‘

-
]

help tien to understand the purpose and importance of assignrents and value: of
education generally.

Includc sugpestions on how to study and read- the material assigned---help them
acauire good study skills and habits---provide remedial help as needed.

]

itelp student formulate rcalistic short and long term goals.

se awarc of what's “in" among the children -- TV shows, songs, other fads, --
importanc for'notivation in terms of curiosity and interest.

(S
\

Help them *compgtu“ with themselves -- keep record of work dong, improvement, etc. .

Try to chenge the family environmental situation if necessary ¢nd possible.
Increase the independence of the vyoungster.
Help him recognize his s.olf-concent.

Aid him iIn ‘raising level of aspiration.

‘Provide success experiences. If child does e¥perience success, don't say ''I told

you so".
¢ ulert to unspoken desires.
Try to establish an embafhetic relationship.

v
’

Stt:a realistic expectancy level. -
. ' rd " | k
Gilve a feeling of ‘worth.

Accept the student as he is but work with him with an awareness of his potential.

¢

] at )

.Riordan, Judith. Gifted Undcrachicevers. Urbana, Illinois: Universitv of Illinois.

Papur prescated for Summer Institute for Teachers of the Gifted, 1967.




