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GROUPING/TRACKING

The Relationship of Grouping Practices to the
Education of the Gifted and Talented Learner:

Executive Summary

by Karen B. Rogers

Reprinted with permission of the National Research Center on Gifted and Talented

The recent debate on ability grouping has
raised anumber of educational issues for teach-
ers and school administrators. In efforts to
restructure or transform schools, thereby im-
proving the generallevel of achievement for all
students, man:’ reformers have argued for the
elimination of most forms of grouping by abil-
ity. They have also suggested that grouping be
replaced by mixed-ability classrooms in which
whole groupinstructionand cooperativelearn-
ing are the major instructional delivery sys-
tems. In many cases this restructuring has
included the elimination of accelerated classes
and enrichment programs for the gifted and
talented in the name of reform. “The Research”
has been cited by these reformers as the ratio-
nale for such classroom changes (George, 1988;
Slavin, 1987; Oakes, 1985). Unfortunately, the
research does notappear to have been searched
comprehensively, but the oversight is aiso un-
derstandable. Withaliterature base of over 700
studies on ability grouping (Kulik & Kulik,
1982)and over 300studieson cooperativelearn-
ing (Johnson, Johnson & Maruyama, 1983;
Slavin, 1984), it is highly unlikely that any
researcher has had the resources or time to
make an effective analysis of these literature
bases. In fact, there have been 13 syntheses of
research in the past nine years, all of which
represent analyses of parts of these bases. By
analyzing 13 syntheses together, however, one
can acquire a sounder understanding of what
the rescarch really has to say about grouping

by ability in general and about grouping stu-
dents who are gifted and talented for the pur-
poses of enrichment and acceleration, in spe-
cific.

Two synthesis techniques have been de-
veloped in recent years to accommodate the
huge research data bases we haveaccumulated
over time: meta-analysis and best-evidence
synthesis. In both techniques, the synthesizer
must conduct an exhaustive search of the lit-
crature to locate all research, and then attempt
to average across all the studies located to
calculate a general effect for the instructional
practi~ being synthesized. The metric of Ef-
fectSize,a procedure introduced by Gene Glass
in 1976, has been used in these syntheses tech-
niques (except the Gamoran & Berends synthe-
sis, 1987) to communicate the comparative size
of academic and nonacademic outcomes when
allresearch onan instructional practice is cor-
bined. Effect Sizes of +.30 or higher are ac-
cepted as indicative of substantial gain of the
experimental practiceoveritscontrol (e.g., abil-
ity grouping vs. traditional classroom instruc-
tion without grouping). Such an Effect Size
would indicate an approximate three months’
additional gain on a grade-equivalent score
continuum of a treatment group’sachievement
over the control group. Table 1 (on page 33)
displaysa summary of the Effect Sizes reported
across the 13 syntheses for the variety of group-
ing practices currently used with students who
are gifted and talented.

Continued on page 32
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Schools and Society

The current emphasis and trends regard-
ing contemporary educational restructuring
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ASSOCIATION FOR THE GIFTED
Administrative Assistant, Sharon Mountford,
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June. Opinions expressed by individual authors do not
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N . X ¢ Officers ~ 1990-1992
practices cannot be examined without a soci- Executive Committee
etal reference. While itis generally agreed that President 3andra Kaplan
Sandra Kaplan the school’s responsibility is to prepare stu- Vice President  Barry Ziff
dents for society, there are enormous dispari- Secretary  Ron Fontaine
tiesbetween today’s educational demandsand Treasurer Judith Roseberry
societal concerns and realities. Past President  Cloria Burns
State Parent Council Chair  Karen Hostettler
* Today’s schools are expected to stress co- Regional Representatives
operative learning while scciety empha- Bay Area  Bonnie Casassa
sizes competition as resources and oppor- Vera Fby
tunities diminish. Capitol  Ray Simpson
e Today’s schools are expecied to abandon Mary Jane Kalayta
the labeling of students and the defining of Joshua Tree  Jerry Kasinski
specific criteria that distinguish somelearn- T'melie Neher
ers from others while society emphasizes Mission  Patrica Carey
consumerism dependerit on label recogni- Christine Demmitt
tion and attributes that designate one Mt Shasta  Pennie Saletta
product’s superiority over another’s. Betty Maxwell
» Today’s schools are to stress the inclusion Orange  Pat Phelan o
of more students in the GATE prograr: . Jo Anne Viserta-Galinis
. . . . Padific Margaret Gosfield
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omar  Rosa Perez
stu.dent:s ‘who can attend four-year state 5 e Jakaitis
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to stress the value of work while society CAG encourages ail interested parties to submit
appears to value anti-intellectual and lei-  arficles for publication. All submissions will be given
sure activities. careful consideration. FPhoios and camera-ready art
work are particularly desirable. Send all material with
There is potential in each of the restructur-  your name, address, and phone number to Communica-
ing features to benefit all students. However, it tor Editor, 23684 Schoenborn Street, Canoga Park, CA
isunfairtoassumethattheadoptionandimple- ~ 91304; 818/888-8346.
mentation of these restructuring practices in Reprinting of materials
our schools can be effective without commen- Artides appearing in the Communicator may be re-
surate restructuring of elements in the society. ~ Printed asdesired unless marked by ©or reprinted from
another source. Pleasecredit the Communicatorand send
(Thanks to Kaz Tanaka, janet Ward, and Evie Hiatt ~ @ SOPY of your newsietter or journal containing the
for listening and adding to this commentary.) reprint to the Editor.
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Super Saturday Program with Rick Shope
Discover Art Through Mime

Bakersfield Museum of Art

San Jose Museum of Art

Fresno Museum of Art

Contact CAG office for ticket information.

8:00 am to 12:50 pm

Orange County Council/GATE

19th Annual Conference

Navigating Changes: GATE’s Course in
Restructuring

UCI Student Center, Irvine CA

Keynote Speaker: Valerie Terry Seaberg,
Maine State Department of Education;
President, State Directors of Gifted /Talented
Education

Contact Pat Lawrence, 12702 Adrian Circle,
Garden Grove CA 92640

30th Annual CAG Conference

Cast a Wide Net

Long Beach, CA

The complete list of sessions and last chance
to register has been mailed to all members
and to each district. Flyers about the Parent
Mini-conference on Saturday are available in
both Spanish and English. Call the CAG
office if you need a copy.

Open-GATE Teleconference
National Report on Gifted Education

Los Angeles City/County GATE Conference
John Muir High School, Pasadena

Open-GATE Program on Curriculum

CAG Leadership Camps (7th-8th graders)
Call the CAG office for information.

South

Camp Nawakwa, San Bernardino Mts.
Central

Calvin Crest, Oakhurst

Grouping/tracking is one of the key issues
in educational restructuring. This issue of the
Communicator contains a number of articles on
grouping, many of which have appeared pre-
viously. Many educators and parents have
asked for information on this topic, so an edito-
rial committee thought it might be helpful to
publish a collection of articles in one issue.
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Grouping and Tracking: An Opinion

The very words, “grouping and
tracking,” are enough to incite strong
feelings in educators. To some, they
arca symptom of covert, subtle racism
that continues to exist in our society.
Those who feel this way point to the
over-identification of racial and ethnic
minority groups in programsdesigned
for special education and the under-
identification of these same groups in
programs for gifted students.

Other educators stress the differ-
ence between flexible grouping prac-
tices and “tracking.” The latter tends
tokeepachildinoneprogram fromthe
time of initial assessment to the con-
clusion of that student’s school career.
Some claim that heterogeneous group-
ing is also a form of tracking and that
providing the same services to all stu-
dents regardless of need is ultimately
detrimental to more students than re-
cent tracking practices. Unfortunately,
the education of gifted students stands
at the center of this debate.

It is an important distinction to
discuss “the education of gifted stu-
dents” as opposed to “programs for
gifted students.” Whenthey are viewed
asoneand the same, tracking may well
occur. A student could be placed in a
program at a given time and then re-
main there regardiess of whether stu-
dent needs or interests change, or
whether the program and the student
are a good match.

Educators must understand that
our purposc is to provide appropriate
services toall studentsinourclasses. If
services can be provided in the regular
classroom, in large group situations,
or in cooperative learning situations,
then that is where services should be
provided. However, with the numer-
ous new assessment procedures that
are being developed, we will be more
cognizant of individual differences, in
terms both of strengths and weak-
nesses, that must be addressed. Based
onour new-found information, we will
be able to tailor services more specifi-

cally to student needs. In some cases
those needs willbebetter metby groun-
ing and regrouping students for in-
struction, both inside and outside the
core classroom. It means thata more
effective partnership can be forged
between aducators who are providing
for the needs of large groups of stu-
dents and specialists who are working
with students and their specialized
needs. At the least, this means that
“programs” for gifted children will
look very diftcrent than they do today.
Atitsbest, italso means that “develop-
mentally appropriate” instruction will
be available for more children, includ-
ing those who are gifted.

Currently, the phrase “develop-
mentally appropriate” islinked to gen-
eral attributes of specific age groups
(and what grouping pattern is more
symptomatic of tracking than placing
students in grades by age alone?) and
often tied to Piagetian theories of what
children can and cannot do at given
points in their lives. However, to be
truly developmentally appropriate, we
must look at the individual child in
terms of his or herenvironment. When
we talk about differentia.ing curricu-
lum, we are discussing tailoring a gen-
eral curriculum to the specificneeds of
each learner. We are making the cur-
riculum developmentally appropriate
for cach child in our classrooms, in-
cluding those with outstanding talent.

If we contend that to ecliminate
tracking, we must eliminate services
appropriate for gifted students, then
we are guilty of yet another form of
prejudice and tracking. Thebelief that
programs for gifted students are for
white middle-class students and
should therefore be eliminated, is of-
ten expressed by educators who seek
to improve services for all students.
There is no question that gifted pro-
grams have historically had a dispro-
portionate number of middle-class
white students. New state laws and
rulesacross thecountry haveattempted

by Evie Hiatt

to rectify the situation, and progress is
clearly being made. Since 1985, the
number of African-Americans whoen-
rolled in Advanced Placement classes
has increased over 110%, the number
of Native Americans has increased
125%, and the number of Hispanic stu-
dents has increased by approximately
140%.

The work that is being done to
make programs for gifted students
more inclusive has been instrumental
in changing our attitudes toward all
students and has come to symbolize
the statement, “All children canlearn.”
For too long that phrase implied that
all students could learn the basic skills.
However, as students of all hues and
cultural backgrounds are being more
appropriately placed in programs for
gifted students, educators are realiz-
ing that students can not only learn,
but excel. It is not just educators who
must be convinced of this fact. Dr.
Susan McBey notes that research indi-
cates that African-American students
from urban areas often ridicule their
contemporariesas “acting white” when
they do well in school. Programs for
gifted students, when ethnically bal-
anced and designed to serve the needs
of the students, prove that it is not
“white,” to excel. Excellence is re-
flected in individuals from all racial,
ethnic,and economicgroups whohave
the persistence and talent necessary
for high performance.

Now, more than ever, the need for
recognizing and serving exceptional
talent is important — both to the stu-
dentsthemselvesaswellas to the pride
and integrity of the subpopulation to
which they belong. The primary effort
should be on providing the appropri-
ate services rather than on expending
effort on advocating for one particular
grouping pattern.

Evie Hiatt is Division Director, Gifted and
Talented Education, Texas Education
Agency, 1701 N. Congress Ave., Austin, TX
78701-1494; 512/463-9455.
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Ability-Grouping Research Reviews: What Do They Say about
Grouping and the Gifted?

If educators are to
make informed
decisions based on the
findings about ability
grouping, they must
study the original
research and be sure
that the questions they
are asking are the same
ones posed by the

researchers.

by Susan Demirsky Allan

reprinted with permission from Educational Leadership, March, 1991

The questions of whether, when, and how
to group students according to academic abil-
ity represent some of the most difficult and
frustrating challenges facing educators today.
Seeking to help answer these questions, re-
scarchers have applied new techniques of re-
search review to this subject. Two prominent
sets of reviews — the meta-analyses of James
Kulik and Chen-Lin Kulik of the University of
Michigan (1982, 1984b) and the best-evidence
syntheses of Robert Slavin of Johns Hopkins
University (1986, 1990) - attempt to synthesize
this information. These reviews, their tech-
niques, and their findings are important to
educators who rieed to make decisions about
grouping that are based on accurate knowl-
edge of its effects. This article provides both a
synthesis and a critique of these research re-
views of ability grouping with the aim of clari-
fying for practitioners how these synthetictech-
niques affect the results; what research ques-
tions are being asked and answered; and what
is and isn’t established by the research.

Understanding the Methodology

Both the meta-analytic and best-evidence
techniques of research review treatall included
studies as equally valid. Although the review-
ers set criteria for omitting clearly inadequate
studies, they give all other studies the same
weight, without regard for their relative qual-
ity. The best-evidence synthesis is more selec-
tivein its criteria, but then becomes vulnerable
to the charge of hand-picking the evidence.
(For 2 description of these two methods of
research review and the more traditional nar-
rative review, sce page 6.)

A methodological problem that applies
primarily to the gifted (the top 3-7 percent) and
to a lesser degree to high-ability students (the
top 33 percent) is the use of standardized test
scores. On most studies included in the meta-
analyses, theseare the main measureof achieve-
ment. The scores of gifted students usually
approach the ceiling on standardized achieve-
ment tests, making it very difficult to show
significantacademicimprovement of their part.
The ceiling effect of standardized testsisalso a

factor — although to a lesser degree — in evalu-
ating theimprovement of high-ability students.
Certainly, at the minimum, the degree of aca-
demic improvement in the studies would be
much greater if it weren’t masked by the ceiling
effect of standardized testing.

This problem stemming from the inclusion
of high-ability students may affect all the major
studies. However,  have had difficulty obtain-
ing exact data on the percentage of studies
included in the analyses that use standardized
testscores. James Kulik (personal communica-
tion) reports that the majority of studies in his
meta-analyses used such data. In his study,
Slavin (1986) reported {personal communica-
tion) that almost all studies where effect size
was computed used standardized data (raw
scores, grade equivalents, or standard scores).
In both the meta-analyses and the best-evi-
dence synthesis, some forms of grouping were
found the improve the academic performance
of gifted children, and it is likely that the real
benefits were greater than could be shown by
the method of measurement.

In a more recent synthesis of grouping in
secondary schools, Slavin (1990) raisesanaddi-
tional problem concerning the use of standard-
ized testing as a measurement of the effects of
grouping on student achievement. Discussing
thelack of positiveevidence for grouping inhis
study, Slavin says, “One possibility is that the
standardized testsused in virtually all thestud-
ies discussed in this review are too inscnsitive
to pick up effects of grouping.” Insensitivity of
the tests in indeed one possibility. Anotheris
the criticism commonly raised by teachers,
particularly at the secondary level, that the
tests don’t evaluate what they are teaching.
One possible check on this difficulty is to com-
pare student progress in ability-grouped vs.
heterogeneousclasses using teacher-made tests.
These are less commonly used in research be-
cause they are not comparable across teachers
and subject areas. In fact, in both Slavin’s
clementary synthesis (1986) and secondary
synthesis (1990), one of the criteria for inclu-
sion of a rescarch study was that “teacher-
made tests, used in a very small number of

January, 1992

| ERIC

IToxt Provided by ERI

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304

Page 5

Fe




studies, were accepted only if there
was evidence that they were designed
to assess objectives taught inallclasses”
(Slavin 1990). Clearly, if ability group-
ing is being used effectively, the objec-
tives should vary among the different
classes. Therefore, testing for the same
(probably minimal) objectives will not
permitany benefits of ability grouping
in average-or high-ability classes to be
demonstrated. A similar problem, re-
lated to differentiating instruction ap-
propriately for the students being
taught, arises again when we examine
the research questions being asked.

Examining the Research Questions

The most serious difficulty with
Kulik and Kulik’s meta-analytic re-
views and Slavin’s best-evidence syn-
theses on grouping appears when we
delveinto thestudiesthatactually make
up these syntheses. The researchques-
tions actuaily being asked may prove
very surprising to educators who have
been reading general accounts of the
analyses.

One question not asked in the
Slavinresearch was whether programs
designed to provide differentiated edu-
cation for gifted or special education
students were cffective. Those pro-
grams were systematically omitted
from Slavin’s synthesis on the basis
that they “involve many other changes
incurriculum, classsize, resources,and
goals that make them fundamentally
different from comprehensive group-
ing plans” (Slavin 1986). Itisiror:ic* .
some school systems are us | .ne
Slavin best-cvidence synthesis tu make
decisionsabout gifted and special edu-
cation programs when such an appli-
cation clearly is inappropriate. Slavin
(1988) addressed such programs in a
later narrative review in which he ar-
gued that the research on them was
biased and the programs were ineffec-
tive. However, this subject was not
rescarched in the systematic fashion of
the best-cvidence synthesis, and, logi-
cally, that synthesis cannot provide
guidance on it.

Kulik and Kulik did address the
cffectivenessof gifted programsin their

Methods of Reviewing Ability-Grouping Research

Three main techniques have been used to review research in the area
of ability grouping: narrative review, meta-analysis, and best-evidence
synthesis. Narrative review is the “traditional” method in which the
reviewer surveys and comments in detail upon individual studies in the
literature.

While narrative review permits a great deal of evaluative commertary
on the studies it includes, reviewers have always struggled with the
difficulty of comparing studies with different results and different stan-
dards of measurement. Meta-analysis and best-evidence synthesis, the
methods used in the two sets of reviews that form the focus of this article,
were developed in order to make the results more replicable and quantifi-
able than the narrative technique permits.

The meta-analytic technique (used by James Kulik and Chen-Lin
Kulik) requires the reviewer to locate studies of anissue through objective
and replicable searches, code the studies for salient features, and describe
study outcomes on a common scale. Kulik and Kulik itemized additional
qualifications for the use of a study in their meta-analysis. In order for a
study to be included in their review, the results had to be reported in
quantitative form; the results had to be available from a conventionally
instructed control group as well as from the one receiving the experimental
treatment; the control group had to be similar to the experimental group in
aptitude; and, very importantly, the studies had to take place in actual
classrooms, not labs.

The best-evidence synthesis technique (used by Rebert Slavin) is a
combination of meta-analysis and narrative review. Ithas many character-
istics in common with meta-analysis, including the compu tation of Effect
Size'and the clear specification of inclusion criteria. There are, however,
several crucial differences. One important difference is that studies were
included whose Effect Size could not be computed. Such studies are
characterized in the data analyses as positive, negative, or zero rather than
excluded. In addition, individual studies and methodological and sub-
stantive issues are disclosed in the detail typical of narrative reviews.
Finally, the Slavin review included studies that used calculations that
Kulik and Kulik considered mathematically inappropriate for their meta-
analytic techniques.

" Effect size is computed as the difference between the mean scores of experimental and
control groups, divided by the standard deviation of the control group. It provides a
common scale that standardizes the various measurements used in different studies
(Kulik and Kulik 1989 and Slavin 1989, 1990).

References
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meta-analyses, including such pro-
grams when their other methodologi-
cal criteria were met. Their results
show clear positive gains for students
in gifted programs, which they at-
tribute to the specialized curriculum
and materials used and to the training
afforded teachers in such programs.

The importance of the research
questionbeingasked arisesagain when
we examine Slavin’s (1986) review of
regrouping in the elementary school
for recading and /or mathematics. Five
of seven studies in the best-evidence
synthesis found that students learned
more in regrouped than in heteroge-
neous classes, while two found nega-
tive results. However, inatleastone of
the studies in which students in
regrouped classes failed to outperform
those in heterogencous classes (Davis
and Tracy 1963), no attempt was made
to provide differentiated materials to
the regrouped classes. Use of the same
materials for all groups also occurred
in a different study, included in both
Stavin’s and Kulik and Kulik’s analy-
ses, where students were regrouped
for rcading (Moses 1966). Despite this
inadequacy of educational design,
Moses found weak positive evidence
for regrouping.

Astudy by Koontz(1961), the other
study with negative results noted in
Slavin’s synthesis, involved regroup-
ing for three subjects (math, language,
and reading) and, thercfore, had as
much similarity to departmentaliza-
tion models as to limited regrouping.
Students changed classes three to four
times a day. Most significantly, in the
regrouping, languagearts and reading
cach becamne separate classes, a very
questionable educational practice. In
contrast, a study by Provus (1960) ina
suburban district showed clear and
sometimes dramatic gains for students
who were both regrouped for math-
ematics and provided with ability-ap-
propriate materials. There were cases
of 4th graders who finished the year
working on an 8th gradelevel. Impor-
tantly, however, the gains were not
limited to high-ability students. There
werealsoclear, if1ess spectacular, ben-

efits for both average and low-ability
students.

it is difficult to imagire any ratio-
nal disagreement that could stem from
these results. Itis hardly reasonable to
suggest that students should be abil-
ity-grouped without the use of appro-
priate curriculum and materials.
Grouping while using the same mate-
rials and curriculum for all groups of
students is not supported by any seg-
ment of the education profession. But
it appears that some researchers are
attempting to asx the “pure” research
question of whether grouping as a
single isolated factor has any effect on
studentachievement. Theanswer, not
surprisingly, is mixed, although gen-
erally positive. However, this is not
the question that educators and par-
ents are asking. They want to know
whether grouping, withappropriately
differentiated instruction, has any ef-
fect on student achievement. When
that question is addressed, the results
provide a stronger positive answer in
both math and reading for all groups
of students.

Interpreting the Findings

The most destructive aspect of the
controversy over ability grouping is
the misrepresentation of the findings,
particularly those of Slavin’s best-evi-
dence synthesis (Slavin 1986), in the
popular media. Headlines such as “Is
Your Child Being Tracked for Failure?”
(Better Homes and Gardens), “The Label
That Sticks” (U.S. News and World Re-
port), and, the most sensational of all,
“Tracked to Fail” (Psychology Today)
distort the research findings and un-
dermine serious discussion of an im-
portant issue. The Psychology Today
article begins with a ridiculous com-
parison to the categorization of alphas,
betas,and gammasin Brave New World!
There has been too litt'e reaction from
the educational community to bring
the discussion back to a substantive
level. The publications cited above, as
well as some general education publi-
cations, fail to take note of Slavin’s
very important and worthwhile dis-
tinction between types of grouping,.

They also paint his research as having
determined that grouping is academi-
cally harmful, which is not the case.
The meta-analyses of Kulik and Kulik
are less frequently misinterpreted by
the general media, perhaps because
they are rarely cited.

In examining the actual conclu-
sions in these research syntheses, it is
essential to examine them according to
type of grouping .ather than as one
amorphous whole. When grouping is
separated into within-class, compre-
hensive, and between-class grouping
patterns, the results become more spe-
cific and useful.

Within-class ability grouping can
be accomplished in several ways and
can use a varicty of educational tech-
niques. Afterconsidering programsin
which students in a grade level were
assigned to different groups within
heterogeneous classrooms, Slavin and
Karweit {1984) conrcluded that such
grouping clearly benefits students.
Kulik and Kulik (1989) scparated the
within-class grouping studies into
those designed for all students and
those designed specifically for aca-
demically talented students. The pro-
gramsdesigned forall studentsshowed
a positive, but small effect on student
achievement. This effect was similar
for high-, average-, and low-ability
groups. The withinclass groupings
for academically talented students
were found to have substantial posi-
tive academic effects.

In examining techniques used in
within-class differentiation of instruc-
tion, both Slavin and Kulik and Kulik
have published reviews of mastery test-
ing, and Slavin has reviewed coopera-
tive learning. In the arca of mastery
testing, Slavin (1987) finds little meth-
odologically adequate rescarch sup-
port for it. Kulik and Kulik (1987) find
thatit gencrally has positive effects on
student learming, although those ef-
fects were more pronounced for the
less able students. However, it also
increased the amount of time needed
for instruction. On the average, mas-
tery testing groups require 26 percent
more instructional time than conven-
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tionally taught groups. Cooperative
learning was not included in the Kulik
and Kulik research, but Slavin is gen-
erally supportive of the practice if
groups are rewarded on the basis of
the individual learning of all mem-
bers.

The practiceof comprehensive full-
day grouping of pupils into different
classrooms on the basis of generai abil-
ity or IQ is not supported by Slavin’s
best-evidence synthesis. However, it
is vital to note that he did not find
evidenceofacademic harm to students
in thas form of grouping — only lack of
academic gain. This lack of academic
gain shown among high-ability stu-
dents in full-day grouping possibly is
attributable to the ceiling effect of stan-
dardized testing. It also is useful to
recall that gifted and special education
programs were omitted from this as-
pect of the best-evidence synthesis, al-
though Slavin has stated his opposi-
tion to themin other contoxts (with the
exception of acceleration programs,
which he states may benefit gifted stu-
dents). In contrast Kulik (1985) found
that students grouped in classes ac-
cording to general academic ability
shghtly outperformed non-grouped
students. The strongest positive effect
size was for students in high-ability
classes (0.12), with weaker effects for
students in middle-level classes (0.04)
and no effect for those in low-ability
classes. In a separate analysis of gifted
and talented programs, Kulik and
Kulik (1989) found that students per-
formed significantly better than they
did in heterogeneous classes.

The practice of departmentaliza-
tion was not addressed by Kulik and
Kulik, and Slavin inclicated that the
small amount of existing recoarch rec-
ommends againstdepartmentalization
in upper elementary and middle
grades.

The final topic of direct contrast
between the two reviews is that of
regrouping for specific subject areas.
This includes joplin and non-graded
plans as well as the more traditional
regrouping, usually for math and lan-
guage arts. Slavin (1986) concludes

that such an approach can be

instructionally effective, particularly

when:

* it is done for only one or two sub-
jects—studentsremain in heteroge-
neous classes for most of the day,

s it greatly reduces student hetero-
geneity in a specific skill,

e group assignments are frequently
reassessed,

* teachers vary the level and pace of
instruction according to student
needs.

Slavin’s conclusions raise an inter-
esting point of conflict with Kulik and
Kulik’s research (1989). While they
also found a positive effecton achieve-
ment for such regrouping approaches,
they further observed that this effect
existed even when theregrouping was
notlimited to only one or two subjects,
did not substantially reduce heteroge-
neity, and when group assignments
were not frequently assessed. In other
words, Kulik and Kulik (1989) did not
find evidence to support Slavin’s con-
clusion that grouping programs are
most effective when the specific crite-
ria described above are met.

Finally, unlike Slavin, Kulik and
Kulik (1982) and Kulik (1985) address
theissues of attitude and self-concept.
Their findings in these areas show that
grouping has minor effects and is gen-
erally positive. They found that stu-
dents who were ability grouped for a
specific subject had a better attitude
toward that subject but that grouping
did not change attitudes about school
in general.

Withregard to student self-esteem,
Kalik and Kulik’s research requires
serious consideration. A major criti-
cism of ability grouping is that it will
lower the sclf-esteem of students in
low-ability groups. Kulik and Kulik
determined that, in general, effects of
grouping on self-esteem. were very
small and somewhat dependent upon
program type. Programs with high-
average-low groups have a smallover-
alleffect onself-csteem, but effects tend
to be slightly positive for iow-ability
groups and slightly negative for high
and average ones. Limited studies of

remedial programs (Kulik 1985) pro-
vide evidence that instruction in ho-
mogeneous groups has positiveeffects
on the self-esteem of slow learners.
Programs designed for gifted students
have trivial effects on self-esteem.
(Kulik 1985) Why are these result.
counter to the prevailing erpectation?
Kulik (personal communi-.ation) raises
an interesting point on the relative
importance of the effects of labeling
versus the effects of daily classroom
experience. He suggests that the label-
ing (by placement of a student into a
low-medium-high group) may have
some transitory impact of self-esteem
but that impact may be quickly over-
shadowed by the effect of the compari-
son that the student makes between
himsel or herself and others each day
in the classroom. Low-ability students
may experience feelings of successand
competency when in a classroom with
others of like ability, and high-ability
students may encounter greater com-
petition for the first time. While the
data cannot, in themselves, identify
the cause of these findings, the results
make it clear that we must reexamine
thearguments about self-esteemin the
light of them.

Other Issues to Consider

Kulik and Kulik’s meta-analyses
and Slavin's best-evidence synthescs
address a number of important issues
about ability grouping for academic
instruction. However, other concermns
should be considered in making aca-
der.ic grouping decisions. Issuessuch
as the impact of adult attitudes to-
wards grouping, the role of gifted stu-
dentsasrole models foroth:er students,
and the impact of grouping on student
behavior and teacher expectations are
all crudial.

Neither of the two studies dis-
cusses the importance of teacher and
parent atiatudes and approaches to
grouping, even thougheducator expe-
rience suggests that a low-key, sup-
vortive approach by all adults con-
cerned goes a long way toward mini-
mizingany emotional effects of group-

ing.
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The thorniest issue concerning
grouping and the gifted is whether the
gifted are needed in the regular class-
room to act as role models for other
students and whether this “use” of
gifted studentsis more important than
theirowneducational needs. That stu-
dentsconstantly make ability compari-
sons between themselves and others
(Nicholls and Miller 1984) is some-
times used as the rationale for having
gifted students serve as motivational
models for others. While thereisnoth-
ing inherently wrong with serving asa
positive role model on occasion, it is
morally questionable for adults to view
any student’s primary function as that
of role model to others.

Further, the idea that lower ability
students will look up to gifted stu-
dents as role models is highly ques-
tionable. Children typically model
their behavior after the behavior of
other children of similar ability who
are coping well with school. Children
oflowandaverage ability do not model
themsclves on fast learners (Schunk
1987). Itappcars that “watching some-
one of similar ability succeed at a task
raises the observer’s feeling of effi-
ciency and motivates them to try the
task” (Feldhusen 1989). Students gain
most from watching someone of simi-
lar ability “cope” (that is, gradually
improve their performance after some
effort), rather than watching someone
who has attained “mastery” (that is,
can demonstrate perfect performance
from the outset). These data are com-
patible with Kulik and Kulik’s expla-
nation of their data on sclf-esteem dis-
cussed previously in this article.

A final point not considered in
citherof themajoranalysesisthatteach-
ers of high-ability classes may spend
less time on discipline, spend more
time intcracting with students (par-
ticularly at student initiation), have
students who spend more time-on-task,
use better teaching techniques, and
have higher expectations (Veldman
and Sanfor? 1984). The implication is
that the difterencesin teacher behavior
may be a result of teacher bias or ex-
pectations, rather than a reaction to the

behavior and needs of the students. It
is questionable whether the same
teacher, with the same expectations,
would be able to use the same tech-
niques withalower ability class. How-
ever, the pointis well taken that teach-
ers need to examine whether they are
“under-expecting” performance from
all groups of students and thereby not
providing them with the opportunity
to rise to their potential.

Educators as Critical Consumers

There is a great deal to be learned

from theSlavinand the Kulik and Kulik
analysesof ability grouping. The sepa-
ration of the data into types of grcup-
ing (comprehensive, between-class,
within-class, separate program, and
acceleration) is particularly valuable
because it has demonstrated that the
effects of grouping vary according to
type of plan. However, there aiso has
becn a great deal of misrepresentation
and misinterpretation of the research.
Educators need to be critical consum-
ers. 1believe the following statements
are supported by research results and
may reasonably be applied by educa-
tors when making decisions on ability
grouping.

1. Gifted and high-ability children
show positiveacademiceffectsfrom
some forms of homogeneous
grouping. The strongest positive
academic effects of grouping for
gifted students result from either
acceleration or classes that are spe-
cially designed for the gifted and
use specially trained teachers and
differentiated curriculum and
methods. In fact, all students,
whether grouped or not, should be
experiencing a differentiated cur-
riculum that provides options
geared to their learning styles and
ability levels.

2. Average- and low-ability children
may benefit academically from cer-
tain types of grouping, particularly
clementary school regrouping for
specific subject areas such as read-
ing and mathematics, as well as
from within- :fass groupiags. These
benefits may be small. These stu-

dents show very little benefit from
wholesale grouping by general abil-
ity.

3. T1>:e preponderance of evidence
doesnotsupport theconte. tion that
children are academically harmed
by grouping.

4. Students’ attitudes toward specific
subjects areimproved by grouping
inthose subjects. However, group-
ing does not have any effect on the
attitude toward school.

5. Itis unclear whether grouping has
any effect on the self-esteem of stu-
dents in the general school popula-
tion. However, effects on self-es-
teemare small but positive for low-
ability children and slightly nega-
tive for high-ability children. There
is limited evidence that remedial
programs have a positive effect on
the sclf-esteem of slow learners.

I support the plea of many in the
educational field that educational de-
cisionsstand upona firmresearchbase.
The original research, however, must
itself be examined rather than relying
on distillations or selective, possibly
biased reports in the media. Further,
the questions the researcher is asking
must match the questions being asked
by the practitioner. Then, our deci-
sionsaboutability grouping will stand
on a sound research base.

'R. Slavin (personal communication)
suggests a distinction between enrichment
and acceleration programs for the gifted.
This is not always an easy distinction to
make. Acceleration is clear when a 7th
grader takes Algebra 1 or French. But is it
acceleration or enrichment when a gifted
program class introduces more sophisticated
literature or science concepts than those used
in the regular curriculum? Suck material
may be characteristic of that usually offered
to older children but does not advance them
through the instructional continuum. Many
studies evaluate programs that are not clearly
identifiable as being either enrichment or
acceleration. Although the Kuliks did not
make the enrichmentfacceleration distinction
in their meta-analyses on grouping, a
separate meta-analysis on accelerated
instruction (Kulik and Kulik 1984a) showed
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very strong positive benefits for acceleration. The
performance of accelerated students surpassed by
nearly one grade level the performance of the
n:naccelerated of equivalent age and intelligence. In
their grouping meta-analysis, the Kuliks added an
additional 24 studies on gifted children (there is only
one overlap with the acceleration meta-analysis), and
they obtcined the positive results cited above.

References

Davis, O.L.and N.H. Tracy.(1963) “Arithmetic
Achievement and Instructional Grouping.”
Arithmetic Teacher 10:12-17.

Feldhusen, J.P. (1989) “Synthesis of Research
on Gifted Youth.” Educational Leadership 46,
6:6-11.

“Is Your Child Being Tracked for Failure?”
(October 1988) Better Homes and Gardens: 34-
36.

Koontz, E.F. (1961) “A Study of Achievement
as a Function of Homogeneous Grouping.”
Journal of Experimental Education 30: 249-253.

Kulik, C.-L. and J.A. Kulik. (1985) “Effects of
Inter-Class Ability Grouping on Achieve-
ment and Self-Esteem.” Paper presented at
the annual convention of the American Psy-
chological Association (93rd), Los Angeles,
California.

Kulik, C.-L. and J.A. Kulik. (1982) "“Effects of
Ability Grouping on Secondary School Stu-
dents: A Meta-Analysis of Evaluation Find-
ings.” American Educational Research Journal
19: 415-428.

Kulik, C.-L. and J.A. Kulik, (1984b) “Effects of
Ability Grouping on Elementary School
Pupils: A Meta-Analysis.” Paper presented
at the annual meeting of the American Psy-
chological Association, Toronto (ERIC No.
ED 255 329)

Kulik, C.-L. and J.A. Kulik. (1987) “Mastery
Testing and Student Learning: A Meta-
Analysis.” Journai of Educational Technology
Systems 15, 3:325-345.

Kulik, J.A. and C.-L. Kulik. (1989) “Effects of
Ability Groupingon Student Achievement.”
Equity and Excellence 23, 1-2:22-30.

Nicholls, J. and A. T. Miller. (1934) “Develop-
ment and its Discontents: The Differentia-
tion of the Concept of Ability.” In The Devel-
opment of Achievement Motivation, pp. 185-
218, edited byJ. Nicholls. Greenwich, Conn.:
JAI Press.

Provus, M.M. (1960). “Ability Grouping in
Mathematics.” Elementary School Journal
60:391-398.

Rachlin, J. (July 3, 1989). “The Label That
Sticks.” U.S. News and World Report: 51-52.

Schunk, D.H. (1987) “Peer Models and
Children’s BehaviorChange.” Reviewof Edu-
cational Research 57, 2: 149-174.

Slavin, R.E. (1986) Ability Grouping and Student
Achievement in Elementary Schoois: A Best-
Evidence Synthesis. (Rep. No. 1) Baltimore,
Md.: Johns Hopkins University, Center for
Research on Elementary and MiddleSchools.

Slavin, R.E. (1987) “Mastery Learning Recon-
sidered.” Reviewof Educational Research57,2:
175-213.

Slavin, RE. (1988) “Synthesis of Research of
Grouping in Elementary and Secondary
Schools.” Educational Leadership 46,1:67-77.

Slavin, RE. (1990) “Achievement Effects of
Ability Grouping in Secondary Schools: A
Best-Evidence Synthesis.” Review of Educa-
tional Research 60,3:471-499.

Slavin, R.E. and N. Karweit. (1984) “Within-
Class Ability Grouping and Student Achieve-
ment.,” Paper presented at the annual meet-
ing of the American Educational Research
Association, New Orleans.

Tobias, S. (Septeriber 1989) “Tracked to Fail.”
Psychology Today 54-60.

Veldman, D.J., and J.P. Sanford. (71984) “The
Influence of Class Ability Level on Student
Achievement and Classroom Behavior.”

American Educational Research Journal 21, 3:
629-644.

Author’s Note: I conducted this review while employed
by Falls Church Public Schools in Virginia and

gratefully acknowledge their sponsorship and encour-

Consultant for Gifted agement of the project.

Education/Fine Arts,
Dearborn Public Schools,

Moses, P.J. (1966) “A Study of the Effects of
Inter-Class Grouping on Achievement in

Department of Reac.iing..” Dx:ssertfztion Abstracts 26, 4342
Instructional Services, (University Microfilms No. 66-741).
18700 Audet.c,
Dearborn, M1 48124.

Page 10 California Association for the Gifted - 23684 Schoenborn Street - Canoga Pa}k,.gﬁ 91304 January, 1992

"ERIC

IToxt Provided by ERI




An Update on Ability Grouping and Its Importance

for Gifted Learners

With all of the attention ability grouping is
getting inourstateand nationwide, itisimpor-
tant to be very clear about what research in this
area is and what it is not with respect to gifted
learners. Claims for heterogeneity are being
made thatare not supported by research. Con-
clusions are being drawn and practices recom-
mended from research that has specifically
omitted gifted populations (Kulik & Kulik,
1982, 1987; Slavin, 1987).

State Superintendent of Public Instruction,
Bill Honig, made it very clear that the position
of the California Department of Education was
neverintended to prohibit ability grouping nor
to deny gifted students appropriate educa-
tional experiences when he wrote,

It has come to my attention that some schools
and districts are eliminating advanced classes
based on a belief that the California Depart-
ment of Education isencouraging or requiring
heterogeneous grouping of studentsat all times
and for all instructional activities. This is not
the case. It is true that we are urging schools
to eliminate abusive tracking practices that
placea student early in his or her school years
into tracks from which the student cannot
emerge. We wish to encourage schools to
eliminate remedial tracks and a remedial cur-
riculum and to replace this dead-end curricu-
lum with a rich core curriculum in which
diverse students can be successful . .. vve hope
that schools and districts will implement flex-
ible and inclusive grouping practices which
enable as many students as possible to achieve
at the highest levels ...Nothing in the frame-
works should be construed toimplyanychange
in policy regarding GATE programs ...Far-
ticipation in advanced classes should be en-
couraged for many more students. (Honig,
1990)

There have been many reviews of the lit-
erature on the effects of grouping on learning
achicvementand self-concept. Among themost
recent are Kulik and Kulik (1982, 1984, 1987),
Slavin (1987, 1990), and Passow (1988). Of
those reviews only Passow investigates group-
ing as it affects the gifted student. Both the
Kuliks and Slavin use disclaimers at the beginning

by Barbara Clark
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of their reviews stating that studies of special classes
for the gifted and for low achievers will be excluded
astheyare “fundamentally different fromcom-
prehensive ability grouping plans” (Slavin,
1987, p. 297). The Kuliks (1984) report very
small effects for comprehensive grouping and
much clearer, positive effects for programs
designed especially for talented students. In
another review (1982) they comment on the
apparent benefit that high-ability students re-
ceived from the stimulation provided by other
high-aptitude students and from the special
curricula made possible by grouping. They
found the effect of grouping near zero on the
achievement of average and below average
students; they did not find it to be negative.
Thisreview concluded that students seemed to
like their school subjects more when they stud-
ied with peers of similar ability, and that some
students in grouped classes developed more
positive attitudes about themselves and about
school.

Slavin and Karweit (1984) concluded from
their data that schools can best deal with indi-
vidual differences in ability by dividing stu-
dents into smaller groups within classes. Later
(1987) tey noted that when the level and pace
of instruction were adapted to the achievement
level of the group, ability grouping could be an
effective instructional procedure. While some
of the critics of ability have cited the Kuliksand
Slavin reviews to show that gifted students
should not be ability grouped, it is interesting
to note that they do not mention these com-
ments,

In the most recent meta-analysisof data on
ability grouping in secondary schools, Slavin
(1990) again declares, “The studies on which
this review is based... exclude studies of spe-
cial programs for the gifted ...” (p. 475). The
conclusions are interesting in light of recent
claims of negative effects of grouping on low-
achieving and average learners. No effect on
achievement was found related to ability group-
inginany formorinany subjectin whichit was
used. Even more amazing, no negative effects
were scen on low-ability students when as-
signed to differentlevels of the same course. In

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304

1o

Page 11




ERIC

IToxt Provided by ERI

light of this recent research review, the aboli-

tion of flexible ability grouping to meet student

needs becomes less and less defensible.

Therealization thatstudents may be highty
able in different areasand may have needs that
differ one from the other forces us to conclude
that Equality of opportunitu does not mean
identity of opportunity.

Those who have used heterogeneous
grouping as a focus for several years have the
following criticisms of this practice (Evans,
1985):

* more difficulty for less-achieving students,
as there was more pressure from the pacing
and higher thought processes of brighter
students.

* more difficult behavior exhibited by less-
achieving students.

* increased management problems for teach-
ers.

* return to failure situations for some chil-
dren that grouping had remediated.

Willis, in a recent ASCD Update (1990) re-
ports that some experts on gifted education
charge that gifted programs are being eroded
and gifted children are being exploited by the
increasing popularity of heterogeneously
grouped cooperative learning strategies. Such
actions are scen as devastatingly negative for
gifted children by John Feldhusen, Director of
the Gifted Education Resow ce Center at
Purdue Universily. Gifted children in het-
erogeneous cooperative learning groups are
denied opportunities that are challenging be-
cause thcy must work at a pace determined by
the group, spend their time learning things
they already know or teaching them to others -
forcing them to become assistant teachers.
Feldhusen does not believe this to be ethical.
He suggests that instead of eliminating ability
grouping, educators make major efforts to im-
prove instruction in low-track classes and to
sustain appropriate and high-quality teaching
in middle- and high-track classes. “Heteroge-
neous grouping will create chaos and severcly
lower achievement for all students at all levels
of ability,” states Feldhusen (Willis, 1990).

“When gifted students are held to thelevel
and pace of average students, they are hurt
academically, socially, and motivationally, ”
adds Julian Stanley, Director of the Study of
Mathematically Precocious Youth at Johns
Hopkins University (Willis, 1990). Gallagher
(Willis, 1990) finds that gifted students who are
ungrouped in public schools find their

coursework so unchallenging that many have

poor work habits and do not know how to

address difficult problems. “It is envy and
twisted concept of democracy, not research,
that ungroups gifted students,” he states.

Homogeneous and heterogeneous group-
ing practices have important contributions to
make to teaching and iearning. In the 1971
hearings held by the U.S. Department of Health,
Education, and Welfare, gifted students ex-
pressed preference for programs where they
are separated for part of the day, but are not
totally segregated from other students. They
asked for flexibility in their program and cur-
riculum (Marland, 1972).

Homogeneous grouping can be used to:

e provide peer stimulation. A peerisdefined
as one who has like ability in any area of
human endeavor, not just a similar age.

* support skill development.

* meet specific needs.

Heterogeneous grouping can be used to:

» develop social skills.

* introduce new experiences or information
needed by the whole class.

* build a community of learners.

* develop social skills.

Our goals in education must include the
provision of experiences for individuals to con-
tinue their own educational progress and to
learn from others, to meet their personal needs
and tounderstand the needs of others, to learn
to be independent and self-reliant and to have
the skills of working with others. To accom-
plish such goals we must be able to provide
both homogeneous and heterogeneous group-
ing experiences. Ability groupingisa valuable
educational tool. When used along with other
appropriate and flexible forms of grouping, the
needs of gifted students can more nearly be
met. There are, however, some educational
decision makers who have not seen or choose
not to attend to the research nor to Mr. Honig's
statement. We must help them to become
better informed. The educational welfare of
our gifted learners depends on it.
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The Effects of Grouping on Gifted Students

The practice of grouping in any form does
not solve poor teaching or inappropriate cur-
riculum, but without grouping we can limit
good teaching and the delivery of appropriate
curriculum.

In California at the present time those of us
who are attempting to provide quality educa-
tion for our students, and especially educa-
tional experiences appropriate for gifted stu-
dents, find ourselves increasingly limited by a
statewide trend. That trend encouragesthe use
of only heterogeneous grouping in all class-
rooms. This situation has been brought about
by sincere concerns that some children are not
receiving quality educational experiences and
are being penalized by the practices of the
educati ‘nal system. There is ni» denying that
the system as it is now organized fails to serve
all students equally well. Students who enter
the schooling process without the skills that
will allow them to operate as successful learn-
ers, those who have little support from home,
those whose families are part of the culture of
poverty, those who have limited language abil-
ity in cither their native language or ir. the
dominantlanguage of theclassroom, and those
who are significantly ahead of the designated

Barbara Clark
First appeared in the February, 1989 Intercom

gradelevel curriculum will find learning in the
current schooling system difficult. Many will
fall further and further behind and others who
began ahead will find no way to realize the
extent of their abilities. A simplistic notion has
been advanced to account for the failure of
these children. The practice of grouping in
classrooms is held to be responsible. From
books, such as the treatise by Oakes (1985),
from task forces, such a.” the one that produced
the Literature Project, to “new” methods sug-
gested for the classroom, such as Cooperative
Learning (Johnson & Johnson, 1987), come the
cry to do away with ability or needs grouping,.

Itis interesting that in all of the furor there
is no mention of age grouping, which is the
most inappropriate of any form of grouping.
Long ago it was discovered that age was not
related to learning; however, schools continue
to organize classrooms and learming experi-
ences using age as the criterion for grouping,.
Other forms of grouping have been used by
educators to try to alleviate the problems caused
by age grouping. Those who would do away
withallthesc modificationshave notsuggested
any reorganization that would discontinueage-
grouped classes.
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There can be no doubt that there
have been abuses in the practice of
grouping. Grouping students from
test scores recorded in their files with-
out any observation of the students or
their specific needs is an abuse. Track-
ing learners into all advanced classes
without consideration for just where
their talents need advancement is an
abuse. Keeping students rigidly in
three groups for the entire year and
sometimes year after year is an abuse.
Using grouping withoutassessmentof
ability, interest, or pace of learning is
an abuse. No one denies grouping
practices, as is true of all practices in
education, can be abused. The answer
is not to discontinue the benefits of
grouping but to reveal the abuse and
suggestbetter grouping practices, more
alternatives to help students succeed.

As we consider the problem with
which we are faced one solution be-
comes clear. We, as the state’s largest
organized group of advocatesfor qual-
ity education, especially as it affects
our most able learners, must share in-
formation on alternatives with those
who sce the narrow solution now be-
ing proposed as the “best” solution.

Goal: To provide data to allow mem-
bers of the California Association for
the Gifted to be knowledgeable advo-
cates for quality education, especially
as it relates to how grouping affects
gifted students.

The Effects of Grouping on Gifted
Students

There have been many reviews of
theliteraturcon the effectsof grouping
on learning and self-concept. Among
the most recent are Kulik and Kulik
(1982), Slavin (1987), and Passow
(1988). Of those reviews only Passow
investigates grouping as it affects the
gifted student. Both the Kuliks and
Slavinusedisclaimersat the beginning
of their reviews stating that studies of
special ciasses for the giftec' and for
low achievers willbeexcluded, ais they
are, says Slavin, “...fundamentally dif-
ferent from comprehensive ability
grouping plans” (p. 297). While some
0. the critics of ability grouping have

cited the Kuliks and Slavin reviews to
show that gifted students should not
be grouped, it is interesting to note this
exclusion in their work.

Simpson and Martinson (1961)
showed that regardless of the form
that the greuping took, whether in a
pull-out program or in a special class,
achievementgains were positively cor-
related with thetimethe gifted student
spent in special grouping. Current
data gathering has focused on
“mainstreaming,” or heterogeneously

Both the Kuliks and Slavin
use disclaimers at the
beginning of their reviews
stating that studies of
special classes for the gifted
and for low achievers will be
excluded, as they are, says
Slavin, “..fundamentally
different from comprehensive
ability grouping plans”

grouping students with thosc of differ-

ingability. Those who have usedsuch

practices for a period of several years

have the following criticisms of this

practice (Evans, 1985). Using hetero-

geneous grouping resulted in:

¢ more difficulty for less-achieving
students, as there was more pres-
sure from the pacing and higher
thought processes of brighter stu-
dents

* less-achieving students exhibiting
more difficult behavior

* management problems of teachers
increasing

» putting children back into failure
situations that specialgrouping had
remediated.
Cushenberry and Howell (1974)

criticize the use of gifted students as

teachers’ aides, demonstrators, tutors,

or record keepers, roles that seem to
result from relying solely on heteroge-
neous grouping. Whileother students
may benefit from the extra help, the
gifted students are deprived from de-
veloping their abilities and interests.
The researchers, therefore, consider
such an arrangement a violation of
gifted students’ rights to appropriate
education and to healthy social inter-
actions with classmates. It seems from
these reports that the special needs of
neither high nor low students were
met by doing away with abiiity group-
ing.
Quite different results have been
reported with students, the gifted in-
cluded, in classes appropriately
grouped (McDermott, 1977; Mooscited
in Contenta, 1988; Walburg & Ander-
son, 1972):
* more learning took place
» less cliquishness and friction ex-
isted among students
* students were less apathetic about
classroom experiences
* more trusting relationships were
established, which allowed stu-
dents to spend their time and en-
ergy in learning rather than in dis-
ruptive behaviors
* interest in subject areas increased.
Advocates of heterogencous
groupingasthe “best” practice scemto
indicate that homogeneous grouping
creates inequality in ability. Such an
assumption ignores the fact that in-
equality in ability is well in place prior
to school attendance. It is, at least in
part, the result of inequality in the so-
cial system, especially the economic
system, for there is no greater inhibitor
to human development, physical and
intellectual, than the culture of pov-
erty. We have seen that the gifted
students, with their heightened sensi-
tivity to their environment, are all too
often vulnerable to underachievement
and maladjustment if they are not al-
lowed appropriate educational expe-
riences. Without alternative grouping
practices these experiences cannot be
provided. Grouping must be based on
the PURPOSE of the teacher and the
NEED of the student.
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Homogeneous AND Heterogeneous
Grouping

Both homogeneous and heteroge-
neous grouping practices have impor-
tant contributions to make to teaching
and learning. In the 1971 hearings held
bythe U.S. Departmentof Health, Edu-
cation, and Welfare, gifted students
expressed preference for programs
where they are separated for part of
theday, butnot totally segregated from
other students. They asked for flexibil-
ity in their program and in their cur-

riculum (Marland, 1%72).

Homogeneous grouping should be
used to:

* provide peer stimulation (A peer is
defined as one who has like ability
inany areaof humanendeavor, not
just a similar age.)

* support skill development.

* meet specific needs.

Heterogeneous grouping should
be used to:

- » develop social skills.

* introduce new experiences or in-
formation needed by the whole
class.

* build a community of learners.

Cooperative AND Individualized
Learning

As more is understood about hu-
man learning it becomes apparent that
no two individuals learn alike; their
experiences are rot alike, their pace of
learning is not alike, their interests are
not alike. The interaction between he-
redityand environment guarantees the
uniqueness of each individual. Pro-
viding experiences for individuals to
continue their own educational
progress AND to learn from others, to
meet their personal needs AND to un-
derstand the needs of others, to learn
tobeindependentand self-reliant AND
to have the skills of working with oth-
ers must be among our goals. To ac-
complish such goals wemust beable to
provide both cooperative AND indi-
vidualized learning experiences for our
students.
Cooperative learning allows:
* all students to develop a base line

understanding of subject matter

* students to become peer tutors

* aforumfordevelopingsocial skills,
includinginterpersonal, communi-
cation, and leadership skills.

Individualized leaming allows:

* ailstudentstomeettheirownneeds
and develop their personal inter-
ests

* progressateachstudents’ own pace

* presentation of material appropri-
ately challenging to each student

* compacting of the curriculum,
where needed.

Conclusions for Gifted Students

Significant academic gains result
when programs are adjusted to stu-
dentabilities. Grouping aloneisinsuf-
ficient to show differences in achieve-
ment of grouped over nongrouped
gifted students. While ability group-
ing may provide a partial answer to
the question of appropriate education
forthegifted, othermodifications must
be made for the program to succeed.
When ability grouping is used, the re-
search recommends the following:

1. Recognize that there will still be
individual differences. There is a
tremendousrange found within the
gifted group; they are not homoge-
neous. Assess and plan for indi-
vidualized instruction.

2. Avoid complete segregation.

3. Select secure, specially trained
teachers.

4. Encourage growthin all functions,
not just the intellectual.

5. Communicate withall teachersand
parents.

6. Be informed on research, evalua-
tion, and curriculum for this popu-
lation. (Clark, 1988)

The realization that students may
be highly able in different areas and
may have needs that differ one from
the other forces us to conclude that:

Equity of opportunity does not
mean the same opportunity.
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Instructional Grouping, GATE and Honors Classes...

Part 1

The following directive was sent fo Superin-
tendents and GATE Administrators throughout
the state on April 14, 1989. It was written in
response to a request from CAG. Members had
reported the dismantling of konors and GATE
programs in various districts around the state in
the mistaken conviction the districts were
following State Department of Education
directives. Although CAG had been assured that
this was not ‘he intent, we felt that a letter from
Superintendent Honig might assist the field in
prolecting appropriate programs for gifted and
talented students.

This memorandum is intended to clarify
the Department of Education position regard-
ing instructional grouping practices and track-
ing in relation to the Gifted and Talented Edu-
cation Program, honors, and Advanced Place-
ment courses.

Superintendent Bill Honig

dent population. The repetitive skill and drill
curriculum often associated with remedial
tracks has neither remediated students nor ex-
cited them about learning. Regrettably. some
people havemisunderstood thisadvice ashold-
ing back advanced learners in order to assist
less -roficient learners. This is not our intent.
In fact, our goal is to dramatically increase the
number of students who can successfully com-
plete advanced course work. Rather than set-
ting an upper limit on the attainments of ad-
vanced learners, we seek to raise the overall
level of attainment, to increase the number of
advanced and honors classes, and the number
of students who can be successful in them.
There has also been some misunderstand-
ing with regard to the Model Curriculum Stan-
dards and curriculum frameworks. Oneof the
most important features of the new curriculum
frameworks is the

California’s edu-
cational reformis well
underway and al-
ready we have at-
tained some impres-
sive results: students

A core curriculum is not the
same as a standard curriculum.

complexity of content
which can offer chal-
lenging instructional
experiences for varied
learners. [ urge teach-
ers to explore ways of

are in school longer,
they are enrolling in more demanding courses,
the quality of textbooks hasimproved, and test
scores are up. The second phase of our work is
to ensure that these reforms are implemented
in each and every classroom and that all stu-
dents receive the benefits of our improvement
efforts. The challenges involved in this next
phase are enormous and complex. One part of
the task will be to modify our course enroll-
ment and instructional grouping practices so
that all students have access to the knowledge
that will help them succeed in theiradultlives.

Various recent Department publications
and presentations such as Caught in the Middle,
Equity and Access ina Language Arts Program for
All Students, and documents related to the
School Improvement Program have urged
schools to consider more flexibility in instruc-
tional grouping practicesand use of techniques
such as cooperative learning in order to make
a rich curriculum accessible to a diverse stu-

involving all students
in these complex learning tasks. To be sure,
there will continue tobestudents witha variety
of special needs requiring targeted assistance.
Just as low-achieving students need support-
ive intervention, so our most advanced stu-
dents should receive careful moni“oring to en-
sure that they are fully challenged for continu-
ouslearning. A core curriculumisnot thesame
as a standard curriculum. The curriculum
frameworks were developed to provide open-
ended structure within which to provide sub-
stantive instructional content for all students.
However, the frameworks were neverintended
to prescribe a lock-step approach to teaching.
Nothing in the frameworks should be con-
strued to imply any changein policy regarding
GATE Programs.

In 1983 I established goals to increase the
number of higher level and Advanced Place-
ment courses in California schools and the
number of students enrolled in thosecourses. |
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review carefully the annual report from the
College Board to follow California’s growth in
Advanced Placement courses and tests. Fur-
ther, in 1985, I set goals to increase California’s
participation in the academically rigorous In-
ternational Baccalaureate (IB) program. Cali-
fornia is now the primary provider of IB pro-
grams in North America. I do not intend that
student success with Advanced Placementand
Internationai Baccalaureate coursework and
examinations be threatened by diluted and
inadequate preparation of students prior to the
eleventh grade. We have urged, rather, an
increase in the offerings of these classes for a
larger proportion of our student population. I
urge you to implement whatever strategies are
most effective in the delivery of coursework
that prepares students for success with college
preparatory and advanced classes. Even as I
say this, I urge you, also, to refrain from the
abusive tracking practices that place a child
early in his or her school years into tracks from
which thechild cannot emergeand in which he
or she is not adequately challenged.

Throughout the state, schoolsand districts
are looking at alternatives to tracking. Some
schools arz focusing on eliminating the lowest
(i.e.,remedial) tracks, recognizing thatless suc-
cessful learners can benefit more from a mean-
ingful curriculum than from repetitious drills
on low-level skills. Other schools are attempt-
ing to establish the college preparatory cur-
riculum as the core sequence for most of the
students. Still others are involving more stu-
dentsingifted and talented oradvanced classes
even though these students are not formally
identified as gifted.

I believe that many more students can be
successful if we disavow remedial approaches
with watered-down curriculum and provide,
instead, a rich core curriculum with adequate
motivational and tutorial support. lamurging
all of the educational community to take an-
other look at course enrollment practices and
consider approaches that would enable many
more students to succeed in the most challeng-
ing course sequencesin our secondary schools.

In the long term, we can only reverse pat-
terns of low achievement and disengagement
from school if we find ways to promote school
success for all students from the earliest grade
levels. We know that students who fall behind
their age-mates in school achievement are less
likely to exert effort to succeed or to be seen as
capable of success by their teachers, their peers,

or themsei ves.

During this next phase of reform, we will
be seeking to ensure that the standard of excel-
lence represented by the new curriculum and
by instructional strategies for advanced learn-
ers becomes accessible to larger numbers of
students. Many schools are taking bold steps
to involve increasing numbers of students in
substantive academic course work. We view
these effortsasinnovative and promising strat-
egies for fostering excellence for our diverse
population of students in California. It is a
challenge worth joining.

Instructional Grouping,
GATE and Honors

Classes...Part 2

A memorandum from Bill Honig,
Superintendent of Public Instruction,

to County and District Superintendents of
Schools and GATE Coordinators,

dated May 11, 1990.

Thismemorandum follows up on the April
14,1989, memorandum discussinginstructional
grouping practices and tracking in relation to
the Gifted and Talented Education Program,
honors, and Advanced Placement classes.

It has come to my attention that some
schools and districts are eliminating advanced
classes based on a belief that the California
Department of Education is encouraging or
requiring heterogeneous grouping of students
at all times and for all instructional activities.
Thisis not the case. Itis true that we are urging
schools to eliminate abusive tracking practices
that place a student early in his or her school
years into tracks from which the student can-
not emerge. We wish to encourage schools to
eliminate remedial tracks and a remedial cur-
riculum and to replace this dead-end curricu-
lum with a rich core curriculum in which di-
verse students can be successful. Within this
core curriculum, we recognize that it is essen-
tially a matter of local policy to design instruc-
tional grouping practices. We hope thatschools
and districts will implement flexible and inclu-
sive grouping practices which enable as many
students as possible to achieve at the highest
levels.

January, 1992
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Various recent Department publications
and presentations such as Caught in the Middle,
Equity and Access in a Language Arts Program for
All Students, and documents related to the
School Improvement Program have urged
schools to consider more flexibility in instruc-
tional grouping practices and use of techniques
such as cooperative learning in order to make
a rich curriculum accessible to a diverse stu-
dent population. The repetitive skill and drill
curriculum often associated with remedial
tracks has neither remediated students nor ex-
cited them about learning. Regrettably, some
people have misun-

the frameworks should be construed to imply
any change in policy regarding GATE pro-
grams, except insofar as we are urging sch~’s
and districts to include more students in w.-
vanced learning opportunities at all grade lev-
els. Participation in advanced classes should
be encouraged for many more students. Inno
case should a student be denied admissionto a
college-preparatory oradvanced clascbecause
of a single standardized test score.
Throughout the state, schools and districts
are looking at alternatives to tracking. These
alternatives require careful planning. Simply
eliminating tracking

derstood thisadviceas
holding back ad-
vanced learners in or-
der to assist less profi-
cient learners. This is
not our intent. In fact,
our goalis to dramati-
cally increase the
number of students
who can successfully
complete advanced
course work. Rather
than setting an upper

Rather than setting an upper limit
on the attainments of advanced
learners, we seek 1o raise the overall
level of attainment, to increase the
number of advanced and honors
classes, and the number of students | Cfitmorefromamean-

who can be successful in them.

without such plan-
ning can do more
harm than good.
Some schools are fo-
cusing on eliminating
the lowest (i.e., reme-
dial) tracks, recogniz-
ing that less success-
ful learners can ben-

ingful curriculum
than from repetitious
drills on low-level

limit on the attain-
ments of advar.ced learners, we seek to raise
the overall level of attainment, to increase the
number of advanced and honors classes, and
the number of students who can be successful
in them.

There has also been some misunderstand-
ing with regard to the Model Curriculum Stan-
dards and curriculum frameworks. One of the
most important features of the new curriculum
frameworks is the complexity of content which
can offer challenging instructional experiences
for varied learners. ! urge teachers o explore
waysofinvolvingall studentsin these complex
learning tasks. To be sure, there will continue
to be students with a variety of special needs
requiring targeted assistance. Just as low-
achieving students necd supportive interven-
tion, so our most advanced students should
receive carefui monitoring to ensure that they
are fully challenged for continuouslearning. A
core curriculum is not the same as a standard
curriculum. The curriculum frameworks were
developed to provide an epen-ended structure
within which to provide substantive instruc-
tional content for all students. However, the
frameworks were never intended to prescribe
a lock-step approach to teaching. Nothing in

skills. Other schools
are attempting to establish the college prepara-
tory curriculum as the core sequence for most
of their students. Still others are involving
many more students in gifted or advanced
classes whether or not these students are for-
mally identified as gifted.

I believe that many more students can be
successful if we disavow remedial approaches
with watered-down curriculum and provide,
instead, a rich core curriculum with adequate
motivational and tutorial support. lam urging
all of the educational community to take an-
other look at grouping and course enrollment
practices and consider approaches that would
enable many more students to succeed in the
most challenging courses at all levels in our
schools.

R
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Using Interactive Media for GATE Outcomes

Thebest classroomactivitieshelp students
and teachers maximize learning, integrate con-
tentaround themes, and allow real-life projects
on vital issues. These activities also provide
for social and emotional growth of children
with gifted characteristics. The technology
described here, an “integrated interactive
hypermedia package,” helps teachers meet t.:2
special needs of gifted children, with as much
depth and breadth and complexity as the users
can create.

Core Cwrriculum Content, Motivation,
Involvement

One of the most exciting new products
available for social studies teachers is GTV: A
GeographicPerspective on American History pro-
duced by Lucas Filmand National Geographic.
The video disks contain 34 videos and some
fascinating primary source material such as
diaries, journals,demographic data, maps and
drawings. Youcanaccesspreselected “shows”
that have been developed by GTV to illustrate
sixty historical themes beginning with pre-
Columbian times to the present. These shows
include stunning, full-motion videoclipsalong
with voice-oversof journal er tries by people of
those times. The personal accounts allow stu-
dents to hear history from a variety of first-
person perspectives in a way that a text does
not.

Teachersand studentsc.ncreate theirown
shows by sequencing film and stili footage to
coordinate with the curriculum. The Califor-
nia History Social Science Framework advo-
cates “history as a story well told” (1988, p. 4).
This program provides some of those stories
and brings them to life. The package comes
with two video disks and a collection of lesson
idcas and extensions. The activities are well
written and the directions are casy to under-
stand, even for a novice.

by Ella Broderick

Language Arts, Critical Thinking

In the video programs alone, students are
led to question, discuss, and draw conclusions
about the growth of our nation. Using only the
laserplayer with remote control device, you
can pause and discuss; step or scan moviesand
slides; and hear dialogue, music, or both. The
interactive computer program increases the
levels of challenge and reward.

Individualization, Appropriate
Differentiation, Leadership Skills

Using hypermedia in the classrcom, the
structure of the room, the assignment, and the
grouping of individuals is important. Theself-
contained classroom gives the instructor the
option of working with a small group to train
themas team leaders v . tie the rest of the class
worksonanassignmentindependently. These
tcam leaders are then given assignments di-
rectly from the GTV manual that extend units
of study currently being covered in the text.
Only one tcam works on an assignment at a
time. The computers allow the students to be-
come facilitators of their own learning as they
retrieve and analyze the data.

Self-esteem, Teamwork,
Authentic Assessment

“I enjoyed working on GTV because there
was lots of information to use and the videos
and pictures made our report easy. There was
so much information it was hard to figure out
whatto use, but [ learned a lot!” Camille Keith,
a 5th grade tcam leader, pointed out one of the
strengths of the program. The students havea
unique opportunity to develop information
retrieval and information processing skills in
the social studies. Producing a mixed media
presentation provides new ways for students
to demonstrate their understanding and ac-

tively participate in a team effort.
Continued on page 22
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INTERACTIVE HYPERMEDIA

Lesson Plan:  Submitted by Ella Broderick
GATE Teacher, grade 5
Lawrence Elementary, Garden Grove, CA
714/663-6255

Preparation Time: 1 to 2 hours to learn how to use the software to access interactive
features (minutes, if you can work with someone who has used it;)
It will be helpful to preview video using remote control (up to 2
hours).
Skills needed:  Use of mouse on Mac, drag and click to open, use of pull-down
menus
Lesson time: 5 to 7 working days per group, 45-60 minute sessions
Equipment:  Available for Apple llgs, Macintosh, and IBM; Laser Disc Player and
TV monitor
Material: GTV: A Geographic Perspective on American History
Package contains 2 laser discs, 7 computer disks, manual
Curriculum:  Social Studies, (US History, Pre-Columbian to present), Language
Arts
Gradelevels: 5and 8
Objectives:  Develop critical thinking, decision making, and organizational skills
Empower students to interpret history from a personal point of view
Develop skills in coilzborative group problem solving

The Lessons:

1. Select your best leaders for pre-training. I started with no experience,
with a group of five GATE students in grades 4-5, followed the manual
directions for “Showtime” and produced a short program. After this
learning experience, these students practiced using suggestions straight
from thebook and wereable to produce their own show. They became

the cooperative learning technical experts who showed the other stu-
dents how to use the program.

2. Formresearch groups and topics. For each chapter in the history book
a team was assigned to explore GTV and produce a Showtime produc-
tion that examined the subject from a different point of view. For
example, the theme “Risk Takers” was used in part by two groups
preparing programs on both the explorers and the colonists. The

suggestions in the manual were followed as this was a first experience
for all of us.

3. Go towork. The entire class uses the U.S. History text. Each group also
locates additional information on its own topic. As the class studies
cach chapter in the history text the group assigned to that topic works
to prepareits GTV report for class presentation. For the extension and
depth that is expected in a GATE classroom, the students must come to
the program with background information. Shoiving the video of the
time period or theme they have been assigned will inspire them to
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GTV: A GEOGRAPHIC

PERSPECTIVE ON AMERICAN HISTORY

the information to hide it.

"Navigate ‘o where?” you're probably ssking, To any of the software's
four sections. Click a box o get & description of each section. Then, click

gather more information from several sources. This knowledge will
make their selectionsin the search mode more cohesive. The discussion
with their peers and decision making as to what is pertinent are major
parts of the learning.

Select slides, shows, and sounds from ”Archives.” Using the Showtime
section of the software, which students quickly grasp, they access
pictures, maps, videos, diaries, and music, and put them into their
working list. We found that it was wise not to choose all the possible
titles in the search mode, as that often froze the program. (When and if
this happens, hold down option + openapple + period or space bar; this
will usually get things going again. )

Narrow the choices. After previrwing their selections, students move
items from the working list to the play list. This is where they can edit
videos, write text, and determine the sequence of their selections. Keep
the number of selections to around 20 per show. For the time allowed
each group this was the optimum number.

Save the show onto computer disk.

Groups present to the class, showing their unique point of view. Each
group found different ways to present their show. just playing theshow
while reading the text off the computer screen was the simplest; others
simply ran off their text on the printer and read it as the show ran. One
group chose to set up a TV camera and video tape their newscast of
events leading up to the American Revolution while the computer ran

the laserdisk for the accompanying visuals that went with the news
stories.

Once my children learned to use this pro-
gram they were eager to try theirown ideas for
subjectsand make new shows. Theyalsolooked
to GTV for support when planning other re-

Coxvass search projects. The skills they had developed
| | 1 1 in research, problem solving, and presentation
IXTRODUCTION DIRECTORY AcTvITIES SHOWTIME were worth all the time and frustration en-
—a— countered. Real projects, real fun, real accom-
Darz Mard/issues SHOWMAYER plishment!
GRARD DESIGN
THEME SHOWPLACE
MWAP BMAYSER
GRAPRS
PICTURE Mustc

{ON.SCREEN HELP}[ICONS ][ PRINTING ]

EERTREIR | vivto conTrOLS ) @]@

ERIC

IToxt Provided by ERI

January, 1992 California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304 Page 21

N

¢
du’




Broderick
Continued from page 19

Problem Solving, Computer Skills,
Research

Whenasked about herexperience with
the program, Nikole Florin, a 4th grader in
Garden Grove, responded, “I loved working
on the GTV! My subject, The Risk Takers,
wasn’teasy. The GTV madeita snap. Theonly
thing I found frustrating in doing a presenta-
tion on the explorers was learning how to use
the program. After getting thehang of it, it was
fun and exciting!” Intuitively, Nikole identi-
fied the benefits and the drawbacks of the
program.

ON THE LIGHT SIDE

by Jean Watts
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"NOwW THIVK... DID THEY SAY' THERE 'S NO OTHER
WAY' or JUST '"NO OTHER WAY W KNoW OF 7' °

Persistence + Persistence = Rewards

The mechanicsof producing the mixed
media presentation seemed to be one of the few
stumbling blocks of using the program. Using
the Macintosh to set up the program and access
theinformation isoverwhelming at first. All of
the students and teachers found it “hard” and
“frustrating”. The key is time. T'ii> more time
spent with the program the easier it becomes.
But, when students and teachers have the op-
portunity to work with the technology and
become comfortable with it, they show a re-
newed excitement for the resources and possi-

bilities that hypermedia can bring to the class-
room.

Ella Broderick can be reached at 1665 N. Shaffer;
Orange CA 92667; 714/663-6255.

CALENDAR OF
EVENTS

Orange County CUE
(Computer Using Educators)
Membership Meeting:
Thursday, January 22, 1992
Western High School, Anaheim CA

At-Risk Students and Technology Options
Speaker: Susan Brooks, Ontario CA

Let us know about technology conferences
in your area. Information should be received
as far in advance of the conference as possible.

Product Information
Inclusion of names or descriptions of soft-
ware and /or hardware products in this publi-
cation is forinformationonly. It does notimply
endorsement by TechNet editors or the Cali-
fornia Association for the Gifted.

TechNet Committee
Susan Brooks...Ontario
Janet King ...Scbastapol
Patricia Lawrence...Garden Grove, Chair
B.]. Shannon...Placerville
Patricia B. Turner...Woodland

Pat Lawrence can be reached at 12702
Adrian Circle, Garden Grove, CA 926%40.
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National Association for Gifted Children
Policy Statement on Grouping

The practice of grouping, enabling students with ad-
vanced abilities and/or performance to be grouped to-
gether to receive appropriately challenging instruction, has
recently come under attack. The National Association for
Gifted Children wishes toreaffirm the importance of group-
ing for instruction of gifted students. Grouping allows for
more appropriate, rapid, and advanced instruction, which
matches the rapidly developing skills and capabilities of
gifted students.

Speci.dattention should be given to gifted students from
culturally different backgrounds, who are often overlooked
and may need, and should receive, special assistance to
identify their talents and to help them participate effectively
in special grouping programs.

Strong research evidence supports the effectiveness of
ability grouping for gifted students in accelerated classes,
enrichment programs, Advanced Placement programs, etc.
Ability and performance grouping has been used exten-
sively in programs for musically and artistically gifted
students, with little argument. Grouping is a necessary
component of every graduate and professional preparation
program, such as law, medicine, and the sciences. Itis an
accepted practice that is used extensively in the education
programs in almost every country in the western world.

NAGC does not endorse a tracking system that sorts all
children into fixed layers in the school system with little
attention to particular content, student motivation, past
accomplishment, or present potential.

To abandon the proven instructional strategy of group-
ing students for instruction at a time of educational crisis in
the U.S. will further damage our already poor competitive
position with the rest of the world, and will renege on our

promise to provide an appropriate education for all chil-
dren.
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Off the Track

This article is a response to the assertion
that ability grouping has failed. A book called
Keeping Track: How Schools Structure Inequality
by Jeannie Oakes was published in 1985 by
Yale University Press. The book is a slightly
revised version of Oakes’ UCLA doctoral dis-
sertation. My attention was called to this study
by several professionals in gifted education
who were very concerned about the book’s
negative impact on the current California prac-
ticeof grouping GATE studentsingifted classes.

Keeping Track is a carcfully detailed study
of the effecis of tracking on secondary school
practices. The author’s intention is to demon-
strate thedamaging effects of sorting or group-
ing students into academic classes that deny
equal educational opportunity, particularly to
students placed in the low track. The data
analyzed in the study were gathered from a
national sample of 25 junior and senior high
schools, with 299 classes of English and math-
ematics the specific target (75 high track, 85
average track, 64 low track, 75 heterogeneous
classes). Thedata wereoriginally accumulated
in John 1. Goodlad’s project which was re-
ported in his 1984 book, A Place Called School.

How is Keeping Track structured? Two
chapters on tracking or ability grouping (re-
scarchapproachesand historical development),
six chapters of her findings on school condi-
tions (course content, quality of instruction,
classroom climate, studentattitudes, vocational
education) one chapter on constitutional or
legalissues, and a final chapter whichincludes
a brief section on desirable heterogeneous sec-
ondary school techniques.

AsCAGmembersyouare concerned about
issues in gifted education. You should under-
stand that the book only occasionally refers
directly to the gifted orbrightest students; how-
ever, it deals with them implicitly as a part of
the tep track.

If Keeping Track does not deal directly with
gifted education, doesitdeserve our attention?
Yes, first because it is widely distributed, ap-
pearing in both hard and soft cover for wide
circulation with a front cover announcement,
“Selected as a MUST READ by the American

by Anne Wallach
First appeared in the April, 1989 Communicator

School Board Journal.” Second,because Dr.Oakes
makes some almost absolute statements about
tracking that deserve examination. Third, be-
cause most readers will accept her contentions
aboutability grouping withoutexamining sup-
porting references. If one accepts unquestion-
ingly her thesis of the educational inequities
caused by tracking, there could indeed be a
threat to the grouping of gifted students. And,
at one point early in the book, she directly
challengesand denies the valueof gifted classes.

In Chapter 1, “Tracking,” Dr. Oakes states
the assumptions that underlie the sorting of
studentsasa prelude to demolishing suchsort-
ing. The first “universally held” assumption
“that students learn more or better in homoge-
neous groups” she attacks by writing, "It is
simply not true. Or, at least, we have virtually
mountainsof research evidence indicating that
homogeneous grouping doesn’t consistently
help anyone learn better” (p. 7). She reaffirms
her position more strongly with “no group of
students has been round to benefit consis-
tently from beinginahomogeneousgroup. A
few of the studies show that those students
identified as the brightest learn more when
they are taught in a group of their peers, and
provided an enriched curriculum. However,
most do not” (p. 7).

These are strong statements. Do her re-
search references support these generaliza-
tions? Does her own data support these con-
tentions? Let me take you briefly through her
five citations for a view of their findings.

Citation 1 (Dr. Oakes presents her refer-
ences in chronological sequence) by Miller and
Otto in 1930 examines 20 studies of ability
grouping reported in the 1920’s when group-
ing was new.! These studics are very loosely
designed: some without the number of stu-
dents involved, others without use of pre-tests
or of post-tests. Although 16 of the 20 studies
show some benefits for homogeneous group-
ing, the data and results are too inconclusive
except to consider the studies as intercsting
pioncer efforts. Their final conclusion is tenta-
tive, suggesting “homogeneous classification
may be effective if accompanied by proper
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adaptation in methods and materials” (p. 101).
This rather neutral conclusion provides no re-
search basis for Dr. Oakes’ strong positions
that no group berefits from homogeneous
grouping or that most studies show gifted
students do not benefit from grouping.

Citation 2, John Goodlad’sarticle on “Class-
room Organization,” is a contribution to the
1960 Encyclopedia of Educational Research.? It is
almost an aside to the topic. When he refers
briefly to ability grouping in this general ar-
ticle, he writes of the “limited value of re-
search” and “that studies favor ability group-
ing in academic courses ... on'* when content
is enriched and for the bright . nly when they
move at a faster pace.” Again, no support for
the Oakes’ position we are examining.

Citation 3 by Dominick Esposito, written
in 1973, is a more interesting and revealing
reference.’ He states that he examines homo-
geneous and heterogeneous grouping “within
the framework of equal educational opportu-
nity,” which is also Dr. Oakes’ philosophical
position. Esposito acknowledges the longev-
ity of the ability grouping debate. He begins
his discussion of research by turning to the
1966 book, The Effects of Ability Grouping by
Goldberg, Passow, ard Justman, a reference
not cited by Dr. Oakes. He restates their list of
variables to show the difficulty of comparing
orsummarizing researchon academicachieve-
ment alone: range of objectives, basis for deter-
mining homogeneity, duration of study, ad-
equacy of selection bases and means of match-
ing experimental and control groups, numbers
of students involved, numbers of groups, size
of classes, specification of curricula and teach-
ing methods, instruments and techniques used
in assessing changes in students, and the de-
velopment and training of teachers for various
groups. If we extend this impressive list of
relatively objective variables by realizing the
other relatively subjective, unquantifiable fac-
tors influencing student learning outcomes, it
becomes immediately clearer why research
summaries are likely to be less than consis-
tently positive or negative.

Having presented the cautions, Esposito
proceeds to hisown generalizations: thereis (1)
conflictingevidence onscholastic achievement
in the superior groups, and (2) aimost uni-
formly unfavorable evidence on scholastic
achievementinaverageand relatively low abil-
ity groups. He restates and seems to shift
ground when he comments that for studies

which show significant statistical effects “the
slight preponderance of evidence favoring the
learning of high ability students is coupled
with evidence of unfavorable effects on the
learning of average or below average ability
groups, particularly the latter.” The use of the
phrase “is coupled” in this statement is, I think,
particul 'rly significant, almost as if an organic
relationship existed between one group’s ben-
efitand another’sloss. Itis a partisan position,
an unfair and unnecessary coupling whici: has
often been an implied charge against gifted
education.

Esposito proceeds to make a further nega-
tive pronouncement: The more recent evidence
”seems insufficient to support the widely held
opinion or contention, that the the grouping of
children homogeneocusly according to ability
contributes more to the development of desir-
able attitudes and positive self-concepts, espe-
cially among children classified as slow or of
low ability.” Afterreading thiscarefully worded
undermining of homogeneous grouping I
needed an antidote, a reputable study of het-
erogeneous classes which clearly showed posi-
tive results for all students. But his report fails
to provide a comparison of studentoutcomesin
homogeneous groupings with student out-
comes in heterogeneous groupings; it is a sub-
jective scrutiny of outcomes in different levels
of homogeneous grouping as is Dr. Oakes’
book. His articleis too tentative to support Dr.
Oakes’ positions.

Although Dr. Oakes did not cite the
Goldberg, Passow, and Justman study (1966), I
have examined it and found it the most com-
pleteand careful single study of ability grouped
classes reported.* Their evidence wasbased on
2219 studentsin 86 fifthand sixth grade classes,
grouped into five ability levels with the top
level of 383 students beginning at 130 .Q. In
this study all groups in the 16 months of the
study gained at least 20 school months in
achievement. While the top ability group made
high gains, the authors noted that the low ceil-
ing of the test did not permit the students in the
top group to demonstrate their full growth.
Two of their summations are relevant: (1) nar-
rowing the range of ability using group intelli-
gence tests does not result in greater academic
achievement unless there are specifically de-
signed changesin content, learning pace, teach-
ing methods, and materials; and (2) there was
no support for the contention that grouped
classes “are associated with negative effects on
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sel{ concept, aspirations, interests, attitudes
toward school, and other non-intellectual fac-
tors” (p. 168).

They concluded, “Ability grouping is in-
herently neither good nor bad. Itis neutral. Its
value depends upon the way in which it is
used.” Jeanrnie Oakes’ contention that tracking
must be ended to give students from lower
socio-economic families and minority groups
an equal education was foreseen by these writ-
ers. They are prophetic in writing, “Ability
grouping may become dangerouswhenitleads
teachers to underestimate the learning capaci-
ties of pupils in the lower ability levels” (p.
168). The Goldberg study presents definite evi-
dence in opposition to Dr. Oakes’ positions on
both achievement and student attitudes, but it
was not cited, perhaps because it is a single
study. Its findings deserve mention.

Citation 4 by R.D. Froman is a 1981 paper
entitled “Ability Grouping: Why Do We Per-
sistand Should We?"® In Froman’s summation
of studies he speaks of trends, for he considers
the studies to be inconclusive. In tracing the
changing philosophic attitudes toward the use
of ability groups, he writes that early studies
were designed to reveal outcomes in achieve-
ment, later studies examined self-concept, and
in the 1960’s the focus shifted to racial and
economic segregation. He writes, “Asa group,
the qualitative discussions of ability grouping,
its logic and documented effects are surpris-
ingly severe” and again that articles advocat-
ing it are rare in the 1970’s. Iinterpret his use
of the word “qualitative” to indicate subjectiv-
ity.

He balances his final judgement with the
statement, “Although there is an absence of
consistent, replicated, empirical study which
might condemn ability grouping, it is difficult
to gather much support for its continued prac-
tice.” Yet he concludes that high ability groups
are the only ones benefited by grouping. Philo-
sophically he agrees with Dr. Oakes’ position
on grouping, butconcedes the berefits of group-
ing to high ability groups.

Citation 5 by C.C. Kulick and J.A. Kulick,
“Effects of Ability Grouping of Secondary
School Students: A Meta-Analysis of Evalua-
tion Findings,” is the most interesting for a
number of reasons.® Itisthe most recent (1982),
it is the most comprchensive, it is focused on
secondary students only, and it is reduced in
importance by Dr. Oakesby being placed within
parentheses and introduced with the introduc-

tory comment, “Note the somewhat contradic-
tory conclusion drawn by...”

Intheirsearch through the literature, Kulick
and Kulick found over 700 studies listed on
groupingof students, butonly 180 withenough
data tobe potentially useful for analysis. When
they established criteria, only 52 studies con-
tained sufficient data to allow analysis. The
paucity of adequately designed, objective stud-
iesamong so many is interesting. Their criteria
limited their analysis to: (1) secondary classes;
(2) measured outcomes in both grouped and
ungrouped classes (notanecdotal reports); and
(3) freedom from crippling methodological
flaws. They examined these 52 studies for 15
variables: three types of grouping, five aspects
of experiment, five features of course and set-
ting, and two publication features. They then
applied newly-developed statistical measures
to describe and synthesize research outcomes.
The term “meta-analysis” or the statistical
“analysis of analyses” was first used by Glass
(1976). Past reviewers, Kulick and Kulick com-
ment, relied on narrative and box score meth-
ods to pull together studies, with “notoriously
subjectiveapproaches.” The objectivity of meta-
analysis “imposes on reviewers the strict disci-
pline of quantitative proof.”

What does their objective analysis reveal?
In achievement, 10 of the 51 studies had statis-
tically significant differencesbetween grouped
and ungrouped class performance: eight fa-
vored grouped classes, two favored ungrouped
classes. Theauthorsjudge “thatstudentsgained
somewhat more from grouped classes than
they did from ungrouped ones. The benefitsin
grouping tended to be slight in the area of
achievement ... an increase from the 50th to the
54th percentile for the typical student in a
grouped class. The benefits were somewhat
greater in the attitudinal area. Students in
grouped classes clearly developed more posi-
tive attitudes toward the subjects they were
studying. Grouping practices, however, did
not appear to influence students’ attitudes to-
ward themselves and their schools” (p. 425).
They also note that one subgroup of studies
produced especially clear effects. In this type
of study, students of high ability, or “gifted
students were put into a special honors class
for enriched instruction ... and these studies
usually reported significant results of medium
size achievement.” They noted too that “the
effect of grouping is near zero on the achieve-
ment of average and below-average students;
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itisnot negative.” Their meta-analysis
is indeed contrary to Dr. Oakes’ posi-
tions. It certainly must carry some
weightinourthinking, forit wasaimed
precisely at the question of the effects
of grouping or non-grouping on sec-
ondary students.

Now | was cager to examine the
data Dr. Oakes reported on her 75
mixed classes toallow comparison with
her tracked class data. However, it
was impossible; no such data were re-
ported. Dr. Oakes limits her data to
high-track and low-track classes to
highlight their differences, and thus
restricts her data to grouped instruc-
tion. A recader cannot draw a conclu-
sion about the comparative benefits in
achievement and atiitudes between
grouped and ungrouped instruction
from the six chapters of her research
study. It must be assumed, then, that
Dr.Oakesintendsthe citationsin Chap-
terl, “Tracking,” tocarry thefull weight
of supporting her contentions on track-
ing. My analysis of her references, I
believe, shows that rescarch findings
vary, depending often on the
rescarcher’s philosophic orientation.
However, for one subgroup, the gifted
insecondary school, thereisnotequivo-
cation: grouping of gifted and talented
studentsforacademicinstruction with
an advanced curriculum produces
positive student gains. GATE classes
in which content, materials, pace, and
methodsare adapted to the gifted stu-
dent have the full weight of research
supporting them.

A Final Consideration

In the Foreword to Keeping Track,
Dr. Goodlad complains that Dr. Oaks
and he “have been accused, for ex-
ample, of being overly egalitarian. Itis
assumed in this accusation that we are
opposed to special provision for the
talented and gifted. Not so. We con-
clude, rather, that the gifted and tal-
ented are not well provided for in up-
per tracks, just as slower students are
not well provided for in the lower
tracks.” am very sympathetic to Dr.
Oakes’ legitimate concern for a better

education for children from minority
and poor families. I am equally con-
cerned for providing well for the gifted,
whichalsoincludes minority and poor
children.

In additional reading, I found
many articles written from the view
that meritocracy is a myth in the
schools, a myth that in the name of
democracy denies to poor and minor-
ity children equalaccessto educational
excellence. These readingsled metoa
provocative article with a different

GATE classes in which
content, materials, pace, and
methods are adapted to the

gifted student have the full
weight of research
supporting them.

perspectiveby Aimee Howley, “Gifted
Education and the Spectre of Elitism,”
written in 1986.7 She judges gifted
education in the schools as failing to
give gifted students the means that
will help our nation work toward so-
cial and educational equity. Here, ina
qualitative discussion, she condemns
gifted education for what she terms its
frequently “vitiated non-cognitivecur-
riculum,” with its emphasis on “affec-
tive education, leadership training,
career exploration, and values clarifi-
cation. Thus the gifted may feel privi-
leged, but are denied opportunity to
fulfill their academic potential.” What
would “well providing” for the gifted
mean to Dr. Howley? She urges chal-
lenging cognitive instruction and a
gifted pedagogy that threatens elitism
by insisting on “informed and critical
appraisal of all topics amenable to ra-
tional consideration.” What a far cry
this pedagogy would be from Dr.
Qakes’ view, “I cannot suggest any-
thing quite so easy as working only

with the top kids.” Dr. Oakes, I be-
lieve, is off the track in her view of
gifted students, their groupings, and
their education.
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There are No Gems in Generic Education

by Stephen Hostettler

(excerpts from the keynote address, NorthGATE Conference, Redding, CA, January 1989)

[amindeed sorty to bring bad news to this
celebration of education. Perhaps you have
heard that American public schools are in
trouble. I call this news only because I've
brought with me a number of articles from
different news papers that all agree with this
conclusion. American newspapers and, I sus-
pect, Americans in general have beenin agree-
ment on this issue now for nearly 400 years.
Eventhoughl'mahigh schoolteacher, Itend to
agree; American schools are in trouble. Of
course, on the other hand, American schools
probably meet the needs of a wider range of
children than the schools of any other country.
I suppose a fair analogy is to think of the glass
which is either half empty or half full, although
in this case I'm afraid the real question is
whether the contents are still effervescent or
finally flat.

Exactly whatkind of trouble arc American
schoolsin? The main problem seems to be that
Americankidsjustdon’tknow theirstuff. Why
is that? I have here an article from the Hartford
Courant which suggests that the trouble with
American schools is the trouble with America.
“Money and products are what commands
(sic) respect,” says ThomasCangelosi. “Judged
by this standard of excellence, teachers long
have been considered failures by their stu-
dents, ‘What good is learning history gonnado
me? It didn’t do much for you. What did you
carn this year?’” Obviously, this writer be-
lieves that American schools won’t get much
better until American tcachersearnas muchas
American plumbers and American truck driv-
ers. It does seem to me, however, that the
students have asked a reasonable question,
“Why should we study this?” [ think the
question descrves a better answer than, “Be-
cause it's on my list.”

We should also consider the case that one
of our district administrators pat to me re-
cently. He called me into his office the other
day and said, “Listen, you know something
about GATE. What can you tell me about these
standardized test scores? You see the kids at
this junior high school scored better than the
kids at that junior high school. They're all

identified gifted kids. What's going on?”

“Well,” I suggested, “this junior high hasa
consistentand articulated programfor itsgifted
students, whereas that junior high school has
been very diligent in following the guidelines
coming out from the State Department of Edu-
cation demanding that students never be
grouped according to their needs.”

He said, “keally? You think just because
one school has a GATE program for its GATE
students that they actually achieve more?”

Is it possible that the lack of special pro-
grams could match the stuff that American
students don’t know? This article from the
Sacramento Bee focuses on the lack of scientific
knowledge among students. Most American
school students believe that there were people
living in the age of dinosaurs. Assuming that
only a small number of student responses re-
flected religious belief, the directors of the sur-
vey concluded that American students “get an
‘F’ in science education.” The survey found
“similar ignorance” in subjects as diverse as
planetary distribution and microbiology. Jon
Miller, the expert contacted by the Bee, noted
that “Only about 15% of US high school stu-
dents study physics before graduation,” and
that, “You can’t learn science by a process of
osmosis.” 1 would guess that Mr. Miller's
statements could have been applied more gen-
erally.

If America’sstudentsdon’tknow theirstuff,
how can we fix that? Most states have chosen
one of two upposing philosophies in attempt-
ing to provide better educational experiences.
One of these philosophies demands a generic
approach to education—asort of “onesize fits
all” method of scope and sequence. This ge-
neric education approach relies on the positive
aspects of heterogeneous grouping to solve
education’s problems. It often goesbeyond the
conceptofa “core” of information thatall people
would benefit from knowing to include an
insistence that all students have identical edu-
cational experiences in the same sequence and
atthe same rate throughout their years in pub-
lic school. The generic approach cither disre-
gards the existence of unique student nceds or
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assumes that all students’ needs can be met in
the regular classroom under the direction of
the regular classroom teacher using regular
classroom texts. Advocates of generic educa-
tion use phrases like “integrated teaching,”
“literature-driven curricula,” and “every
American needs to know.” They prefer to
group students only according to chronologic
age and consider other grouping patterns ana-
thema. Advocates of generic educaticn have
heroes like Allan Bloom and Eric Hirsch.
Because I'm a fan of Trivial Pursuit, I hap-
pen to really like Hirsch’s book, Cultural Lit-
eracy: What Every American Needs to Know. Even
though I have to admit thatI have noidea why
every American needs to know anythingin the
book and that it does seem just a bit sleazy to
publishalist of need-to-knowsin one book and
theanswer/definitions inanother muchlarger
and more expeunsive bock, I still think Cultural
Literacy is fun. It is not education, of course.
Even Hirsch admits that in an oblique, para-
doxical way. It is, according to him, not neces-
sary for students toevaluate, analyze, apply, or
even comprehend any of the need-to-knows.
Hirsch says, “In the minds of literary special-
ists (like people who read?) a literary work is a
text, but that is not the cultural reality. The
information about literature that exists in the
minds of literate pcople may have been de-
rived from conversation, criticism, cinema, tele-
vision, or student crib sheets like Cliff Notes.”
I'm sure his omission of Classics lllustrated was
unintentivnal. Now, I’ve never used Cliff’s or
anyone else’s notes to prepare for a game of
Trivial Pursuit, but I have to reprimand our
children for memorizing all the Trivial Pursuit
cards in the Genius edition. They studied all
those cards, they said, notbecause every Ameri-
<anneeds to know them, but because it’s fun to
win. See if you don’t have fun completing
these phrases:
1. There is nothing new
2. There’s more than one way
3. This land is your {and;
4. Those who cannot remember the past

I especially hope you were able to com-
plete that last one because those who cannot
remember the past not only condemn them-
selvesto repeatingit, but condemn thechildren
to suffer through the same prejudice, ineffi-
ciency, and stupidity that many of us had to
suffer. Most of you can remember the time that
generic education was ubiquitous — that it

was American education. We have already
tried the experiment of ignoring children’s
unique needs. We have known school districts
perfectly willing to discard any students who
were either unable or unwilling to learn “what
every American needs to know.” We cannot
allow that to happen to our children again.

In their new book, Multi-Cultural Literacy:
Opening the American Mind, Rick Simonsonand
Scott Walker offer a valid criticism not only of
Hirsch’s book but of the entire concept of ge-
neric education. They write in the introduc-
tion:

Though Hirsch's list does include penis envy,
macho, and vasectomy, he fails to find signifi-
cant mastectomy, gynecology, or Georgia
O’Keefe. Nor does he deem it important for
culturally literate Americans to know about
alcoholism, El Salvador, or Ore Hundred
Years of Solitude. Hirsch doesn’t seem to
consider it of value for Americans to know
about food and agriculture, the environment,
world geography, non-European history, or
the plants and animals with whom we share
theplanet. Some of the omissionsare the result
of oversight. Many result from a particuiarly
white, male,academic, eastern US, Eurocentric
bias that severely limits Hirsch’s and Bloom's
and Reagan’s and Bennett’'s concept of Ameri-
can culture,

Therefore, since the list of what every
American needs to know should most appro-
priately be created by every American, I'd like
to offer ten need-to-knows of my own.

1. Ineed to know why we think every Ameri-
can student needs to take chemistry and
physics in its typical, classical form. You
may have seen an edition of 48 Hours this
year that featured a very creative man who
teaches in an inner-city school. Every year,
this man works with more than 150 stu-
dents, five daysa week, ninemonths a year,
attempting to teach chemisiry. His evalua-
tion is that he reaches “maybe one or two
students a year.” Doesn't this scem a sad
waste of energy and ability - an exercise in
frustration and the destruction of self-es-
teem for both teacher and students? Could
it be that this generic approach is bound to
fail regardless of the ability of the teacher
and the good intentions of the students? |
need to know why this teacher’s school
can’t find a means of presenting science
concepts to its students in a relevant way.

2. Ineed to know where Phil Gonzales thinks
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all the inept math teachers will go
when we put everyone in Jaime
Escalante’s calculus class.

3. Ineed to know exactly who in the
State Department of Education
keeps insisting that we group stu-
dentsby ageonly. I'd like to talk to
that person.

4. Ineed to know why the institution

of American education has to run

good ideas into the ground. Ihap-

pen to find cooperative learning a

very useful educational tool. Tuse

it often - maybe 20% of the time.

Now I find myself arguing against

cooperative learning because so

many administrators, consultants,
and SDE evaluators insist that it’s

the only educational technique I

can use.

I need to know if the California

Assessment Program actually mea-

sures anything with its objective

tests. Our students’ CAP scores
don’tever match any standardized
test scores. They don’t match scores
on our district competency tests.
This year, after a one-day work-
shop and some donuts, our stu-
dents scored 50 points higher than
last year. What wonderful teach-
ers we must be. And why havethe
people who developed the CAP
writing measurement decided to
dump 2,000 years of Western logic
and organization? Talkaboutram-
pant pluralism. Studentsno longer
thinkintraditional rhetorical forms
like comparison-contrast or classi-
fication. Instcad we now have the
autobiographical reflection and
perhaps eventually the mnemonic
mood piece. Is this a consequence
of the fear all Californians have
about the way we speak - that
people fromother states are laugh-
ing bchind curbacks-making jokes
about California phrases like

“Forsuredude,” “Waytig.,” and

“Narlywaves?” Behonest withme.

I'mtough; [ cantakei Tjustneed

to know.

6. Ineed to know why Oklahoma has
abetter vocational program for stu-
dents than California does, why

p’l

Arkansas has a better pre-school
program than California does, and
why 33 states have mandated pro-
grams to meet the needs of their
gifted students and California
doesn't.

7. 1 need to know why Bill Glasser
can't see the logical fallacies in his
analogy about learning teams and
athletic teams. Does he really be-
lieve that team athletes don’t have
a unique interest and talent that
binds them together? That athletic
teams are heterogeneously
grouped? That the vast network of
community resources supporting
athletic programsisavailable to the
regular classroom teacher? Get a
grip, Bill.

8. Ineed toknow whyall those people
who quote Jeannie Oakes have
never read Jeannie QOakes.

9. Ineed toknow why Americanbusi-
ness has a better pian to save kids
than American education does.
Nancy J. Perry, in the November 7
issue of Fortune asks, “If 80% of the
productsacompany turnsout were
defective, would the chief execu-
tive solve his problem by asking
empioyees to work 20 minutes
longer each day?” And Ilove her
response, “Hardly.” She gives a
brief description of generic educa-
tion at its worst and concludes that
such educaticnal experiences pro-
duce “graduates with the forbear-
ance needed for unskilled manual
labor, but devoid of the problem-
solving skills necessary for today’s
competitive workplace.”

10. If American education needs to be
revised so badly, why do the Japa-
nese want to buy it? Do they see
something of value in it that we
don’t? 1need to know.

Even though notcurrently infavor
at the California State Department of
Education, there is another philoso-
phy -oneopposed tothe genericmodel.
This philosophy suggests that while
all students share a number of com-
monneeds, many studentshave unique
needsand thataddressing those unique

needs is just as essential as addressing
the common needs. The philosophy
supports neither a skills-based nora
literature-based curriculum. It insists
on a student-based curriculum. It rec-
ognizes that the strength of any culture
is based on its diversity and adaptabil -
ity. It encourages breadth rather than
iimits to contentacquisition, apprecia-
tion rather than mere recognition of
culture, appropriately varied rather
than lock-step pacing of students
through the curriculum. The student-
based philosophy suggests that some,
but not all, students will benefit from
the study of Mandarin; that some, but
not all, students will benefit from pro-
grams designed for pre-teen mothers;
that some, but not all, will benefit from
learning to test their own blood sugar;
that some, but not all, will benefit so
much frem perfectionist-intervention
programs that they will not commit
suicide after finishing their first col-
lege mid-term.

Theback flap of Hirsch’sbook con-
cludes, “Thus even if a student has a
bacic competence in the English lan-
guage, he or she has little chance of
entering the American mainstream
withoutknowing what asilicon chipis
(sic)or when the Civil War wasfought.”
Teachers who share the student-based
philosophy believe that almost every-
one will benefit from learning to use
the computer as a tool. Many of them
also know bigots replete with Civil
War dates. They know that each of
America’sethnicgroups brings unique
giftsto our culture that can be appreci-
ated by all, but canrot and should not
be attempted by all. They do not be-
lievethatthere wasatimein America’s
past when all Americans spoke with
one voice, but they do believe that
there was a time when many - black
people, oriental people, native Ameri-
can people, female people, young
people—had no voicein America atall.

In the last, wonderful interviews
that Joseph Campbell did with Bill
Moyers, he said that the most impor-
tant thing for people to do is “to follow
yourbliss.” T.ie thousands of menand
womenin Californiawho have become
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teachersbecause they love children or because
they love their subject matter (or both) are
following their bliss. And as long as they are
not beaten up too badly by “guidelines” and
“frameworks” that demand obeisance, by off-
the-shelf curricula that focus on trivia rather
than on learning, and by whimsical assess-

ment programs and fascist “quality indica-
tors,” I believe that they will instill in our
children the essential American values that
they model. I know that they will treat each
child as a unique gem and that they will not
insist on everyone having the same bliss at the
same time,

Don’t Look Now, But a Sunset is on the Horizon

Two yearsago the “new” GATE legislation
reinstated the program and opened the doors
to new districts. GATE was back in business,
but the program was still tied to a sunset date.
That means that the program will be reevalu-
ated before 1995 (or the date pushed back).
CAG is active on several fronts to bolster pro-
grams statewide to assist districts with teacher
training, to provide models, etc. It is easy to
forget that a sunset approaches in just three
more years.

Complaints from around the state have
come to the CAG office and to CAG regional
representatives about GATE programs being
dropped, cut, or changed to exclude certain
grade levels or to include ail students in a
district as GATE students.

We have heard about districts which re-
ceive money for GATE programs but fail to
address the needs of gifted and talented stu-
dents in their reorganized site-based manage-
ment plans.

Wehavelistened tonumerous storiesabout
districts with GATE programs thatdo not have
a minimum 200 minutes a weck of differenti-
ated curriculum. We have heard about homo-
gencous GATE programs in the clementary
schools changed to heterogeneous groupings,
of middle school programs changing class-
room structures so they do not address the
needs of GATE, and of high school honors
programstotally eliminated. Parentshavecom-
plained that programs have fallen apart, that
districts have changed the programs, disre-
garding their submitted GATE plans.

by Jo Anne Viserta-Galinis

CAG has heard verbally from educators
and parents, but we have very little written
documentation relating to the issues of the
complaints. If you know of a GATE program
that has been changed or eliminated, let us
know in writing with documentation. Tell us
specifically what your concemns are (e.g., iden-
tification/eligibility, funding, grouping/class
placement, continuity/ articulation, curricu-
lum) and also include the configuration of your
districtorschool (i.e., numberof studentsin the
distiict, number of GATE identified students).
List information concerning persons you have
talked with and the response you have re-
ceived at the school, district office, or state
level. Include printed materials from your
district that document these concerns (e.g., the
GATE plan which has been approved by the
California Department of Education, letters,
Board of Education meeting minutes, newslet-
ters). Tell us what action you or others have
taken concerning these issues. ’

We also need to hear more about those
programs which are flourishing, which are
challenging gifted and talented students with
appropriate learning experiences. Brag about
what your district is able to do in these times of
tight budgets and educational change.

Let us hear from you with your good news
and your bad. Send us supporting documents
and help usbeready to seek appropriate action
in Sacramento.

Jo Anne Viserta-Galinis is the Orange Region Parent
Representative to the CAG Board.
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Rogers ore . . 5. Ability grouping for the gifted produces a
Continued from p%gel Ablllty Groupmg for Enrichment moderate improvement in attitude toward
Across the five meta-analyses (Kulik & the subjects in which students are grouped.

Kulik, 1982, 1984, 1990; Kulik, 1985; Vaughan, A moderate improvement in attitude to-

1990), the two best-evidence syntheses (Slavin, ward subject has been found for all ability

1987, 1990), and one ethnographic/survey re- levels when homogeneously grouped on a

search synthesis (Gamoran & Berends, 1987), full-time basis (Kulik & Kulik, 1982, 1990).

the following conclusions can be drawn: 6. Ability grouping is not synonymous with

Dr. Karen Rogers is at
the University of St.
Thomas, St. Paul,
Minnesota

for regular instruction makes no discern-
ibledifferencein the academicachievement
of average and low-ability students (Slavin,
1987, 1990; Kulik & Kulik, 1982, 1984, 1985,
1990), it does produce substantial academic
gains for gifted students enrolled full-time
in special programs for the gifted and tal-
ented (Kulik & Kulik, 1582, 1984, 1985, 1990;
Vaughan, 1990).

. High-ability student groups have more ex-

tensive plans to attend college and aremore
likely to enroll in college, but the rescarch
has not been able to substantiate that this is
directly influenced by grouping (Gamoran
& Berends, 1987). Likewise, research has
not been able to substantiate that there are
marked differences in the quality of teach-
ers who work with high-ability students or
in the instructional strategies and learning
time apportioned in such classes. Itis prob-
able that the substantial gains in achicve-
ment reported for gifted and talented stu-
dents in 6 of the 8 research syntheses is
produced by the interaction of greater de-
grees of learning potential, teachers who
are interested in their students and in their
subject, and the willingness of gifted stu-
dents to learn while in a classroom with
other interested, high-ability learners.

. Ability grouping for enrichment, especially

when enrichment is part of a within-class
ability grouping practice or as a pullout
program, produces substantial acadcmic
gainsingeneralachievement, critical think-
ing, and creativity for the gifted and tal-
ented learner (Vaughan, 1990).

. Ability grouping, whether for regular in-

struction or enrichment purposes, has little
impact on gifted students’ self-esteem.
When full-time grouping is initiated, there
is a slight decrease in esteem, but in special
programs for gifted students, there are no
changesinself-esteem (Kulik & Kulik, 1984,
1990). Enrichment pullout programs show
only a small but positive increase in self-
esteem (Vaughan, 1990).

1. While full-time ability grouping (tracking) "tracking” (Slavin, 1987,1990). It may take

many forms beneficial to gifted learners,
including full-time enrollment in special
programs or classrooms for the gifted,
regrouping for special subject instruction,
cross-grade grouping for specific subjects
or for the entire school curriculum, pullout
groups for enrichment, and within-class
ability grouping, as well as cluster group-
ing (Kulik & Kulik, 1997}. The major benefit
of each grouping strat 2gy for students who
aregifted and talented isits provision of the
format for enrichingoraccelerating the cur-
riculum they are offered (Kulik & Kulik,
1990). It is unlikely that grouping itself
causes academic gains; rather, what goes
onin the group does.

Cooperative Learning for

Regular Instruction

Across the two rnajor meta-analyses (John-
son,Maruyama, Johnson, Nelson, & Skon, 1981;
Johnson, Johnson, & Maruyama, 1983) and one
best-evidence synthesis (Slavin, 1990) on the
academic and nonacademic effects of mixed-
ability cooperative grouping, the following
conclusions may be drawn:

1. Cooperative learning in mixed-ability
groups for regular instruction cannot be
shown to be academically beneficial for
giftedand talented learners. Likewise, there
is no research below the college level to
support cooperative learning in like-ability
groups for gifted students (Robinson, 1990).

2. Although thereissome evidenceto support
sizable academic effects for those forms of
cooperative learning that incorporate indi-
vidual task accountability (Slavin, 1990),
little research has been reported which
would allow this to be extrapolated to the
gifted population.

3. Although thereissome evidencetosupport
sizable affective outcomes for mixed-abil-
ity cooperative learning, particularly for
the acceptance of culturally diverse and
academically handicapped students (John-
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Effect Sizes Reported for Research-Supported
Gifted Program Options
Academic
Option Effect Size
Early Entrance to School 36
Subject Acceleration 49
Curriculum Compression (Compacting) 45
Grade Skipping 78
Enrichment (pullout) - curriculum extension 65
Enriched Classes Ability Grouped 33
Cross-grade Grouping (reading, math) 45
Nongraded Classes 38
Concurrent Enrollment .36
Regrouping for Specific Instruction (reading, math) 34
Advanced Placement 29
Credit by Examination 75
Cluster Grouping (specific differentiation) .62
Separate Classes for Gifted 33
Cooperative Learning
Johnson’s “Learning Tcgether” 0
Slavin’s TGT 38
Slavin’s STL (combination) 30
Grade Telescoping 56
Mentorship 42
Note: The Effect Sizes listed cannot be directly compared with others in
the table. Some represent one-time academic gains, while others may be
possibly cumulative gains, progressively increasing the longer the
practiceis used. Thequality of the criterion measures used varies greatly
from practice to practice also, thereby confounding any cross-compari-
sons to be made.

Table 1

son, Johnson & Maruyama, 1983; Slavin,
1990), no research has been reported which
would allow this to be extrapolated to the
gifted population (Robinson, 1950).

Grouping for Acceleration

Across the one meta-analysis (Kulik &
Kulik, 1984) and one best-evidence synthesis
(Rogers, 1991) onaccelerative practices for gifted
students, the following conclusions about
grouping for acceleration can be drawn:

1. Grouping for the acceleration of curricu-
lum for gifted students produces substan-
tial academic gains for the forms of
Nongraded Classrooms, Curriculum Com-
pression (Compacting), Grade Telescoping
(Rapid Progression atJunior or Senior High),
Subject Acceleration, and Early Admission
to College. Advanced Placement programs

were found to produce moderate, nearly
significant academic gains as well (Rogers,
1991).

2. Those forms of acceleration for which
groups of gifted learners may be involved
do not appear to have a direct impact on
self-esteem, either positively or negatively
(Kulik & Kulik, 1984; Rogers, 1991). It is
apparent that a host of other environmen-
tal, personological, and academic variables
are more directly involved with changes in
self-esteem.

Recommendations for Practices
Involving Ability Grouping

Based on conclusions drawn from the re-
search syntheses, the following guidelines are
offered foreducators whoare considering vari-
ous grouping options for gifted students.

GUIDELINE ONE: Students who are aca-
demically or intellectually gifted and talented
should spend the majority of their school day
with others of similar abilitics and interests.
Discussion: What forms this option may take
areopen: Bothgeneralintellectual ability group-
ing programs (such as School Within a School,
Gifted Magnet Schools, Full-time Gifted Pro-
grams, or Gifted Classrooms) and full-time
grouping for special academic ability (such as
Magnet Schools) have produced marked aca-
demic achievement gains as well as moderate
increases in attitude toward the subjects in
which these students are grouped.
GUIDELINE TWO: The Cluster Grouping of
a small number of students, either intellectu-
ally gifted or gifted in a similar academic do-
main, within an otherwise heterogeneously
grouped classroom can be considered when
schools cannot support a full-time gifted pro-
gram (either demographically, economically,
or philosophically).

Discussion: The “Cluster Teacher” must, how-
ever, be sufficiently trained to work with gifted
students, must be given adequate preparation
time, and must be willing to devote a propor-
tionate amount of classroom time «. the direct
provision of learning experiences for the clus-
ter group.

GUIDELINE THREE: In the absence of full-
time gifted program enrollment, gifted and
talented students might be offered specific
group instruction across grade levels, accord-
ing to their individual knowledge acquisition
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in school subjects, either in conjunction with
cluster grouping or in its stead.
Discussion: This “cross-grade grouping” op-

tion has been found effective for the gifted and.

talented in both single subject and full-time
programming (i.e., Nongraded Classrooms).
GUIDELINE FOUR: Students who are gifted
and talented should be given experiences in-
volving a variety of appropriate acceleration-
based options, which may be offered to gifted
students as a group or on an individual basis.
Discussion: It is, of course, important to con-
sider the social and psychological adjustment
of each student for whom such options are
being considered, as well as cognitive capabili-
tiesin making theoptimal matchto the student’s
needs.

GUIDELINE FIVE: Students who are gifted
and talented should begiven experiences which
involve various forms of enrichment that ex-
tend the regular school curriculum, leading to
the more complete development of concepts,
principles, and generalizations.

Discussion: This enrichment could be provided
within the classroom through numerous cur-
riculum delivery models currently used in the
field, or in the form of ¢arichment pullout
programs.

GUIDELINE SIX: Mixed-ability Cooperative
Learning should be used sparingly for stu-
dents who are gifted and talented, perhaps
only for social skills development programs.
Discussion: Until evidence is accumulated that
this form of Cooperative Learning provides
academic outcomes similar or superior to the
various forms of ability grouping, it is impor-
tant to continue with the grouping practices
that are supported by resecarch.
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Self Reliance and Gifted Education

People ask me all of the time, “Why did
you go to college early?” That's a difficult
question because the answer is not something
straightforward that can be explained suffi-
ciently in two sentences. I think thata person’s
education is one of the most important things
thereis,and assuch, it should be thought about
carefully. Each individual should follow the
course that will be most beneficial to her own
education. [ knew deep down that the course
I was on, public school, was not right for me.
Whether it was the particular school I was
attending or the system in general, 1 don't
know, but it wasn't right. To give you some
idea of why I choose the EEP (Early Entrance
Program).lhave decided to begin with some of
my favorite quotes, and explain what the quote
means to me with regard to a good education.
The quote is from Emerson, and it’s short, but
I think it is one of the truest statements ever
made.

“Discontent is the want of self-reliance.”

“Discontent”... that’sa pretty vague word.
Discontentment is what I was fecling quitealot
injunior high school. Discontentment with my
education, “The teacher thinks I’'m a smart-
aleck, the kids think I'm a geek, and to topitall
orf, my grades are dropping because I'm bored
out of my mind!” Discontentment with my
social life, “My classmates want everyone to
try to be exactly like they are, but whenIdo try,
they just laugh at me. I'm not exactly the right
sortof person to wear alot of make upand have
whatIcall tallhair’.” WhatI’vecometorealize
is that discontentment did, in fact, stem from a
lack of self-rcliance. When I'started Transition
School, which is the EEP prep year, I don't
think I could have given this analysis, but I do
know that I was thrilled to hear a part of one of
the orientation lectures which said, “Here, ex-
ternal standards that define the general teen
subcultural don’t matter much. Here, you will
be valued chiefly for two things, your human
decency, and how you use,orcarry, yourmind.”

Although, in my opinion, self-reliance is
one of the most importarnt things to be encour-
aged in a student, that student should set
straight exactly what self-reliance does and
doesn’t mean. It should not be taken to mean

by Julie Drummond

trying to do everything by oneself and not
asking for help when it’s necessary. It also
doesn’t mean being closed-minded to every
opinion except for those which are already
familiar. Translating self-reliancein those ways
is something which should be stopped before
someone gets the mistaken idea that asking a
question is a sign of incompetence or depen-
dence. I don’t think it’s possible for anyone to
be well educated or to get where she wants to
go in life without asking many people for help
and without being exposed to and analyzing
many opinions different from those which she
might already hold.

On the other hand, self-reliance should be
encouraged in the form of having the self-
confidence to speak out in class, to ask a ques-
tion when there is confusion or doubt, to give
an opinion during an open discussion, and
even, if it's appropriate, to argue (perhaps a
better word is debate) for what one thinks is
true.

Anotherkind of self-reliance, whichI think
is the mostimportant kind, is having the confi-
dence to be yourself, to be an independent
individual whoisn’t very conceined with what
other people want you to be or how other
people think you should act. One thing people
sometimes say to me when they find out that |
started college early, is, “Don’t you fell you
missed out on a part of childhood?” I just feel
like saying to these people, and sometimesI do,
“What do you mean, ‘missed out on’, and why
do you speak of my childhood as if it were
over?” Childhood isn’t a time period with
definite boundaries. Childhood is a state of
mind, and a good one, in which the imagina-
tion can run free and many socicty-caused
inhibitions are forgotten. Aslong as the state
isn’t a constant one, childhood is not equiva-
lent to immaturity, and students need to be
reassured that actir.g childish at times doesn’t
mean that they are immature, or in popular
terminology, “book smart, butnotstreetsmart.”

For me, becoming self-reliant goes along
with finding out who T am. During schoolisa
great time for a person to find out mor.. ~bout
who she is. Students already have some idea
about who they are. They know what they like
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and what they don’t, and they know, as do
theirinstructors, thatthey have the intelligence
to examine many different views and values
and to come to logical conclusions about what
they agree with and what they don’t. School is
a time when people get exposure to adults
other than their parents and to other students
with diverse backgrounds. They should be
encouraged to explore new ideas and beliefs,
and examine many different options for the
present and the future.

Asa way of learning about themselvesand
gaining self-reliance, I think that students
should get involved with projects such as vol-
unteering to help feed the homeless, or clean
up the planet. The importance of letting them
know that they can get involved with what
happens to them as members of a community
cannot be stressed enough. By being encour-
aged to write letters to politicians, or to get a
group together for a discussion, or to write an
editorial if they have a strong opinion about
something, they are beir.g shown that not be-
ing able to vote, or having opinions different
from those held by influential adults around
them, doesn’t mean that their voices can't e
heard as clearly as anyone else’s.

Another major application of self-reliance
is to live your life, and not the onc you think
you should live. From the time  was in second
grade until the beginning of my freshman year
in college, I was positive that ] wanted to be a
surgeon. Everyoneseemed so happy aboutmy
interestin medicine, that Istopped really think-
ing about it, and the answer “surgeon” just
popped out whenever anyone asked about my
career plans. Then the summer before my
freshman year in college, I got my first profes-
sional acting job. I became completely ob-
sessed with acting and decided, to the com-
pletedismay of my parents, to get mybachelor’s
degree in speech communications and become
a professional actress. This caused major tur-
moil. T heard thingslike, “Whata waste of your
intelligence!” and, “Why don’t you concen-
tratc on getting a real job where you can eam
some money!” Being sort of a stubborn type,
comments such as these made me even more
adamantaboutmy goal. Then,aboutsix months
later, after having taken an introductory an-
thropology course, I made a big mind change
and decided that I wanted to be an archacolo-
gist. I took some more classes, and later made
a slight change, finally declaring an official
major in physical anthropology.

Changing my mind that many times has
taught mea lot, and has given me a fairly well-
rounded education so far. What I think shouid
be conveyed to students is a warning about
letting other people decide for them what they
are going to do. They should be encouraged to
rely on their own feelings and taught that there
is no such thing as a job which is a “waste of
their intelligence.” If that's what someone
wants to do, then it's fine. A gifted person
shouldn't feel as though she has to pursue a
stereotypically “gifted career” such as medi-
cine, law, or scientificresearch. If she wantsto,
that's fine, but no one should feel compelled to
do so.

Another thing thatalotofintelligent people
face is an idea that, as bright people, they are
supposed to be the best at everything they do.
Students need to be reassured that no one is
good at everything, and it's up to them as
individuals to be self-confident enough to take
risks, knowing that they might not always
succeed. It’s not necessary to lie to them by
telling them that grades are not important,
because, as you know, any university or gradu-
aic program is going to look at grades. How-
ever, people need to realize that their educa-
tion is more important than any grade. If
someone bombs a class gradewise, but that
person learned something from it, then the
class hasbeena success. Thedanger if thisisn’t
learned is thatan intelligent person, in order to
have a good GPA, or in order to keep up a
"smart” image, will take classes only if she is
sure she will succeed. This will not add very
much, ifanything, to her education. Itisridicu-
lous to take a class in which all that is learned
is already known, just so someone can add
another A+ to the report card. People should
beencouraged tobeself-reliant by goingouton
a limb and taking a class in a subject they've
never had before, or a subject they’ve had
trouble with before - they might even discover
something new to major in!

I don’t think that there is any one correct
way to educate people. There are, however, a
few things that are important to emphasize.
Creativity isa must on any level. Whether itis
in the form of creative writing, or putting on
skits, or whatever, the creative process is an
important part of the learning process as a
whole. Creativity can also be taught in the
formof problemsolving. Oneofthebest things
1did in elementary and junior high school was
called Texas Future Problem Solving (obvi-
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Julie Drummond isa 17-
year old junior at the
University of
Washington, who entered
the Early Entrance
Program (EEP) in 1988
after the eighth grade.
She is a Physical
Anthropology major who
lives in a dorm on
campus.

ously, I was living in Texas at the time). A
group of five students was given a wide-range
problem(overcrowdinginprisons, for example)
and a brief summary of the situation. We were
then given a certain amount of time to brain-
storm 20 problems. We then made up criteria
for choosing the proliem we wished to deal
with. We chose one problem and then
brainstormed 20 solutions. Again making up
ourown criteria, we chose thebest solutionand
elaborated on it. Every aspect of the exercise
was time limited, and we learned how to pri-
oritize and brainstorm efficiently. This kind of
exercise, since itapplies to current problems, is
interesting to students and is about as far from
“busywork” as you can get.

Another aspect of education is individual
work versus group work. Students need to be
taught using both techniques. One big contro-
versy is whetheror not studentsshould always
be grouped according to ability. There are two
obvious sides to this issue. One - the slower
students should not be pushed faster than they
can go, nor should the faster students be held
back. On the other hand, putting students into
groups by ability gives them an immediate,
and damaging stereotype — the “dummies” or
the “brains” or the “average kids.” I don't
think that citherargument is entirely wrong or
right. Students need to learn how to work in
groups with people ondifferentlevels, and yet,
they also need to be able to find their own pace
and work atit. One thingthatI think should be
avoided at all costs is forming an “elite” group
out of the brightest students or a “remedial”
group out of those students who need the most
extra help. Both of these titles are equally
unhealthy, especially in junior high school,
where people’s opinions mean the most.

I think that one incredibly important skill
that should be learned in school is how to deal
with different types of classroom situations.
Dealing with this area can also serve as a solu-
tion to the grouping problem. Students should
learn how to take notes in a large-group, lec-
ture situation. This, besides keeping an entire
group together, teaches them how to take clear,
concise notes, and how to write down any
questions so that they canbeasked at the end of
the presentation without having to interrupt
thelecturer. Small group seminars are equally
important. The important thing is not letting
two or three people do all of the talking. The
key is not shutting up the talkers, but encour-

aging, even forcing, the silent ones to contrib-
ute to the discussion.

Up to this point I have been talking purely
about the academic aspects of education. You
know as well as I do, however, that education
doesn’t stop when the bell rings. Important
also to building self-reliance is having respon-
sibilities — feeling independent and trusted.
Needless to say most “professional” jobs are
not available to the under-15 age group, but
that doesn’t cut out all opportunities for re-
sponsibility. Young children can be assigned
specific tasks at home, such as housecleaning,
feeding pets, and helping with meal prepara-
tion. Older kids can babysit, do yardwork, or
have a paper route. Regardless of the specific
task, it should be encouraged, but still remain
voluntary.

Another aspect of nonclassroom educa-
tion is hobbies. Iam a firm believer in the idea
that the hobbics which one pursues help to
develop that person’s character. A person who
reads a lot will most likely have a large vocabu-
lary and an active imagination. Someone who
plays sports wiil be physically fit and work
well in teams, while someone who spends a lot
of time with computers might become very
good at programming, or just dealing with
computers in general (a very important skill!).
Even hobbies that are sometimes considered
unhealthy (for example, watching television)
can be useful in small doses. The important
thing here is balance. Any hobby is unhealthy
if itis all that a person does. If a child showsa
particularly strong attractiontoa certainhobby,
don’tprevent her fromdoingit. Encourage her
to become involved with other things as well.

Basically, what I’ve been trying to convey
to you is the idea that a good education is
possible for any child, regardless of his or her
specific strengths or weaknesses. For the most
part, even young children know what is right
for their particular needs. A good general rule
to follow might be: independence with guid-
ance, working toward a goal of self-reliance.
The benefits of a good education are limitless:
better schools, better jobs, and a sense of per-
sonal achievement that oniy the independent
can experience. It certainly doesn’t create per-
fect people, butit does encourage them to learn
from their mistakes and get back on their feet
againafterafall. This world’s future is its most
precious natural resource, and the more sclf-
reliant it is, the longer it will last.
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Anncuncement of Research Program
Problems and Patterns in Families of Gifted Children

Annou:icement of the following project
has been approved by the Board of the
California Association for the Gifted. Mr.
Swart isa C.AG member who serves on the
At-Risk Committee.

Purpose of Study

A projectinapplied family therapy
research by Richard Swart, MSW at the
Mental Research Institute, Inc. (MRI)
in Palo Alto, California, will seek to
identify and describe common prob-
lem patterns that exist in families of
gifted and talented children. Through
the use of a family therapy process
with a reflecting tecam (observers who
then give feedback to the family and
therapistin the presence of the family),
attempts will be made to design brief
and effective techniques of family coun-
scling to deal with these issues. All
rescarchers are trained professional
psychotherapists. MRI is an interna-
tional training site. At times partici-
pants may include physicians, psy-
chologists, anthropologists, and as-
sorted faculty members from universi-
ties around the globe, all under the
supervision of licensed psychologists.
Mr. Swart will be a member of all
therapy tecams and is the chief re-
searcher.

It is hoped that these techniques
will advance the knowledge base of
the gifted counseling literature. Atthis
point, almost all techniques were de-
veloped through interaction with
white, middle class familiesin the Mid-
west. We are especially interested in
working with minority families, non-
traditional family groups (including
lesbian and homosexual couples rais-
ing children), economically deprived
families, etc. Thisdocsnotmean, how-
ever, that more traditional families are
not welcome to participate. Much of
the research literature utilizes struc-
tural models of family therapy. This
project will utilize techniques from the

narrative and constructivistic schools
of family therapy, which are at the
cutting edge of critical thinking about
families. There is also no literature
documenting brief counseling tech-
niques with this population. This
project will be time limited.

Dates of Study
The study will begin immediately
and continue until April 30,1992. Fami-
lies already enrolled may be followed
until the end of May, but no new fami-
lies will be accepted after April 30,
1992.

Requirement for Participation

Families who have a child who is
identified as Gifted and Talented by a
local school district, or who has been
tested by a licensed psychologist and
scores above the 98th percentile on a
standard intelligencebattery, may par-
ticipate. Neither MRI nor Mr. Swart
willtestorassessany child. This project
is notinvolved in the controversy over
identification practices. It is hoped
thatlocal school districts will have uti-
lized gender-and culture-sensitive test-
ing methods.

While no specific type of problem
is being sought, examples of problems
affecting families can include: depres-
sion, family conflict, severe under-
achievement, perfectionism, eating dis-
orders, school refusal, aggressive or
oppositional behavior, self-mutilation,
suicide, severe marital conflict due to
school problems, etc. The identified
problem must in some way relate to
the child’s education and/or gifted-
ness. Ideally families will not cur-
rently be seeing another therapist. If
they are, they will only be considered
for a consultation appointment.

Obligation of the Family
This project is free of charge to the
family or school district. All members

by Richard S. Swart

of the immediate family must be avail-
ableforserviceateither1:30PM or4:00
PM on Tuesday afternoons. Families
must agree to video and audio taping.
The family must agree toa three-month
follow-up interview to be conducted
over the phone. Access to testing and
to school records for the follow-up
period must also be granted. Families
will have the right to refuse broadcast
of video tapes outside of the MRI facil-
ity or Mr. Swart’s office.

Services will be time limited. It is
anticipated that no more than eight
sessions will be given to any family.
Many families will be seen only one to
three times. Fainilies have the right to
terminate treatment at any time. A
limited number of families will also be
seen for consultation appointments
only and no follow up will be offered
by the agency or Mr. Swart after the
consultation. Thisis designed toallow
participation of families who may be
geographically distant from theagency.

MRI and Mr. Swart will screen all
families before accepting the case. We
reserve the right to refuse any family
withoutcause. Once all available slots
are filled a waiting list will be main-
tained. Families will have the option
of filling out surveys for the purpose of
awaitinglistcomparisongroup. How-
ever,since thisisnotanempirical study,
no randomization will be attempted.
Once a family is accepted, they will be
scheduled in the next available slot.

For further information
ContactMr.Swartdirectly. Donot
contact the Mental Research Institute
as no one there is available to answer
questions. Youmay reach Mr.Swartat
CPC Hospital during working hours
at510/796-11000or through hisanswer-
ingserviceafterhoursat408/322-4366.
His mailing address is:
39021 Sundale Drive
Fremont, CA 94538
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Stick up for Yourself!
Every Kid's Guide to
Personal Power and Self-

Esteem
by Gershen Kaufman and Lev Raphael

Reviewed by Todd H. Bellinger

Inirod:uction
In the- .i- st bock section, titled “To
Pare::ts and Teachers,” the authors
state that “personal powser and posi-
tive self-esteemn are s}“+= t~t can be
learned .rightalongw:thre.iieg, writ-
.Ag, and arithmetic.”

C tents

This 76-pagz ; ..perbackisdivided
into the following thematic sections:
Being Resp:~--Dle, Making Choices,
Getting to Know Yourself, Getting and
Using Powerin Your Relationshipsand
Your Life, How to Live Happily Ever
After, and Learning to Like Yourself.

Strengths

Stick Up for Yourself! is a generally
cffective learning tool because of its
readability and its real-life behavioral
examples. Written in succinctly-
phrased language, while avoiding jar-
gonand complex vocabulary, thebook
makesquick enjoyablereading for stu-
dents from pre-teen through adult.
Also appezling to the reader is the
brevity of the topic development and
thebook itself. Enhancing its readabil-
ity are the real-life negative behavior
examples. These situations include
both female and male central charac-
ters, whose behaviors are common to
“every kid,” not just those from dys-
functional families. Because this book
is easy to read for a great range of
readers and uses characters and be-
havior examples common to the hu-
man experience, Stick Up for Yourself! is
a generally effective learning tool.

Weaknesses

Inmy opinion, Stick up for Yourself!
needs positive behavior examples, a
clearer visual presentation, and a
greater use of multi-modal learning
activities. Thoughof excellent quality,
the behavior examples are almost en-
tirely negative, portraying people as
not “sticking up for themselves.” Posi-
tive examples which show people us-
ing their “personal power” would sig-
nificantly improve the book’s effec-
tiveness.

The use of drama, art, music, and
physical activities for topic explora-
tionand development would make the
book more appealing and more effec-
tive for a wider scope of readers. (The
teacher’s edition does provide some
variety, but most involve listing, dis-
cussion, and some role-piaying.)

Conclusion

“The next time the other kids tease
him, Peter looks them straight in the
eye and says, ‘Even if you think so, [
don’t. And my opinion is the only one
that counts. I know myself a lot better
than you do.” Peter knows not to give
anyone else the power to determine
how he feels.”

Asitis for all people, the “personal
power” Peter has claimed for himself
can be learned. This book can effec-
tively teach many students, pre-teen
through adult, the crucial skills which
promote “the self-esteemand personal
power” learned by Peter.

Free Spirit Publishing, Minneapo-
lis, 1990, $8.95.

Todd Bellinger is an eighth-grade Language
and History teacher at Twin Hills School,
Sebastopol, CA.

The 1992 California
History Calendar

Compiled and written by Jim Silverman.

Reviewed by Jo Anne Viserta-Galinis

Did you know that Christmas Day
1849 was the famous San Francisco
Fire or that on August 18,1860a 100-1b.
gold nugget was found near Sierra
City?

These, and other arcane facts, can
be found in the 1992 California History
Calendar, a must for anyone who en-
joys history. The black and white, 12"
by 15" fold-out calendar includes a
wealth of historical information about
events which occurred in California,
from 1542 to the present. The author
lists historical events for each day of
the month on one side of the fold-out
while presenting upcoming “history
day” eventsinvariouslocationsin Cali-
fornia for 1992.

For each month there is a picture
and a listing of who did what or what
event occurred on each date. Readers
will want to go directly to their own
birth dates to see what took place on
that date in history many years ago.
Silverman has drawn upon many
sources for this information, which
makesthiscalendaraparticularly good
reference piece for students studying
California history.

Instructions on how to play three
different games using the calendar are
also inciuded, as well as a “find the
mistake” contest (which awards the
winners a 1993 calendar), a California
History Festivals Hotline for event up-
dates, and an invitation to readers to
submit important and interesting
events which will involve aspects of
California history for 1993. The calen-
dar retails for $12.95 and can be ob-
tained through The California Kids
History Catalog, 707/596-6077.

Jo Anne Viserta-Galinis is the Orange
Region Parent Representative.
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PROGRESS TOWARD PARITY

Cultural Diversity in Gifted Education:
A Better Chance at Succeeding

Why is it that, since the inception of gifted
programs, discussionsof cultural diversity have
arisen time and time again? What have we
learned during each cycle of attention to this
issue? Why doesit appear cach time that we're
addressing something new? Why do we seem
unable, on a broad scale, to do the creative
problem solving we teach our students and to
move beyond the stage of sensing problems
and challenges toward solutions?

It would be easy to allow the external pres-
sures of increasing numbers of ethnic student
populations, requirements of legislation, and
district demands for equity in gifted education
to provide the rationale for revisiting the issue
of cultural diversity with renewed determina-
tion. The danger of acting solely out of this
rationale is that it encourages a lack of effort
towards lasting approaches, ones that require
acting out of conviction. If our habit had been
to do the right thing, then our successes would
beobvious and we would beableto tolerate the
need to work for further progress on this issue.
When we act in response to mounting external
pressures, our attempts tend to be superficial
and short-lived.

We prefer to examine some substantial,
though less frequently acknowledged, beliefs
and attitudes that can be used as excuses for
our failures and can become insurmountable
barriers to effective thought, planning, and
action.

Elinor Smith and Rosa Peréz

Barrier #1: Equity in gifted programs is a
difficuit problem and a growing one.

Where this view is prevalent, the task be-
comes more troublesome and even impossible,
often preventing any reasonable action from
being taken. The targeted populations them-
selves come to be scen as the “problem.”

A more helpful way of looking at equity in
gifted programs, when we are speaking about
diverse populations, is to recognize this as
simply one aspect of a guiding principle of
gifted education - equity or equality of oppor-
tunity to leam. Programs for gifted students
exist in order to provide opportunities usually
guaranteed to all students, but which the stan-
dard curriculum does not provide for gifted
students — opportunities to growand learn at a
level of challenge commensurate with their
potential, to develop the skills of learning-to-
learn, and to become high-level producers and
performers.

Giftedness, b.- its very nature, expresses
itself in groups of gifted students in a multi-
tudeof ways. Gifted education providesequal-
ity of opportunity to learn amidst this diver-
sity. Howis equity any different when it comes
to culturally diverse gifted students? Incorpo-
rating differences should be a piece of cake for
us. We, in gifted education, should have writ-
ten the book on equity!

Continued on page 42




EDITORS COLUMN

From Melting Pot to
Salad Bowl

Jean Drum

First it was the melting pot. Pcople from all parts of the earth came
to America, independent thinkers who wanted freedom, farmers who
wanted land, the persecuted who wanted safety, the poor who wanted
abetterlife. Whenthey came, spcaking many differenttongues, cooking
many different foods, cherishing many different traditions, it was
assumed, both by these newcomers and those who already lived here,
that the best thing that could happen was that they would all turn into
Americans. They would become speakers of English, they would learn
to eat the foods that were eaten here, and they would adopt the habits
and lifestyle of their new home. Not that the ways they brought with
them would entirely disappear - not at all. Instead they would blend
together with what was here and add to it, producinga new culture. The
English of America would become lively with new words and phrases.
American dinner tables would be set with dishes from the four corners,
adapted to use what will grow here and shaped to American tastes, but
definitely exciting and cosmopolitan. Everyone would cclebrate the
Fourth of July with fervor, butotherholidays, folk songs, or ways would
add tothefun. Itseemedlikea wonderfulidea at thetime -a new culture
for a new world.

Then we began to question this idea. Did we really want to mix it
all up into one grand goulash (or misch-masch or Mulligan stew), a
whole new flavor, but one where the individual spices got lost in the
whole? Perhaps, wesaid, what we really wantisa crisp vegetable salad.
The veggies are scparate, we can recognize them, appreciate their
differences, but at the same time they're all together in the same bowl,
united by a tasty dressing. Surely, we said, it’s possible to keep intact
everything we brought with us and preserve it, and still build new lives
as Americans. We began to vision ourselves asa vital, varied culture,
where differencesareappreciated and cherished even ascommon goals
are shared. ’

It's not casy to be a multi-cultural, multi-lingual, multi-valued
country. [t’s especially not easy to set up an educational system in that
kind of country. Most of all, it’s not easy to be sure that this educational
system really educates, that is, draws out of each student his or her full
potential of talent and worth. We are trying, though, and we won’t be
satisfied until we feel that every student is getting the best possible
chance. We'll need to be very gifted and talented to rise to the challenge,
but isn’t that what we're all about?
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Submission o material
CAG encourages all interested parties to submit
articles for publication. All submissions will be given
careful consideration. Photos and camera-ready art
work are particularly desirable. Send all material with
your name, address, and phone number to jean Drum,
Communicator Editor, 7822 Belgrave Avenue, Garden
Grove, CA 92641, 714/663-6584.
Reprinting of materials
Artides appearing in the Communicator may be re-
printed asdesired unlessmarked by ©orreprinted from
another source. Pleasecredit the Communicator and send
a copy of your newsletter or journal containing the
reprint to the Editor.
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PRESIDENT'S COLUMN

Sandra Kaplan

One of the mos’ prevalent features of con-
temporary education is change. Whether de-
fined as restructuring or reform, the concept of
change evokes questions, presents challenges,
and creates discomfort. One inevitable feature
of change is the domino effect; as gencral edu-
cation changes, gifted education also changes.
Resistance to this change process produces an
attempt to find "the enemy,” the culprit, or the
factors responsible for the changes that are
taking place. The enemy can be real or ficti-
tious. The enemy canbeindividuals orinstitu-
tions. The enemy can simply be “the times.”
Regardless, identifying the enemy will not ai-
ter the changes in progress.
However, there are some things which will
not change. These things need to become the
focus of our attention and should direct our
efforts. One thing that will not change is the
presence of gifted students in our school. An-
other thing that will not change is the right of
these gifted students to an education that chal-
lenges them.
Mostimportantly, the need of educators to
defend their concern and efforts to provide
opportunity for gifted studentsdoesn’t change.
A parent or educator should not have to apolo-
gize for recognizing and responding to gifted
students. A recal enemy is the lack of knowl-
edge on the part of those who put educators of
the gifted on the defensive. Concern for the
educational needs of gifted students should
not take the form of resistance to educational
changes in general or in gifted programs.
There are positi ve consequences of general
educational changes for gifted students and
programs. For example,
¢ authentic testing removes the ceiling on
performance thathindered true assessment
of the gifted student’s abilities.

= articulation of standards cculd ensure the
typesof educational responsibilities educa-
tors of the gifted have long advocated for
these students.

There are many advantages to gifted edu-
cation in becoming a partner in educational
change!

Letter from the Governor

At the recent conference. Maureen DiMarco read the
following letter from Governor Pete Wilson.
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Office of the Governor
State of California
January 10, 1992
To: California Association for the Gifted

I am pleased to extend a warm welcome to
all those who have gathered for your 1992
Annual Conference, being held in Long Beach.

The education of our youth is among our
most vital responsibilities, one which can only
be met through the cooperative efforts of all
those individuals and organizations dedicated
to making this goal become reality. Providing
quality, comprehensive educational opportu-
nitiesforall citizensisanimportanttask,andas
Governor, I am determined to do what is nec-
essary to ensurc that California’s education
system remains sccond to none.

The quality of our educational institutions
is a direct influence on the type of academic
experience that students enjoy, and you are to
be commended for your efforts over the years
to support many of the Golden State’s most
gifted students. For three decades, your orga-
nization has made valuable contributions, and
[ am confident that you will continue to meet
these important needs and continue to contrib-
ute to our global reputation for educational
excellence.

Toallin attendance, pleasc accept my very
best wishes for a successful conference.

Sincerely,
Pete Wilson
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Maureen DiMarco

Keeping Kids First

by Maureen DiMarco

highlights of the keynote address at the 30th annual CAG conference

Times have changed for California, and
schools, as a result, have had times change for
them. Most particularly, times have changed
for kids. They’re not times that I think are
particularly nice for kids and the outcomes are
becoming more evident everyday. Yet where
can you go where you don’t hear someone
teiling you kids comefirst? Kids comefirst. We
have to make kids come first. That rhetoric is
everywhere. I'mencouraged by it. Presidents
say it, governors say it, legislators say it, voters
say it in the polls over and over again, the
school boards say it, the teachers, the adminis-
trators. We're all saying it in the school com-
munity, but saying it, as the old saying goes,
doesn’t make itso. And clearly in thiscountry,
saying it has not made it so.

Consider, just partially, some of the statis-
tics. In this country today, the richest country
in the world, cvery ecight seconds of a school
day, achilddropsout. Every 26 seconds a child
runsaway. Every 47 secondsa child is abused.
Every 67 seconds a teenager gives birth. Every
seven minutes a child is arrested for a drug
offense. Every 37 minutes a child is killed or
injured by a gun. Every 53 minutes in this
country, this wealthy country, a child dies of
poverty. Every single day in the United States
of Americaover 100,000 children are homeless.
And every single day in our homeland, six
teenagechildren commit suicide. If “kids come
first” is to mean anything, we should be galva-
nized, absolutely galvanized as a society to
change those statistics, those dreadful statis-
tics. Butin order to do that we have to change
them at their source.

There are those who believe that if only we
change the look of our system, if orly we rear-
range the delivery or the curriculum we can
forget about addressing the needs of kids clse-
where. When my office-inventoried children
and youth programs in this state, we quickly
saw theresults of that attitude. We took all the
programsand we plotted a matrix. Wehad one
axis starting at zero, prebirth, and going up to
adulthood. And on the other side we had all
the issue areas affecting children: recreation,
health, mental health, family, juvenile justice.

Then we took the programs for kids that exist
in the state of California and we put themona
matrixbased on theissucarca and whatageit’s
supposed to serve. And I want you to know
that we don’t haveaboxora picce of paper big
enough tolistall the programs that are targeted
for children in ninth through twelfth grades.
But it's a very sparse scattergram in young
years when the problems start. Clearly the
state has succumbed to the notion that all kids’
issues can be fixed in the curriculum in grades
9through 12. And I must tell you, I have yet to
see the curriculumor instruction methodology
that cures child abuse or poverty or neglect or
chronic illness. I don’t care what grade you
add it to, it has to start younger.

The real help for our kids, the real way we
make kids come first, is not to keep changing
the look of our delivery system but to insure
that our total socicty and our government start
addressing all of the causes and all of the
problems we see come to our classrooms cach
day. The problems of our children, the bur-
dens that they carry are not caused by the
school, they are brought to the classroom. We
must not be timid or defensive as educators or
asparents. We must educate our communities
about the himan and financial cost of kids not
coming first in this state. Inorder for us to do
that, in order for usto have the credibility to do
that, it’s going to entail some risks. It's going to
require some change in our behavior, in our
advocacy. It's going to n:can that we have to
take ownership of all of the problems that
preclude kids from coming first.

A questioner at a recent meeting stated in
very .ominous tones, that the ever growing
numbers of children who do not speak English
are sapping the strength of the educational
system and we should do something about
that. When are we going to recognize that
California is the richest diamond mine on this
planet! Wehave in our midst the potential for
the most phenomenal multilingual, multi-cul-
tural work force of tomorrow - if only we
choose to mine those diamonds and develop
themand give them that opportunity to shine,
instead of sceing them as problems in our

April, 1992
Q

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304

Page 5

4

-




Q

midst. They are not problems, they are
our hope for the future we want for all
of our children. We must make sure
that our neighbors, the ones we don’t
like to talk to because they don’t like
schools or kids, understand what's
going on with the kids in this country.
Find a way to convince them. Unless
we do, wearedoomed. We must make
sure that every single person in this
country knows that the failure to in-
vest time, effort, cnergy, and resources
in our children, builds a debt that is
going to be paid, no question about it.
Indeed, we are paying for it now.

Weknew that kids impactand are
impacted by every part of the budget.
We will have far more credibility when
we are able to stand up and say moncy
for health must be spent, even if it
means wedon't get as much for educa-
tion right now, because, if we don't
have healthy children coining to our
classrooms, I don’t care how much we
tcach or how many materials we
have, we can’t educate that child. We
in public education know the children
betterthananyoncelse and thosenceds
stare us in the face every day. When
we broaden our advocacy for children
into all areas and have the courage to
stand, even when we know it means
we may not get all that we need, our
focus on what the child needs will pay
off notonly for thechild butalso for the
system and the professionals who are
struggling so hard to meet an ever
increasing burden.

Together we must, as educators
and as people who care about kids, be
together. It is absolutely vital, more
now than it has ever been in our his-
tory, that we cease our endless public
warfare in the education system. Ev-
ery time tcachers attack the board, or
the board attacks the administrators,
or the administrators attack the teach-
ers, the publicdoes not take sides. They
don’t believe the teachers over the
board, or the board over the adminis-
trators, or the administrators over the
teachers. They believe all the charges.
The cumulative cffect is that they be-
liecve noncof usareany good. Wehave
to stop that. We must be together. We

must collectively assert our authority.
We must impact our communities, not
just each other. We must make sure
that our elected representatives un-
derstand what's going on with our
kids and what their needs are.

Prison costs and welfare costsand
medical costsarealldollars we’d rather
spend somewhere else. We would
rather invest them in continuing to
improve our kids. We must make
people realize that those are kids’ is-
sues that have grown up. We must
make them understand we're going to
pay for them three times over. We're
going to pay for what we’re currently
doing, we're going to pay for what we
should have been doing, and we're
going to pay for the consequences of
what we did not do.

The solutionsare to stop the finger
pointing and to recognize thatourchil-
dren are not a single issue. Kidsdon't
just appear at 8:00 in the moming and
disappear at 3:00. Kids’ issucs are
multidisciplinary. The solutions that
wetalk aboutasexpertsonchildren, as
people who care about children, are
not just in the classroom, but they are
health issues, they are prenatal care,
they are community issucs, safety and
recreation and housing. They arc fam-
ily issues, employment and parenting,
child care and literacy. They're eco-
nomic issues. It is a tragedy that a
fourth of our children in this state live
below the poverty level. Andyes, they
arceducational issuesas well,butedu-
cation can only do so much. Children
spend about 10% of their livesbetween
ages five and cighteen in school. The
quality of the other 90% is essential to
whether or not a child can benefit from
school even if he has the most talented
teacher in the world.

Everyone is directly affected by
how well our children are treated. Itis
possible to change. It is being done
everywhere, but the tide has grown
large. Without something more than
just individual cfforts, without our
coming together collectively for our
kids, 1 can predict, and you can too,
what theoutcomes willbe. Any teacher
in this room can tell you how different

it is now than it was even a few years
ago, how much more difficult it is for
many children even to have a chance,
and what scrious issues children are
now having to deal with. It is difficult
for us even to communicate to the pub-
lic what really is happening.

Somchow wehavetolet the people
know June Cleaver is no longer vacu-
uming in her high heels and pearls. It
isessential that pcople understand that
our children are, without any ques-
tion, our most precious resource. Un-
less we give themourattention the cost
will be high in lost potential for soci-
ety, in human misery, and in tax dol-
lars.

All we need is the will and one
simple thing, one simple, terribly diffi-
cult thing. Fortunately this group
knows it well and knows how to do it
— it is called leadership. It is the
leadership to go out there and help
people who do care about kids, but
don’t know what you know about
them, who don’t know how to address
their needs but want to do the right
thing.

I'am here tonight not only to thank
you for your cfforts but to appeal to
youtoredouble them. Be theleadersof
California on behalf of all kids because
you know what children’s rich poten-
tial can be at its very best and you
know thatevery child should bedevel-
oped to the highestlevel that child can
reach. That's what gifted education, as
I've knownit, has always been about -
all children reaching their potential,
and our most gifted children being
understood and helped to go to their
highest levels. Let us together go out
and make that message understood,
not just within our education commu-
nity but by every single Californian.

The message is clearly ready to be
told. And thisgroup has theauthority,
because you know what the California
of tomorrow will be. It's in your class-
rooms today.

Maureen DiMarco is
Secretary of Chiid Development and
Education for the State of California
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Around and Through Test Scores:
Discovering the Gifted Hispanic Student

Several years ago,an administrator [ know
was sitting next to a GATE consultant during
an awards ceremony. The consultant was both
knowledgeable and well-known in the ficld of
gifted education. As the evening progressed,
the administrator had an opportunity to share
the difficulty our school district was having in
identifying Hispanic gifted children. In re-
sponsc to the conversation, theconsultantcom-
mented, ”...maybe they‘re notout there.” The
message, at best, was certainly confusing, as
State Department regulations have, for years,
justifiably been prodding districts to identify
all ethnic groups to within 10% of their district
population. Yet, in an informal moment, the
consultant was suggesting perhaps, that “they”
(Hispanic gifted students) simply may not ex-
ist in as high a number as other groups.

Researchers who look at gifted identifica-
tion issucs espouse a more fluid, less test-
oriented process for culturally diverse chil-
dren, but the ‘hows’ are often subjective and,
certainly, inexact. What I am sharing here is
our school district’s metamorphosis from a
traditional GATE identification process to a
more experimental, open-ended approach that
at times appears to have few clear boundaries.

Over 80% of the students in Baldwin Park
Unified School District are Hispanic. During
the 1987-88 school year, the identified His-
panic GATE percentage ranged from 32-36% of
the total GATE population —a far cry from the
State Department’s +10% guidelines. QOur dis-
trict was not ignoring the discrepancy, in fact,
we were continually scarching for alternative
test methods which might help us discover the
Hispanic gifted child.

Prior to the implementation of the Alter-
nate Identification of Gifted, (AIGS) process,
Baldwin Park used (and for some students,
continues to use) a multidimensional (MD)
system that identified primarily English domi-
nant high-achieving and intellectually gifted
students. Although we included criteria in
such areas as creativity and leadership, we
found that at the K-6 grade levels, the criteria
were difficult to define, strongly dependent on
descriptive teacher observations, and in fact,

by Carol Kaylor

were seldom used. The benefits were in the
comfort and safety of numbers, i.c. the student
scored at or above 130 on an IQ assessment,
and/or was achieving at or above the 95th
percentile on district achievement tests (i.c.
California Test of Basic Skills, CTBS, or Spanish
Assessment of Basic Skills, SABE). If objectivity
were a quality-indicator for a GATE program
review, we would clearly have received a com-
mendation.

Some modifications for the non-English
dominant students were made. For instance,
we accepted IQ scores from the Leiter and the
Performance Scale of the WISC. We also ac-
tively sought out other non-verbal test instru-
ments, but often found them too time-consum-
ing for screening purposes, or not sufficiently
correlated with 1Q tests.

What we soon recognized was that for a
student to even bereferred for GATE consider-
ation, he/she had to be performing at a very
high academic level just to get the teachor's
attention. Also, it wascasiertonoticeanabove-
level student three years ago when the reading
and mathematics programs more casily
accommodated cluster-grouping than does the
current emphasis on literature reading. (This
observation is not meant to be disparaging of
literature-based reading. It simply makes it
more difficult to document accelerated abili-
ties.) We also have yet to discover a consis-
tently reliable nonverbal IQ screening instru-
ment, thus, our GATE staff considered two
possibilities. One, either the GATE consultant
was right - gifted Hispanic students were not
“out there,” or atleast, they might not bein our
district in substantially high numbers; or two,
our MD system was simply not sensitive to
discovering Spanish-speaking or other bilin-
gual children.

Eventually, after a review of the literature
and scarch of other school districts who shared
similar population patterns, we turned to
Montebello Unified School District and began
togatherinformationabout their Bilingual 1den-
tification Project. In September, 1988, we intro-
duced the Alternative ldentification of Gifted Stu-
dents (AIGS) plan to four of our elementary
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schools. The process is now used in twelve
elementary schools, with a newly built school
to be added in the Fall of 1992. We had origi-
nally entitled the plan GIBS — Gifted Identifica-
tion of Bilingual Students, buta principal appro-
priately challenged us on the name. Although
the guidelines are designed to assist usin dis-
covering Hispanic students, any qualified stu-
dent regardless of ethnicity, who meets the
criteria, is accepted.

How AIGS Works

AIGS is used in grades 2, 3, and 4. (The
multidimensional criteria continue to be used
for students in other grades.) Phase one, stu-
dent nominations, differs significantly from
the MD process. While most MD/GATE refer-
ralsareinitiated by the classroom teacher, AIGS
nominations are generated by peers, teachers,
and aides responding to a series of questions
such as: “"Who learns quickly, ...is original,
imaginative,andcreative, ... krowsalot, ...con-
sistently carns high marks, ...asks questions
thatreally make you think?” The questionsare
designed to identify student characteristics in
intellectual, high achievement, and creativity
areas,and based on the numberof nominations
a student receives, an initial nomination list is
generated.

Phase two includes a teacher inventory
and review of cumulative records for each
nominated student. Based on the strength of
the inventory results, a ﬁnal, and smaller stu-
dent nomination list is submitted. The third
phaseincludesa parent interview, and during
the months of March and April, students are
conferenced for possible GATE placement.

Placement Criteria

For those of us who share a need to have
scts of objective scores to determine if a student
is gifted or not, the AIGS placement confer-
ences are a completely different experience.
The placement committee consists of ¢ . lcast
two GATE staff members and the teacher. Ide-
ally, we encourage the principal, resource
teacher, and a psychologist to attend.

There have been times when we placed a
student in high achievementand/or creativity
with no objective data whatsoever, depending
on teacher descriptions, cumulative history,
and student work samples. If, however, a
student was nominated in the intellectual cat-
egory, and the descriptive behaviors were
strong cnough to suggest he/she would do

wellonan IQtest, wereferred the student to the
psychologist for testing.

Who Have We Found?

During the first yecar, we identified ap-
proximately 35 students, and nearly half of
themscored in the gifted or highly gifted range
on an IQ test. Currently, of the 96 identified
AIGSstudents, approximately one-third qualify
in the intellectual area.

What is most hopeful, is that we found
intellectually gifted students who were not
particularly high achievers based upon stan-
dardized achievementtests,and Iamconvinced
most of these students would not have been
identified without using AIGS. Contrary to
our preconceived notions about intellectually
gifted, non-English dominant students, they
oftendo notdemonstratea high-achieving pro-
file, even in the less language-related arcas
such as math. These students also are not
necessarily transitioning into English reading
at a faster pace than their non-intellectually
gifted peers.

We found students who had percentile
scores far below 40 on the SABE, yet tested out
very wellonan IQ test. In one instance during
the AIGS placement conference, Melissa*, a
secon grade student, was described as having
taught herself cursive writing and was writing
pages of poetry during school recesses. Her
parents gave detailed examples of her sensitiv-
ity to specific family issues. She scored 175 on
the Leiter, and while many psychologists may
argue that the Leiter scores are poorly normed,
she could lose a standard deviation or two and
still be intellectually gifted. Her friend, also
withlowerthanaverageCTBSand SABE scores,
wasidentified asintellectually gifted. Another
young man, Michael*, in the fourth grade,
scored 138 on the Leiter and 142 on the verbal
scale of the WISC, and was found to have a
significant writing disability. He might casily
have been overlooked using our traditional
system.

After three years, 14% of the AIGS intellec-
tually gifted students do have achievement
test scores above the 90th percentile, while 70%
continue to score telow the 80th percentile in
readingandlangu geareas. Additionally,45%
of the AIGS students who were initially identi-
fied in the high achicvement arca without sup-
portive scores, are now showing CTBS scores
at or above the 90th percentile range.
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On the questionablesidearcapproximately
20% of the AIGS identified students who were
placed without any test score validation (high
achievement or IQ), and aftera yecar or morein
the program continue to show little test score
gains and struggle with the GATE curriculum.

An Attempt at An Honest Evaluation -
and Related Thoughts
The percentages listed in the table note
some of the significant differences between the
MD and AIGS identified students.

MD | AIGS
Identified in IQ 94% 31%
1Q and +90%ile CTBS/SABE 49% 14%
IQ/below 80%ile reading /lang.(CTBS/SABE) | 16% 71%
High Achicvement only 5% 45%
Creativity only 0% 3%
Creativity + High Achievement 0% 19%
Creativity + 1Q 1% 3%

Table comparing students
identified by different

criteria

Creativity continues to be an area not cas-
ily addressed. While some research suggests
that highly creative students function in the
above-average, but notgifted intellectual range,
we are still unclear about how to qualify and
quantify those characteristics. Weremain hesi-
tant to identify in the arca of creativity only,
and we look for substantiating achievement
and/or intellectual strengths.

Not surprisingly, the numbers above tell
us that the AIGS students frequently have cur-
ricular and social-affective nceds which are
different than their MD counterparts. Because
our district continues to use a pull-out service
model for the elementary grades (supplement-
ing the regular program through periodic
teacher inservicing), we have had an excellent
opportunity to evaluate the skills and needs of
the AIGS students.

Initially, we had thought we would expose
the AIGS students to the regular GATE pro-
gram where possible, and that, in time, the
students would eventually show usif and how
we needed to modify our curriculum. We also
did not want to unnecessarily separate the
AIGS students and thu< engage in a type of
GATE-tracking. Since the GATE curriculumis
somewhat structured, studying one topic in-

depth each semester, and ending with the de-
velopment of several student-tecam products, it
was our intention that if an AIGS student were
predominantly Spanish speaking, we would
assist the regular teacher with extending and
enriching the bilingual curriculum until the
student’s English language skills were suffi-
cient to transition him/her into the GATE pro-
gram. To our surprise, this happened only
once. Regular teachers often reported that
even the LEP students had sufficient social
English language skills to manage on a limited
basis in the GATE Center.

But there are emerging concerns. While
most of the AIGS students function adequately
in the Center, the GATE teachers have altered
both the pacing and level of complexity of their
instruction. The student projects have also
been simplified.  While the AIGS students’
social use of English is usually sufficient for
being immersed in a part-time English-only
setting, their academic English language skills
are not adequately developed to make a fair
comparison of their overall abilities when com-
pared to their MD pcers. Another issuc is that
our GATE staff consists of English-only speak-
ing personnel without specific bilingual train-
ingand background. Thus, we too suffer from
acultural paucity of knowledge to makea clear
judgementabout these students’ learningabili-
ties.

And so, we are left with two major
questions.

The most obvious s, in relying less on test
scores and more on classroom observations
and work samples, are we really identifying
truly gifted students? 1readily admit a comfort
that the safety of scores often providesin iden-
tifying the gifted, but I am also convinced that
a strict adherence to scores often misses the
highly intellectually gifted or creative child.
Such a system would easily have missed Mel-
issa and her friend, and because of Michael’s
disability, it likely would have missed him as
well.

Then there are students on whom I would
venturetosay that thejuryisstill out. Thescare
the students who, at the time of their confer-
ence, were identified as showing characteris-
tics above their classmates, had a variety of
impressive work samples, but did not have
substantiating test scores. As 1 indicated car-
lier, these students fall into two groups. One
group isbeginning Lo show academic progress
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on standardized achievement tests, while the
other is not. I do not yet believe we have
enough information on these students’ skills
and language abilities to judge if they will
continue to maintain a status that is signifi-
cantly above their chronological peers or not.

Itis these students that pose forusasecond
question: how do we serve them? How do we
best nurture the skills and abilities they bring
to us, and how might we stimulate and expand
their intellectual, academic, and social bound-
aries? Itisour hope that through AIGS, we will
have successfully intervened in their educa-
tion at a critical point, and that our program
will, in cooperation with the bilingual and
regular programs, assist these students in re-
moving any limiting attitudes or skill arcas
that might hinder their adult choices, opportu-
nities, and contributions. Just as with the stu-
dents who bear a score which documents their
level and area of giftedness, we hope to stretch
and explore these students’ capabilities, pose
new and interesting problems, and create ex-
pressive new avenues for their ideas.

For those of you contemplating navigating
through the uncharted waters of discovering
culturally diverse students without theusc ofa
common compass (i.e., test scores), I will share
what we are learning about our decision-mak-
ing skills.

* Wearemore cautious than we initially were.
We are less apt to “oooh” and “aaah” over
one or two brilliant student work samples.
If wehave questionsabouta student’s work
being above grade level, we ask someone
who knows more about the regular class-
room than we do. In our district that may
mean the schooi’s resource teacher who is
familiar with the level of the classes on
campus; forwarding samples to our bilin-
gual department; or getting the opinion(s)
of our district clementary curriculum spe-
cialists.

* If the student is predominately English-
speaking, has had a fairly uninterrupted
educational history, and has been nomi-
nated in high achievement, we do pay at-
tention to achievement test scores.

* More than one tcacher needs to say the
student has an exceptional skill or ability.
Welook carefully at report cardsand previ-
ous comments.

* If a student is creative, we ask for a half-
dozen examples. One great story or inven-
tion does not mean he or she is gifted.

* Because weruna pull-out program, we will
not place the student in an all-regular pro-
gram unless the parent requestsit. Initially,
when we found an AIGS studentstruggling
in the GATE Center, we attempted to meet
with parents and explain that the regular
classroom with GATE support would best
meet the student’s need at that time. We
found thatnomatter how itissaid, kidsand
parents interpret those words as 'no longer
gifted,” and it wreaks havoc on the child’s
self-esteem. Weremain honestinourevalu-
ations of a student’s work in the GATE
Center, but will not ask that the child be
removed.

» Wearestilllooking foragood 10-15 minute
non-verbal IQ screening instrument to use
before referring astudent for IQtesting. (So
far we've tried the MAT, Perceptual-Speed
Cluster of the Woodcock-Johnson,and SAGES.
The first two have had no significant corre-
lation to an IQ test, and the latter was too
lengthy.) If your district finds one, call us!

* Wehaveconsistently sought feedback from
everyone involved. An evaluation formis
used annually and we have modified the
steps based on the feedback.

*  Westill remind staff that the gifted popula-
tion liesat the upper 2-3 % of the bell curve.

AIGShasbeen alabor-intensive process. It

has demanded far more time than we had
originally thought, yet regular teachers are far
more involved in the identification process
than ever before. It has increased our propor-
tion of identified Hispanic students from 32%
to 46% in three years, but AIGS hasnot always
been casy. There still remiiins a split between
regular teachers who view above-average skills
asgifted, and GATE teachers whobreathecasier
when a tangible score can be produced. Itdoes,
however, offer flexibility, which [ believe isan
absolute necessity in discovering not only the
culturally diverse child, but the nonachieving,
highly intellectual child as well.

*Student names have been changed.

Carol Kaylor is a Specialist with Special Education/
GATE for the Baldwin Park USD.

Her address is 3699 North Holly,

Baldwin Park, CA 91706.
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The Gifted Bilingual Child: Two Needs, One Goal

Where inability to speak and understand the
English language excludes national-origin
minority groups from effective participation
in the educational programs offered by a school
district, thedistrict must takeaffirmation steps
to rectify the language deficiency in order to
open its instructional program to these stu-
dents.
Justice William O. Douglas in the opinion
delivered for the United States Supreme Court
in the case of Lau vs Nichols, 414 u.s. 563.

Justice Douglasidentified therights of lan-
guage minority students to participate fully in
a complete and appropriate educational pro-
gram. Schooi districts across the nation re-
sponded by implementing a variety of bilin-
gual educational models designed to ensure
that the students progressacademically as they
gain proficiency in the English language.

The question which comes to mind, how-
ever, is “Have we addressed the educational
neceds of language minority Gifted /Talented
students?” It would be fair to say that they're
a neglected minority with few. if any, pro-
grams designed to meet their needs.

Euclid Avenue Gifted/High Ability Bilin-
gual Magnet in the Los Angeles Unified School
District was conceived with this in mind. The
District, Board Members, parents,and teachers
recognized the need to create a quality pro-
gram that could incorporateboth bilingualand
Gifted/Talented philosophies and methodolo-
gics. The magnet was to open in 1989-90 with
four classes of Limited English Proficiency
(LEP) students.

Magnet schools in the LAUSD tradition-
ally have waitinglists, but the assumption that
such a list would be useful here proved false.
The waiting list reflected the lack of the LEP
children on the rolls of the identified gifted. It
was therefore necessary to create a tool to
evaluate the potential of the applicants to the
magnet. The combined efforts of the LAUSD
Gifted /Talented office, the school site admin-
istrator and magnet coordinator, under the
guidance of Dr. Sandra Kaplan, produced an
informal instrument wherein applicants could

by Victoria Siegel Steinitz and Joanne Lopez

beassessed in theareas of flexibility of thought,
verbal ability and patterning. (See Communica-
tor, Volume XIi, Number 2, April, 1991). The
assessment was conducted in the language of
the child, with observers using a checklist ap-
proach to recording data.

The informal assessment tool yiclded ac-
curate findings, as many of the students have
since been identified gifted by standard mea-
surement tools. It had the added advantage of
bringingin the high ability child who might not
qualify using a standard method of identifica-
tion. Once the classes were in place, the teach-
ers sct out to structure a program that met the
goals of bilingual education while further nur-
turing and challenging the gifted /high ability
child. The Thematic Approach, utilizing gen-
cralizations to drive the inquiry, became the
focal point for curriculum development.

The second (1990-91) and third (1991-92)
yecars brought an expansion of the magnet,
which now servestwelve classes: seven classes
of LEP students and five classes of Fluent En-
glish Proficiency (FEP) and English only (EO)
students. Students find themselves in a chal-
lenging academic atmosphere where their
needs as gifted /high ability students are met.
They also find that their language needs are
met, providing them with a program that en-
hances theirnativelanguageordevelopsanew
second language.

The Universal Theme and the generaliza-
tions help the tcachers differentiate the cur-
riculum for the Gifted /High Ability child. It
provides the students an opportunity in ejther
language to see relationships, draw conclu-
sions, and develop insights. While ensuring
thehighlevelof thinking so integral to a quality
gifted program, it is not dependent on fluency
in English.

In addition to the core curriculum, Gifted/
High Ability studentsat Euclid Magnet School
participate in a modified form of mixing for
second language instruction. All students are
assessed in the second language (English or
Spanish), then they are grouped by fluency
levels within the primary, middle, and upper
grades. This group is instructed in English or
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Victoria Siegel Steinitz
and Joanne Lopez may be
reached at Euclid Aveniie

School, 806 Euclid Ave.,
Los Angeles, CA 90023.

Spanish as a second language. For the begin-
ners the focus is at a conversational level of
listening and speaking. Reading and writing is
added for the intermediate group. Vocabulary
and language skills are enriched for the ad-
vanced students by weaving literature with
generalizations of the Universal Theme. The
ultimate goal of the second language compo-
nent of the Bilingual/Gifted program is not
only to provide second language opportunities
for Limited English and Limited Spanish speak-
ers, but also to provide advanced and acceler-
ated language development in both Spanish
and English.

A critical component of the second lan-
guage acquisition aspect of the program is the
teaching of art, music, physical education, and
drama in the scecond language. Again, stu-
dents are grouped by fluency in the second
language. The teachers use the sheltered ap-
proach for instruction in these subjects. Con-
cepts are casily investigated using demonstra-
tions, charts, diagrams, graphs, or a hand-on
approach. Vocabulary in the language is re-
peated and reinforced in this setting, provid-
ing experience and language in context. It is
necessary to have teachers fluent in both En-
glish and Spanish in order to have a successful
bilingual program. The Euclid Magnet staff
consists of seven teachers with Bilingual Cer-
tificates of Competence, three teachers with
Language DevelopmentSpecialist Certificates,
and two English only. Besides the language
aspect, the staff has expertise in the instruction
of Gifted/Talented and High Ability children.

The children who are Limited English stu-
dentsbeginlanguageartsin Spanish. By 3rd or
4th grade most students are ready to transition
into English language arts. The Spanish lan-
guage arts is maintained so that the child con-
tinues and accelerates language development
in the primary language.

Eventually, students such as those in Mrs.
Curicl’s 5th-6th grade class will be considered
“mainstream” pupils and redesignated to Flu-
ent English Proficient. These students were
obscrved one moming debating the Year Round
School “pros” and “cons.” Thedebatersmoved
in and out of English and Spanish with case,
fluidity, expertise, and comfort. This same
group of students is then able to compare,
contrast, and analyze using both of their lan-
guages, bringing a broader view to the Univer-
sal Theme (this ycar it is Systems) and their
own lives.

This brings us to self-esteem. The Spanish-
speaking child at the Euclid Gifted-High Abil-
ity Magnet School sces his/her primary lan-
guage in a new light. It is a rich literary lan-
guageaswellasanacademiclanguage. Knowl-
cdge of Spanish is enriching — academically,
socially, and culturally. The Hispanic student
whoiseithernon-verbalornon-literatein Span-
ishbecomesawarcof, and proud of, the impor-
tance of knowledge of Spanish - especially in
Southern California.

The LEPchild whoisa High Ability /Gifted
child and in a regular bilingual program has a
neced and aright to a differentiated curriculum.
Take the case of Juan. His reputation as a
difficult, disruptive child was school-wide by
the time he was a second grader. One teacher
recognized many of his characteristics as those
ofa high-ability child. The Magnetopened, his
parent applied, and Juan was able to begin a
program that was challenging, exciting, and
accelerated. He wasina setting that stimulated
hiscreativity and hisacademic growth while at
thesame time provided for hislanguage needs.
Today he is an “Identified Gifted Student” -
articulate in both English and Spanish. With-
out a bilingual Gifted/High Ability class he
could have been another drop-out statistic.

It is well to remember that Juan is but one
example. He typifies the language minority
student and demonstrates the benefits of such
aprogram. Wecannot forget that the language
minority student has theability and theright to
participate in an appropriate Gifted / Talented
program. School districts that arc sensitive to
meceting theneedsof studentsasoutlined in the
court decision have to expand the vision to
include language minority students that are
gifted ordemonstrate high ability. Their “gift”
should not be ignored while they gain fluency
in the English language. To do so fails to
provide them with an appropriate educational
program. Asadvocates for the development of
Gifted/Talented programs within the state of
Calilornia we need to be a voice for the lan-
guage minority student and insist on the ex-
pansion of the bilingual Gifted/Talented set-
ting as an option for providing an appropri-
ately challenging and enriching program. In
this age of changing demographics, it makes
sense for the proponents of quality Gifted/
Talented programs to ensure that these pro-
grams take in our largest untapped minority -
the language minority child.
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Anne Bensen is the
GATL Coordinator in
Oxnard School District.
She can be reached at
1051 South A Street,
Oxnard, CA 93030.

Serving the Culturally Diverse

Cultural diversityis inherent in the history
of Oxnard. The district has long had a large
Hispanic population, which today exceeds sev-
enty percent. Fifty percent of these students
are limited or non-English speaking.

It was obvious that this district should
establishabilingual GATE program. Thesearch
for information and program planning began
five years ago and led to the inception of a
bilingual GATE programfor the 1988-89 school
year.

What We Did

A task force of interested individuals was
established to design an appropriate program.
Sub-committees were established to research
identification of our Spanish-speaking students,
curriculum, teacher sclection, staff develop-
ment, parent education, and instructional
materials. A successful, self-contained GATE
program had been in place for several years
and the addition of bilingual sclf-contained
GATE classrooms was an casy and popular
decision. The 1988-89 school year opened with
a grade two-three bilingual GATE class. Since
then two more classes have been added. We
now serve limited or non-English speaking
students in grades two through five in seclf-
contained classes and a first grade cluster in a
one-two combinationclass. These first graders
will enter the self-contained second grade bi-
lingual GATE class next year.

Many success stories have begun during
the past few years. Theopportunities for these
gifted Spanish-speaking students to flourish in
an academically rich environment are both
appropriate and exciting.

What We Have Learned
We have made a number of adaptations in
order to assure that this population is reached
and served.

* It was necessary to adapt and modify the
GATEidentification process toinclude test-
ing in Spanish and in some cases to adapt
tests to accommodate the student’s back-
ground, experiences, and culture. For ex-
ample, there are some students who are in
transition regarding language. They lose
some of their skill in Spanish as they learn

by Anne Bensen

and functionin English. Testsmay be given

with varying degrees of translation to ac-

commodate the current language status.

* Parent education has been essential to the
success of our bilingual GATE program.
We have found it very helpful to hold an
orientation meeting for parents of Hispanic
students who have been nominated for the
GATE program. This meetingisconducted
in Spanish by one of our bilingual GATE
teachers. The meeting is held on two con-
secutive Saturdaysin the spring. Parents of
nominated students are invited to bring
their children toonc of our schoolsoneither
Saturday. Children are tested while par-
entsattend themeeting. Anoverview of the
identification procedure and the program
is presented. Time for questions is sched-
uled. Originally, the meeting was sched-
uled for thirty to forty minutes. The inter-
est, enthusiasm, and questions of parents
has extended this mecting to more than
ninety minutes.

* Meetings conducted in Spanish have been
offered to parents to explain the program
fully and to allow parents to experience
various aspe-ts of the curriculum. Demon-
strations in which parents work alongside
their children in a particular arca of the
curriculum not only provide understand-
ing,butdevelop parentconfidence and sup-
port for the program.

* It hasbeen observed that our Hispanic stu-
dents come to school with more limited
experience and skillin problemssolving and
critical thinking than some of the other
students. Opportunities are provided for
thescareas to bedeveloped. A parent mect-
ingis held to discuss creativity and to allow
parents to experiment with some activities
involving the components of creativity: flu-
ency, flexibility, originality, and elabora-
tion.

Weare in our fourth year of implementing
this bilingual GATE program and serving our
gifted Spanish-speaking students. Each ycar
brings modifications based on the needs which
emerge. The program is constantly evolving,
blending the gifts and talents of the students,
the staff, and the parents.
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Barbara |. Knecht is an
editor at the Great Books
Foundation, an
independent nonprofit
educational organization.
The Foundation offers
training in the shared
inquiry method to prepare
teachers to lead the Junior
Great Books Curriculum.
For more information
contact the Foundation at
35 E. Wacker Drive,
Suite 2300, Chicago,
Ilinois, 60601-2298; or
call 1-800-222-5870.

Junior Great Bocks in the Multicultural Classroom

Many parents and educators are familiar
with Junior Great Books as a discussion-based
literature program forabove-averageand gifted
students. The program’s focus on excellent
storics, together with the shared inquiry method
of recading and discussion, makes Junior Great
Books especially effective in developing stu-
dents’ higher-level reading and thinking skills.

In Junior Great Books, students read clas-
sicand modernliterature fromculturesaround
the world - from the Far East, India, Africa, the
Middle East, Latin America, Europe, and, of
course, the United States. And with the new
1992 revision, students willencounter the voices
of such cthnically diverse authorsasGary Soto,
GishJen, Langston Hughes, Andrea Lee, Tomas
Rivera, An = Tan, Abiosch Nicol, and Maya
Angelou.

While the range of writers in the program
will appeal to tcachers who work with
multicultural groups of gifted students, the
ways in which the program benefits these stu-
dents reaches far beyond such cultural defini-
tions. In Junior Great Books, all students ben-
efit not only from the kind of literature they
read in the program, but also by what they do
with their reading experience as they partici-
pate in shared inquiry.

Shared inquiry gives students the means
and the opportunity to explore a story’s com-
plex issues in an environment of open and
thoughtful exchange. The shared inquiry
method of learning is unique in that students
arc asked to focus exclusively on interpretive
questions—questionsthathavenosingle “right”
answer, but instead confront genuine prob-
lems of meaning raised by the stories them-
selves. In a shared inquiry discussion, the
leader (a tcacher or parent volunteer) turns to
students forinsightinto the meaning of a story,
and thercby communicates a genuine respect
for their opinions and ideas. In turn, students
arc cnabled to connect personally with litera-
tureas they pursucissues that they find impor-
tant.

For example, when working with “The
Firconthe Mountain” in the JuniorGreat Books
series for third grade, students approach such
issues as friendship, courage, hope, and jus-

by Barbara |. Knecht

tice. Thestory takes placein Ethiopiain thecity
of Addis Ababa, and tells of a young man
named Arha whoisservant to arich merchant,
Haptom Hasei. The bored Haptom has madea
bet with Arha that he cannot spend a night at
thetopof desolate MountSululta without food,
water, clothing, or fire. If Arhacan survive the
brutal cold, Haptom will give him ten acres of
farmland, a house, and cattle — the freedom to
till his own soil. The determined Arha does
survive the dreadful night by watching the
light of a fire tended by a friend on a distant
mountain. But Haptom declares that Arha
does not fulfill the conditions of their bet since
he was to be without fire, and “it was only the
fire that saved you.” He refuses to give Arha
hisfreedom untilanotherrich man, a respected
clder, helps Haptom see where justice lies.

In ashared inquiry discussion of “The Fire
on the Mountain,” the leader begins by asking
students to consider a comprehensive inter-
pretive question, such as How does watching the
distant fire help keep Arha alive? Why does Haptom
bet with Arha, who has no money? Why can't
Haptom understand Arha's plight until he himself
suffers? Why does Arha risk his life to earn his
freedom? Interpretive questions such as these
cannot be answered simply; the story does not
say why things happen the way they do. Read-
ersmust figure out for themselves a character’s
motives, or thereasonsbehind particularevents.

The leader in shared inquiry only asks
questions, and never provides ideas or offers
his or her own opinions. Through thoughtful
follow-up questions, he or she helps students
develop their own interpretations. One stu-
dent might argue that it was not the fire that
saved Arha, but his friendship with the wise
old man of the tribe who tends the fire on the
mountain. Watching this fire gives Arha the
strength and courage he needs to succeed.
Another student might say that by concentrat-
ingonthe fire rather than hisown misery, Arha
could keep in mind his goal of freedom ~some-
thing Haptom could not understand. Each of
theseinterpretations is strong and distinct, and
builds on students’ personal understanding of
the text.

Evocative stories and interpretive ques-
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The Junior Great Books Curriculum Activities

for
“The Fire on the Mountain”
(Grade 3)

Text Opener:

Before reading the story, students discuss questions which
encourage them to think about how such positive feelings as
friendship, courage, and hope are associated with the image of
fire.

First Reading:
Students follow along in their books as their teacher reads
aloud.

Sharing Questions:
Students write down or share orally a question they have
about the story.

Second Reading with Directed Notes:

During their second reading students mark places in their
books where they think Arha or Haptom feels close or does not
feel close to other people. As students share the reasons behind
their individual notes, they compare the different ways in
which these characters feel about themselves and others, and
gain insight into why Haptomn denies Arha the land.

Interpreting Words:

Students concentrate on the litcral and metaphorical meaning
of the word “nourishment” as it appears in the story. They
contrast the ways in which both Arha and Haptom are nour-
ished by food and water, by friendship, and by hopes and
drecams.

Shared Inquiry Discussion:

Students address a substantial interpretive question about the
story. Because the leader has genuine curiosity about the
question, he or she can work as a partner with students in joint
inquiry and is able to see the story in new ways.

Writing After Discussion:

Students consolidate their thinking about the story through a
personal essay. They write about a time when they, like Arha,
wanted something very much, and what they were willing to
do to obtain it. Children draw upon experience that parallels
Arha’s — when they had a strong desire for something not
immediately attainable, or felt helpless when faced with an
injustice inflicted by more powerful adults. Sharing ideas
before writing, and after their essays are completed, points up
both the unity —and diversity - in the human experience.

tions - the hallmark of Junior Great Books and
theshared inquiry method - enablestudents to
call upon their powers of critical thinking in
order to reach a deeper understanding of lit-
crature. Because no two people will read or
interpreta storyinexactly the same way, strong
diversity among students emerges as a plus
rather than as a hindrance or an obstacle to
understanding. Studentsare notonly enriched
by the variety of compelling stories found
throughout Junior Great Books, but also —and
justasimportantly —by the experience of work-
ing together to formulate their ideas. Shared
inquiry makes it possible for all students to
build their own interpretations in a thoughtful
way, to value different points of view, and to
make decisions thatembody their understand-
ing of what they read.

The Junior Great Books Curriculum for
grades K-12 is designed to give teachers a
practical and thorough routine for helping stu-
dents become stronger readers, writers and
thinkers. Each curriculum unitconsists of text-
based, interpretive activities thatare story spe-
cific. Text Openers summon students’ prior
knowledge to help them connect with a story’s
themes; Sharing Questions taps into students’
curiosity about a story and cultivates their
ability to “read actively”; Directed Notes moti-
vatesstudents’ second reading by guiding them
inusing their responsesas the starting point for
interpretation; Inferpreting Words enables stu-
dents to explore words, both new and familiar,
that are important to understanding the story;
Shared Inquiry Discussion builds upon the
groundwork laid by the previousactivitiesand
involves students in a sustained consideration
of a basic problem of meaning in the selection;
Writing After Discussion gives students the op-
portunity to consolidate their thinking through
the composition of original stories and essays.

What makes the Curriculum unique is the
consistent focus on interpretation. The activi-
ties not only enable students to better appreci-
ate and understand each selection, but also
help them revise and build on cach other’s
ideas over the course of several days. As
students work together on the stories, they sce
how diversity is anaspect of learning that is to
be respected and embraced, not feared and
rejected. It is this attitude which, over time,
fosters the kind of understanding that is re-
vealed notonly in the forum of shared inquiry,
but also in the texture of students’ everyday
lives outside the classroom.
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California Young
Playwrights Contest

The eighth annual competition for
young playwrights invites writers under
the age of 19 to submit original scripts.
Every writer with a script of mere than ten
pages will receive an individualized script
evaluation letter, prepared by theatre pro-
fessionals. Four to six writers will see their
work staged. Winning playwrights will be
invited to take part in every step of the
production process, from auditions to post-
performance forums with the audience.

Scripts may be about any subject and of
anylength. They must be typed, with pages
numbered and bound. Includea brief cover
letter with name, address, phone, birthdate,
andbiographicalinformation. Entries must
be postmarked by May 1, 1992 and mailed
to Playwrights Project, P.O. Box 2068, San
Diego, CA 92112.

The Playwrights Project has a number
of interesting programs in addition to this
script-writing contest. One which seems
particularly appropriate to highlight in this
issue of the Communicator is a 20-minute
video called Journeys of a Young Writer: A
Conversation with Latina Playwright Josefina
Lépez. During her seventeenth summer, full
of anger at her parents and her East Los
Angeles neighborhood, Josefina Lopez
wrote her first play, Simply Maria, or the
American Dream. Telling herown story with
imagination and biting wit, she took the
first step toward becoming the theatre artist
she yearned to be. Now 22, Ms. Lopezisa
professional playwright with a passionate
desire to better the world. The video gar-
nered an Emmy for its producers, Sarah
Luftand Deborah Salzer, and the 1990 Gold
Award (Children’s Category) from the Cor-
poration for Public Broadcasting,.

ThePlaywrights Projectconducts school
programs and residencies of varying dura-
tions. There is also a cross-generational
program which links elderly storytellers
with youthful writers to produce stories
and autobiographical picces which are per-
formed and videotaped. For mgre informa-
tion on any of these programs contact
Deborah Salzer at 619/232-6188.

Culturally Diverse

and Going Places in Parlier

GATEs studentsinthe Parlier Uni-
fied School District in the San Joa-
quin Valley areinvolved in two excit-
ing programs to extend their hori-
zons. Martin Mares, the district’s
first GATE program coordinator, be-
lieves that leadership development
is the cornerstone for GATE student
participation in the ‘larger world’".

Our population of Hispanic stu-
dents - 99.6% — in Parlier gives us
a unique challenge —and an oppor-
tunity! Our GATE role models
must be the best — they must in-
clude the ‘cream of the adult crop.”
We are anxious to have our chil-
dren meet and hear from thos » who
arepremier performers in business,
publishing, communications, edu-
cation, science, and government.
Some of these people are Hispanic;
our young ‘leaders’ must see their
cultural heritage and their future
at work.

Parlier students from Martinez
Junior High School have gone will-
ingly to seminars on Saturdays as
part of the school’s GATE program.
Motivational speakers fromthrough-
out the Valley are asked to come and
speak to the students about current
topics of study. The featured speaker
at the first seminar was Dr. Barbara
Burch, Associate Dean of the School
of Education and Humanities at Cali-
fornia State University, Fresno. She
spoke on communication, advising
the students to aspire to excellence,
believe in themselves, choose a fo-
cus, and demonstrate competence,
determination,and dedication. Other
speakers at the Saturday seminars
have included a local high school
debate coach, City Council members,
TV producers, agricultural special-
ists, and SB-65 Migrant Counselors.

The Saturday program has been
so successful that there are plans to

by Lorraine Furt

expand it; and an additional goal
has developed as a continuing
dream - a mentoring project for
GATE girls at the junior high level
which will be sponsored in tandem
by the school district and a local
women'’s organization.

Parlier aiso has its sights set on
Harvard. "Coordinating the Har-
vard Tomorrow project is really a
labor of love,” according to Martin
Mares. “This opportunity is unbe-
liecvable — a re=l jewel.” Harvard
Tomorrow isaninnovative program
which will give Parlier students the
chance to visit the Harvard cam-
pus, learn about the university and
sce the East Coast. Five to cight
students will be selecied and travel
to Cambridgein April. They willbe
shown the campus, learn about ad-
missionstandardsand financial aid,
meet with RAZA, the Harvard His-
panic students’ organization, expe-
rience firsthand what lifeislikeata
major university, and haveachance
toattend classes. They are expected
to keep a journal of their trip and to
report to thelocal school board and
classes at their high school.

Harvard officials and Parlier
educators and civic leaders alike
are enthusiastic about the project
and its aims in stretching horizons
for these students.

For information about the
Parlier Saturday Seminars contact
Elsa Leal DeWitt, and for informa-
tion about Harvard Tomorrow con-
tact Martin Mares, both at Parlier
Unified School District - 209/646-
2731.

Lorraine Fort is the Public Relations
Chair for the CAG Board and has been
working with several districts to increase
public awareness and support for their
GATE programs.
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BOOK REVIEW

BT

Career Choices

by Mindy Bingham

Reviewsed by Pennie Saletta

This is a multiple book package of mat - dals for
tcaching a carcer awareness program. The materials
are designed primarily for high school students, but
would work very well in a gifted junior high class.

Mindy Bingham is well known for her other
“choices” books for both boys and girls, but this set on
career choices is equally beneficial to both groups.
There are four distinct books in the set. Career Choices
is the basic text, and all you really need if you have a
limited budget. The text is well written, entertaining,
and powerful in its ability to make a point. Great
discussions can be generated from each section of this
material. It is laid out in such a way that students
evaluate themsclves, their likes, needs, desires, and
goals, leading up to decision making and examination
of specific career choices. The exercises are both fun
and thought provoking, but require students to have a
consumable workbook. The Workbook is expensive, but
a very useful addition to the text.

Career Choices also come with an Instructors and
Counselors Guide which gives specific suggestions for
using the textand workbook materialsand some activi-
ties which can parallel these lessons.

The fourth part of the series is a delightful anthol-
ogy of literary works titled Possibilities. This s a terrific
anthology in itsown right, grouping many well known
and provocative pieces together in the interdiscipli-
nary study of carcers and life goals. The activities
suggested at the end of each selection relate to specific
portions of the text and workbook activities. There are
also language arts curriculum ideas and suggested
activities for extension of the ideas presented in the
text.

Career Choices is an excellent resource for imple-
menting a career awareness curriculum within an ex-
isting courseof study, or setting up a separate course of
study. Students respond to the activities with curiosity
and enthusiasm. Theselectionsin theanthology would
be an appropriate addition to any language arts class
and would facilitate the integration of the concept of
carcersintolanguagearts. Thisreviewer was favorably
impressed with the entire series.

GATE and ESL
Articulation Comes
Alive at the
Renaissance Faire!

vy Nancy Moses

History came to life for students at
Irvine’s Vanado Middle School in March
whenover 100students presented the third
annual GATE/ESL Renaissance Faire. The
event was held on “Ye Olde Basketball
Courts,” where parenits, students, and the
public had an opportunity to shop at a
variety of stalls, ranging from fruit ven-
dors to sellers of fresh-baked pies. They
could even arrange for a foe’s disgrace in
the stocks.

The Renaissance occurred all over the
world at different times, and the incorpo-
ration of both GATE and ESL students
enhanced the international flavor of the
event. The majority of the ESL students,
who derive from Japanese and Middle
Eastern cultures, contributed their own
foods and traditions.

Parents and teachers assisted with
planning, costume construction, and su-
pervision, but the event was staged by
seventhand eighth graders masquerading
as Renaissance people, including
Shakespearecan characters, Leonardo da
Vinci, Galileo, Pope Leo X, Bach, Henry
VIII, Martin Luther, and Anne Boleyn, as
well as townsfolk, jugglers, merchants,
beggars, singers, and dancers.

Special events included excerpts from
Shakespeare’s As You Like It, The Mor-
chant of Venice, Romeo and Juliet, Ham-
let, and Julius Caesar. There were fencing
exhibitions, dcbates between historical fig-
ures,and the “beheading” of Anne Boleyn.
A fashion show featured the proper attire
for royalty as well as the usual rags for
wretched “pennystinkers.”

Food booths offered barbecucd
chicken, drinks, tarts, and cinnamon rolls,
but not pizza or hamburgers. They stayed
true to their historical time frame.

Nancy Moses is a GATE parent in Irvine USD.
She can be reached at 714/857-9245
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PARENT TO PARENT

This column is for

parents. Please share
your feelings and ques-
tions, ideas and sugges-
tions. Call, write, or fax.
Thisisaplaczto talk,ask
questions, and explore
issues relating to you
and your children. You
can contribute articles,
or you can request that
an article relating to a
particular area or issue
be researched and writ-
ten. For inquiries or to
submit material for this
column, please contact
Elizabeth Kendall May-
hew, 1265 Bonnie Brae
St., Hermosa Beach, CA
90254,310/318-2368 or
Fax 310/372-1136.

Looking for articleideas, 1 asked Dr. Sheila
Vaughanif she would meet with me to discuss
questions parentsask mostoften. Dr. Vaughan
is a clinical and educational psychologist who
specializes inissues concerning gifted children
and families. She said that the problem most
often mentioned to her by parents is the diffi-
culty they have in finding friends with whom
they can be open about their gifted child. 1was
surprised atthememoriesher statementevoked
in me. The first and one of the most difficult
problems I encountered with having a gifted
child was whenltried torelate to other parents.

My own daughter is almost six. She has
been in a private school for gifted children
since September. Now I'm finding other par-
ents with whom to share thoughts and feelings
about my daughter. I can remark openly about
their children, without caution. It’s great to
have a gifted environment where my child can
be a “normal” child and I can be a “normal”
proud mom. It hasn’t always been that way.

When Kendall was cighteen months old,
we visited the neighborhood toddler park fre-
quently. One of her playground favorites was
the pony swing set. One afternoon, as I lifted
her toward a pony, she said, “Not red. I want
to ride a blue pony.” A nearby mom asked,
“How old is she?”

“Eighteen months,” I responded. “How
old is yours? She has a beautiful smile.”

“Twenty-two months,” she answered, and
confronted me with questions. “How long has
shebeen talking like that? How does she know
the colors?”

I responded simply and politely. Before I
could extend our conversation, she took her
child off the pony swing and walked away.
Some other parents didn’t say hello when they
encountered us in the park again. It took
several similar experiences before 1 realized
that some people had a problem withmy chatty
child. I'knew she wasbright, butldidn’t realize
she was exceptionally bright. I wasn’t yet
familiar with the concept of “gifted” or the
myriad issues and « motions that can be aroused
by the presence of a gifted child.

I felt alone, was alone, because 1 had no
understanding of my situation. I felt a conflict

by Elizabeth Kendall Mayhew

between the excitement surrounding my child’s

development and the concern that perhaps I

should somehow minimize the strengths she

innocently displayed.

Now, with two gifted children, ages 5 and
3, I have reached a new level of confidence in
my parenting. I've been scorned by those who
accuse me of pushing my children and stealing
their childhoods. I've tangled with school ad-
ministrators and endured critical glances from
the corners of parks and libraries. In the pro-
cess, I've learned some valuable lessons. I've
learned how to trust my instincts and forgive
my nistakes. I've learned how to create a safe
world formy children’s feelings and ideas. I've
learned how to advocate for my children,
whetheritbein pursuit of a school situation or
simply a very high doorbell ona scary Hallow-
cen. I've learned that my children learn seli-
respect from watching me. 1have found some
new friends with good hearts and valuable
ideas.

If youare new to this “gifted game,” I offer
a few suggestions.

* Stand by your kids. They nced you. They
need you and you need friends who are
sclf-confident enough to appreciate your
children.

* When it comes to finding friends, Dr.
Vaughan added that bright children are
attracted to other bright children. She ad-
vises parents to let their children find their
ownfriends. You will find that their friends’
parents share similar experiences with you.

* Educatc yoursclf. Learn about your gifted
child.

* JoinCAGorotherorganrizations where you
can meet people who stre your situation.

* Beawarethat some peoplewillhave trouble
relating to you and your child. As my
children get older, I realize that in a group
or school situation, the parents who ap-
proach me are gencrally the ones who are
most comfortable with my childrens’ pre-
cociousness.

1 feel it ismost important to remember that
your child, like all children, is an individual
with individual strengths and weaknesses,
needing unconditional parental acceptanceand

support.
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CAG PosITION STATEMENTS:
A (GLOSSARY

The California Association for the Gifted has developed this Glossary to:
» communicate and extend understanding of the many terms used to describe general and

gifted education.

e establish common definitions of terms to facilitate better discussion and debate about the

implications of these terms for gifted.

* enhance theability of advocates for the gifted to be more conversant about the population

they are serving,.

This glossary has been designed to present information in this way:

TERM
Definition

Word or phrase

education
Implications

The accepted meaning of the term as it relates to both general and gifted

The issues, concerns, and considerations of the term as it is applied

specifically to gifted students and gifted education.

ABILITY
GROUPING

Grouping students by nced, interest, or ability.
Groups can be formed and reformed to meet
varied instructional purposes. All students
need to participate in both homogeneous and
heterogeneous grouping patterns. Ability
grouping is NOT synonymous with “track-
ing.” (See also Heterogeneous/ Homogeneous
Grouping and Tracking.)

CAG advocates the flexible grouping of gifted stu-
dents. They need to be in groups with other gifted
students for somepart of their educational program.
Ability grouping may take many forms beneficial to
gifted learners.

ACADEMIC
EXCELLENCE

Expecting each student to work at maximum
level toward a set of external standards as
defined by state, district, and /or school. Learn-
ing and performing for each student should be
at a challenge level commensurate with each
student’s skills and developed abilities.

The standards of excellence and appropriate chal-
lenge for gifted learners should be defined by their
abilities and needs, as well as the expectations held
for them by experts in various fields, educators,
parents, and the community.

ACCELERATED
LEARNING

Pacing students through the curriculum at a
rate commensurate with their advanced abil-
ity,allowing themto goasfarand asfastasthey
want to go.

CAG supports the use of full or part-time accelera-
tion as effective methods to meet the needs of gifted
learners. Skipping grades and compacting the cur-
riculum by eliminating content the studeni has
already mastered are among a variety of methods
which allow for expansion of curriculum for gifted
students in a non-traditional pattern.

ADVANCED
PLACEMENT

A program in which a secondary student can
gain college credit and/or advanced college
placement. Advanced placement is obtained
by successfully meeting criteria established by
higher education institutions on a nationally
given and scored Advanced Placement exami-
nation.

CAG supports Advanced Placement opportunitics
as one method to meet the needs of gifted and other
able learners.
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AFFECTIVE
LEARNING

Incorporating into the curriculum opportuni-
ties for students to address values, attitudes,
and appreciations of self and others.

CAG supports the development of the whole child.
In addition to academic opportunities, guidance
services should be provided for the gifted to meet
their psychological and social needs.

AT-RISK

Students who may underachieve or who may
drop out of school. Unmet economic, physical,
emotional, linguistic and/or academic needs
may inhibita student’sability to learn orattend
school.

That a gifted student may also be an at-risk student
is being recognized more widely. (See also Under-
achieving.)

AUTHENTIC
ASSESSMENT

Process of evaluating student learning using
student products or performance instead of
traditional standardized tests. It allows stu-
dents to be evaluated with regard to their indi-
viduality and creativity.

CAG supports authentic assessment practices for
gifted students. (Seealso Portfolio Assessment, one
method of authentic assessment.)

CATEGORICAL
PROGRAM

Aspecial-purpose program funded with grants
from the state and/or federal government.
Funds from the grant must be spent for pur-
poses (specific goals) defined in statutes by the
state and /or federal government.

Gifted are among the groups of children for whom
special programs have been earmarked at both the
state and federal level. Other categorical programs
serve low-income families, the handicapped, and the
limited English speaking. Some gifted students
may beserved by one or more of these other categori-
cal programs.

CLUSTER
GROUPING

A method for organizinga heterogeneous class-
roomby assigning students with similarneeds,
interests, and/or abilities to the same class-
room.

As the percentage of gifted students in a heteroge-
neous classroom increases, cluster grouping be
comes beneficial to the gifted. It provides for the
gifted child to work during the academic day with
other gifted students who share similar needs, inter-
ests, and abilities.

COLLABORATIVE
LEARNING

A teaching strategy whereby students are ex-
pected to share expertise and effort in order to
create a common project/ product.

Gifted children need opportunities toshare responses
with other students of like abilities and/or interests
in order to improve and extend their understand-
ings and skills. (See also Cooperative Learning.)

CONTENT/
PROCESS/
PRODUCT

The elements of curriculum. Content is the
subject matter. Process is the skill included in
the curriculum. Productis the outputof lcarn-
ing or form of communication, such as writing,
illustrating, performing, debating, etc.

Gifted students need differentiated content, process,
and product. For optimum learning for GATE
students, the product should be flexible, the content
must be extended in depth and complexity, and the
processes should emphasize creativity, problem solv-
ing, and critical thinking.

COOPERATIVE
LEARNING

The practice of assigning a common task and/
or project to a group of students with varying
ability levels often reflecting the full range of
student achicvement and aptitude. The pur-
posc of such learning is to prepare students to
live in a democratic society; to help them un-
derstand group membership and group dy-
namics; and to allow them to practice both
leadership and follower skills.

CAG supports cooperative learning in some cir-
cumstances, but cautions against misuse of the
process. Misuse of the process occurs when gifted
children are assigned to help others learn rather
than being allowed to advance at their own faster
pace. (See also Collaborative Learning.)
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CORE
CURRICULUM

Thecommon knowledge and skillstobelearned
by all students of a particular grade as deter-
mined and specified by a local school district.
The state frameworks provide guidance to a
local district in this decision-making process.

CAG believes gifted students must have opportuni-
ties that are differentiated from the core curriculum
to meet their educational needs. A challenging
curriculum for the gifted may require going beyond
grade level expectations. CAG believes that appro-
priately differentiated opportunities for the gifted
can enhance the educational experience for all stu-
dents.

CREATIVITY

The human attribute of constructive original-
ity. It is the process of combining what exists
into something new. Thesomething new could
be procedure, idea, or product relative to the
individual. Creativity nceds to be nurtured in
the students to develop the abilities necessary
to affect our society with new ideas and solu-
tions to problems.

Creativity is one of the identification and program
categories designated by GATE law. Fostering
creativity should be part of all GATE curricula.

CRITICAL
THINKING

The development of analytical thinking for
purpeses of decision-making. This includes
using specific attitudes and skills such as ana-
lyzing arguments carefully, seeing others’
points of view, and reaching sound conclu-
sions.

Curriculum for gifted must include opportunities
to practice critical thinking in conjunction with
subject matter acquisition and content mastery.
(See also Content/Process/Product.)

DIFFERENTIATION

Adapting the curriculum to meet the unique
needs of learners by making modifications in
complexity, depth, and pacing. It may include
selecting, rather than covering all, the curricu-
lum areas dependent on the individual needs
of students.

CAG believes that curriculum should be differenti-
ated for all students and that in all classrooms there
should be multiple paths for success. The major
purpose of GATE differentiation is to challenge the
advanced learner. Contemporary educationalideas,
such as authentic assessment, collaborative learn-
ing, whole language, ungraded curriculum, or the-
maticinterdisciplinary curriculumare not differen-
tiated within themselves, but they can facilitate
differentiation for the gifted.

ELITIST

April, 1992

Advocating the sclection and treatment of

people as superior in some way and therefore
favored.

CAG believes that promoting challenging programs
for gifted students should NOT be equated with
elitism. CAG rejects the idea that providing differ-
entiated learning experiences to gifted students is
discriminatory, or that such experiences area means
of separating the gifted from, andfor valuing the
gifted above, other types of students. Good gifted
programs help students not only fulfill their aca-
demic potential, but help them appreciate the contri-
butions and diversity of others.
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ENRICHMENT

Activities that supplement the core curricu-
lum. Suchactivitiesare generally not specified
inthecurriculumand are selected by the teacher
and/or students in a given classroom.

CAG believes that enrichment opportunities such
as field trips, special speakers or demonstrations,
special projects, and community involvement, or
enrichment materials such as computers, reference
materials, literature books, and arts materials should
be provided for ALL students. Funds from all
categorical programs in California serving “tar-
geted” groups of students, including School Im-
provement fiinds, may be used for these purposes.
Such activities or material acquisitions do NOT
constitute a gifted program or a differentiated cur-
riculum. Enrichment opportunities for the gifted
should involve students in interaction with new
ideas and topics not ordinarily included in the core
curriculum. The interaction should lead to a deeper
understanding of the regular curriculum, with new
knowledge emerging from the students’ own cre-
ative efforts. (See also Core Curriculum.)

EQUITY

Fair and impartial learning opportunities and
access to good teaching for all students. In
order to meet educational needs at all levels of
development, these opportunities should en-
courage and enable all students to develop to
their fullest potential.

Equity should allow for learning experiences espe-
cially designed to meet the needs of gifted as well as
the needs of other students with unique learning
abilities. CAG believes challenging programs must
be provided for ALL students. Equity in the quality
of education each student receives does NOT mean
the “outcome” or standard for each student will be
the same.

GIFTED AND
TALENTED
EDUCATION

(GATE)

Asdecfined by California Education Code52201:
“Gifted and talented child, means a child en-
rolled in a public elementary or secondary
school of this state who is identified as possess-
ingdemonstrated or potentialabilitiesthat give
evidence of high performance capability as
defined pursuant to Section 52202.”

Scction 52202 states: “For the purposes of this
chapter, the demonstrated or potential abilities
that give evidence of high performance capa-
bility shall be defined by each school district
governing board in accordance with regula-
tions established by the State Board of Educa-
tion. Each district shall use one or more of the
following categories in defining such capabil-
ity: intellectual, creative, specific academic, or
leadership ability; performing and visual arts
talent; or any other criteria which meet the
standards set forthby the State Board of Educa-
tion (pursuant to Section 52203). Each govern-
ing board shall also consider identifying as
gifted or talented any student who has trans-
ferred from a district in which he or she was
identified asa gifted and talented child.” Thus,
each district establishes its own identification
standards to meet the needs of its student popu-
lation.

CAG advocates an inclusive definition of gifted-
ness. However, all identification standards must
include multiple and varied criteria and give equity
to members of underrepresented populations. Stu-
dent products, normed/standardized test results,
student performance, and observational scales are
some of the methods used in identification. Factors
which may adversely affect student performance,
such as economic hardship or linguistic difference,
must also be considered. Children must be encour-
aged and allowed to demonstrate a wide variety of
abilities and talents that traditionally are not mea-
sured by standardized tests.
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HETEROGENEOUS/
HOMOGENEOUS
GROUPING

Grouping heterogeneously generally occurs by
chronological age level and without regard for
the diverse needs of students, their learning
styles, or their interests. Homogeneous
grouping isbased on common criteria such as
the students’ interests, special needs, or aca-
demic abilities.

CAG believes students should be grouped forat least
some part of the educational day in an appropriate
setting, based on a commonality of the students’
intellectual, academic, and/or affective needs. There
should be a defined educaticnal experience in this

grouping.

HONORS CLASS

A secondary level course specifically designed
to be advanced in content, process, and prod-
uct. Traditionally, students who meet prereq-
uisite criteria are accepted into these courses.

CAG believes this is one way to ensure a more
challenging and differentiated curriculum. Honors
classes should be available for, but not limited to,
identified gifted students.

INDEPENDENT
STUDY
OR
SELF-DIRECTED
STUDY

Allowing students to follow individual or self-
selected areas of interest and specific aptitude
by designingand implementing theirownstudy
plans. Close monitoring by teachers is an es-
sential component of independent study.

Independent study is an appropriate programmatic
provision for gifted learners at any level, and neces-
sitates teacher {or other qualified adult) instruction
and supervision as integral features of the program.

INDIVIDUALIZATION

Providing a specific program that meets the
particular needs, interests, and/or abilities of
an individual student for some part of his/her
educational experience. Itdoesnot mean, how-
ever, that every child is working in isolation on
a different level or a different subject at all
times. It does mean that students are working
on levels commensurate with their assessed
abilitics, needs, and/or interests.

CAG believes differentia‘ion and individualization
resulting from challenging activities orassignments
which are inleractive and open-ended in content,
process, andfor product can facilitate the education
of gifted learners. Individualization may also uti-
lizementorships, internships, independent research,
and/or early college entrance programs.

INSTRUCTIONAL
SCAFFOLDING

An apprenticeship approach to instruction
which places the teacher in a collaborative,
interactive role with students by providing
carefully structured and sequenced support as
they undertake new and more difficult tasks.
Emphasis is on teacher modeling, extension,
rephrasing, questioning, praise, and correction
rather than on the teacher as evaluator.

Instructional scaffolding is an effective instruc-
tional classroom model for classes with gifted stu-
dents because it allows and encourages a shared
exchange of ideas between teacher and students, as
students take on increasing responsibility for their
own learning. The teacher plans and initiates a
framework of classroom activities. The planned ac-
tivities provide opportunities for the students to
develop their own purposes rather than simply
providing responses to fit into a teacher’s predeter-
mined outcome. This methodology encourages higher
order reasoning as well as basic skills learning.

INTELLIGENCE
QUOTIENT (1.Q.)

A measure of ability or aptitude at a given
point in time, comparing children of the same
chronological age. Originally it was consid-
ered to be the sole way of measuring student
ability. Current thinking now accepts 1.Q. as
onc of the many ways to measure a student’s
academic potential.

CAG continues to support use of I.Q. tests as one
effective method of identification when used with
other measures or observations, due to the high
correlation between most schooling tasks and the
cognitive tasks measured by 1.Q. tests.

INTERDISCIPLINARY
CURRICULUM

A curriculum that is structured to study a topic
or concept by gathering and relating informa-
tion and ideas from multiple disciplines.

CAG believes interdis-iplinary learning is one
method to differentiate the core curriculum. Mak-
ing connections or new relationships among disci-
plines enhances student understanding of the com-
plexity of the content under study.
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INTERNATIONAL
BACCALAUREATE
(IB)

Arigorous international pre-university course
of study, lcading to examinations that meet the
needs of highly motivated and academically
superior secondary school students. iB has a
comprehensiveclassics curriculum (languages,
sciences, mathematics, and humanities) that
allows its graduates to fulfill education re-
quirements of various nations. Only schools
approved by the IB organization may offer the
program. Also, school fees are charged by the
IB organization.

CAG supports the International Baccalaureate pro-
gram as a way of challenging academically gifted
students in a program utilizing world-class stan-
dards. However, the high cost and the approval
process make it a difficult program to implement.

LEARNING
STYLES

A student’s preference for a mode of learning
and/or a type of learning environment. For
example, a student could favor auditory learn-
ing in an independent learning environment.

CAG believes students should have learning oppor-
tunities that introduce them to, and allow them to
participatein, a rangeof multipleand varied modali-
ties, resources, and environments.

MANDATED
PROGRAM

A legally required program or action autho-
rized by law.

Special Education programs are mandated; GATE
programs in Californiaare NOT. Inorder to assure
GATE programs in every district, GATE would
have tobe mandated. Without mandation,on-going
advocacy is necessary in each district toinitiate and
‘" maintain GATE programs.

MENTOR

Matching a student on a one-to-one basis with
an adult member of the community who can
provide expertise and /or advise in a field of
study or other community endeavor.

CAG supports mentor programs as oneway to meet
the needs of gifted students.

\
|
| NOMINATION
|
|

A referral process for consideration of a stu-
dentinto a specialized or categorical program.

The GATE nomination process should allow for
administrator, teacher, parent, and self-referral.

NON-
TRADITIONAL
IDENTIFICATIGN

An alternative means of identification using
instruments and procedures that provide an
assessment of students that is not norm-refer-
enced or standardized.

CAG believes that the diversity of students necessi-
tates morevaried approaches to assessingand inter-
preting their abilities. Traditionaily, students have
been identified as GATE on the basis of their general
intellectual abilities (1.Q.) or specific academic apti-
tudes. (See also Authentic Assessment.)

NORM-
REFERENCED OR
STANDARDIZED

TEST

A test used to determine an individual’s status
with respect to the performance of other indi-
viduals on that test. A “norm” group is the
large number of examinees who have taken a
particular test and whose scores form the basis
of the norms. Such a test may be based on
national norms, statenorms, orlocal norms. At
every level of educational test usage, it is nec-
essary to match the scope of the test with the
purposv that test is supposed to perform.

As standardized tests are often used in the screening
and identification of gifted students, CAG cautions
against the misinterpretation of tests results. The
question to ask is, “Is the test an appropriate mea-
sure to verify a students’ gifts and talents?”
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OPEN-ENDED
QUESTION

Provides opportunitics for more than one
“right” solutionor answer. Studentresponseis
judged by the logic by which the response is
explained or defended. Students must be able
to: recognize tasks without a label, draw upon
prior knowledgge, generaterelevantapproaches
on their own, and articulate their reasoning.

CAG believes open-ended questions and assign-
ments allow gifted students to respond at a more
challenging level.

PEER GROUPING

A practice which indicates voluntary or as-
signed matching of students by shared charac-
teristics, such as age, ability, need, and/or in-
terest in order to affect teaching and learning.

In a group of intellectual peers, age is not a criteria
for grouping. CAG supports cross-age grouping
practices.

PORTFOLIO
ASSESSMENT

A collection of student products used to mea-
sure student progress and achievement. A
collection of student products is often used to
evaluateabilitiestodetermine theappropriate-
ness of placement in a program such as visual
and performing arts. This practice allows stu-
dents to demonstrate a wide variety of abilities
and talents that traditionally are not measured
well by standardized tests. Material ina port-
folio may be student-selected. (See also Au-
thentic Asscssment.)

CAG believes portfolio assessment is an effective
way to provide a profile of the gifted learner. 1t more
closely parallels what adults in the “real” world do
to exhibit the quality of their work.

SCHOOL
IMPROVEMENT
PROGRAM (S.1)

A K-12 categorical program funded by the
State of California. Funds are used in selected
schools for staff and curriculum development
purposcs, improvement in school climate and
culture, management and leadership training,
and direct classroom support.

S.I. funds are intended to benefit all students, in-
cluding GATE students. School provisions for
serving gifted students must be reflected in all
school-site plans.

SCHOOL OF
CHOICE

Opportunities for parents and students to se-
lect a school of attendance. Choice is funda-
mental to the voucher system.

The CAG organization, as of this printing, has not
taken a position on the issue of vouchers. However,
CAG supports specialized opportunities for both
inter- and intra-district student transfers to public
educational institutions such as magnet, regional,
residential (ex. the Nortk Carolina School of Science
and Technology) or special schools (ex. the Los
Angeles County High School for the Arts).

SPECIAL DAY
CLASSROOM

A programmatictermdefiningahomogeneous
setting of students withcommon needsand /or
abilities. Theclass can include multiple grades
or ages.

CAG believes that this is one of the ways that
facilitates the education of gifted students. This
classroom setting allows for the appropriate imple-
mentation of differentiated curricula, including
multidisciplinarity, individualization, depth, and
complexity in content areas, as well as pacing that
is appropriate to the gifted learner. It also provides
the vital interaction among peers necessary for
gifted learners.

April, 1992

Q

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304

Page 25

N




SITE-BASED
MANAGEMENT
(SBCP in California)

A current school restructuring model by which
local autonomy is given to schools for planning
and decision-making. Also known as school-
based management, a team of educators and
community members assume responsibility
and accountability for all education programs
in a school, striving to assist all students to
reach their fullest potential. Under SBCP, cat-
egorical fundsMUSTbe used to SUPPLEMENT,
not SUPPLANT services to special needs stu-
dents.

Under SBCP, categorical funds may be commingled
to serve a greater number of students. Needs of
gifted students must still be addressed. Theschool’s
approved instructional plan MUST reflect differen-
tiated curricular opportunities and delivery ser-
vices for GATE students.

SUNSET

A legislative term indicating the stated proce-
dure and date of review for continuation or
termination of a categorical program.

The next review of the GATE program is due in
1993.

THEMATIC
CURRICULUM

A curriculum which focuses on the study of a
topic or concept that is specific, such as “ani-
mals,” or global, such as “change.” The theme
serves as an organizing element to provide
continuity and “connectedness” for learning,.

CAG believes a thematic curriculum that is defined
and focused allows for continuous in-depth learn-
ing for gifted students.

TRACKING

Fixed groups that are rigidly maintained over
time. This word is NOT synonymous with
grouping and does not preclude opporturities
for special needs groups for any learner at
some time.

CAG’s position is that NO cl ild should be "locked
into” an on-going educational program that per-
ceives and instructs him/her in only one aspect of
hisfher dimensionality. Its inappropriateness for
gifted learners can be seen when those with specific
aptitude, or who perform at high levels in only ONE
area, are involved in advanced learning experiences
in ALL areas of study.

UNDERACHIEVING

A discrepancy between recognized potential
and actual academic performance. The causes
of underachievementmay be social, emotional,
physical, and/or academic.

CAG's position is that a good program serves all of
its gifted students, NOT just those who are achiev-
ing. Inappropriate curriculum often has as its
consequence the underachieving gifted. Special
counseling for underachieving gifted may consti-
tute an appropriate learning opportunity.

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304

April, 1992

&




Bridging the Gap: The Skills Reinforcement Program

by Shawn Okuda Sakamoto and Elizabeth Jones Stork

In the state of California, children of color
arc growing in numberand are rapidly becom-
ing the state’s majority. It is projected that by
the year 2000, nearly 60% of the students en-
rolled in California schools will be youngsters
of color. Currently, one out of every seven
students comes to school not understanding
English (Children Now, 1990). Such a dramatic
change indemographicshascalled forincreased
attention to and awareness of the “minority-
majority.” This poses quite a challenge to
educators here and elsewhere. How do we
adequately meet the educational needs of a
rapidly expanding, diverse student popula-
tion? In particular, rescarchers havebeen grap-
pling with the issuc of gifted and talented
education for socioecoromically disadvan-

cial in providing students with the necessary
tools and opportunities to de+.iop, enhance,
and expand skills essential for educational suc-
cess. This program was first implemented in
the Pasadena Unified School District and later
replicated in the Los Angeles Unified School
Districtand the Yonkers School DistrictinNew
York. The SRP provides youngsters with ap-
propriatesupplomentaleducationintervention
designed to fortify their knowledge in math-
ematics or language arts and help them suc-
cessfully compete in enriched academic
coursework in their home schools. Students
engaged in the SRP participate in 20 Saturday
classes and a two-week residential program
geared to fill in the gap and motivate students
toward meeting high educational expectations.

taged and culturally different students. De-
spite recent cfforts, children of color - who 1)
often tend to beamong the state’s poorest —are
significantly underrepresented in gifted edu-  2)
cational programs.

Theprogramis based upon four principles:
to improve academic skills in reading and
mathematics;
to foster higher-level reasoning, problem
solving and critical thinking skills;

3) to promote positive study skills and love
for learning;

to foster affective traits such as scif-confi-
dence and self-esteem.

Studentsare given theopportunity tolearn
ina safe setting with specially trained teachers,
assistants, and recreational advisors. The cur-
riculum is based on an individual diagnostic
prescriptive program geared to assist students
inrealizing their intellectual potentialinaccor-
dance with their ability. The programstrives to
obtain an optimal match of lcarning style and

Program Description
Supplemental programs, such as the Skills ~ 4)
Reinforcement Program (SRP) developed in
1985 by The Johns Hopkins University Center
for Talented Youth (CTY), continue to be cru-

Percentile Rank Changes for SRP and Control Groups
(Los Angeles Unified School District)

I. Language Arts Program

Group/Test Pre-Percentile Rank Post-Percentile Rank pace with the needs of cach individual learner.
SRP STEP Reading 64 76 The student and teacher work together to mas-
Control STEP Reading 62 56 ter a concept, then they move to the next con-
SRP SCAT Verbal 68 85 cept without delay.

Control SCAT Verbal 66 73 Present and previous rescarch of the SRP

in Pasadena and Los Angeles Unified School

II. Mathematics Program Districts has demonstrated significant gains in

Group/Test Pre-Percentile Rank Post-Percentile Rank academicachievement (See table to the left), as
SRP STEP Math 46 87 measured by performance on both achieve-
Control STEP Math 49 72 mentand aptitude tests (Lynch and Mills, 1990,
SRP SCAT Math 68 85 1991; Mills, Stork, and Krug, in press).
Control SCAT Math 66 73 The complex needs of these students are

often overlooked in the predominantly diverse
and overwhelmingly crowded classrooms of
inner-city schools. As a consequence, young-

Note. Percentile ranks are based on fifth-grade testing
for pre-tests and seventh-grade testing for the posi-tests.
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sters with high academic talent, who are not
adequately challenged, may fall into counter-
productive modes such as dropping out of
school, gang affiliation, crime, and violence.
Such involvement flags a cry for help - for the
provision of alternative forms of acceptance
and recognition. As Hanninen, Fascilla and
Anderson (1991) noted inarecentarticle, gifted
children are not immune to the exposure of
many environmental risk factors, and many
arc atrisk for failure. They further pointed out
that at-risk gifted students desperately need:
a) to establish a positive relationship with an
adult role model;
b) to learn to value education;
) to gain decision-making skills to support
making appropriate choices; and
d) tomoveatanappropriate paceinacademic
training.

One of the goals of the SRP is to promote
and support affective traits such as academic
self-confidence, a positive, but realistic self-
image, love of intellectual activity, and an ap-
preciation of academic accomplishment. That
is, SRP not only offers the tools to build educa-
tional/academic success through teaching and
curriculum, but also provides the “cement and
nails” by encouraging psychosocial develop-
ment in arcas such as self-esteem and sclf-
confidence, and parent, teacher, and peer rela-
tions. Important gains in sociodevelopmental,
affective, and motivational skills of the SRP
students need to be documented as well. The
focus of this paper is to recognize and validate
the growth of these students in psychosocial
arcas which is imperative to fulfilling their
talent potential.

Role of the Suppcortive Environment in the
Development of Talent

The critical role of the social environment
in the development of talent has long been
recognized and emphasized. Beginning in the
1960'sthe focusof educationalresearch pointed
to the often detrimental effects of the lack of
enriched and stimulating learning environ-
ments (Bloom, 1964; Holt, 1966; Rosenthal and
Jacobson, 1968). Careful guidance and nur-
ture,ingencral, isimperative to full attainment
of talent. There have been numerous studies of
eminent and gifted scientists, athletes, world
Ieaders, musicians, artists, and scholars. All
have, at least in part, highlighted the impor-
tance of supportive and favorable training/
learning circumstances and the equally impor-

tant role of a mentor or several role models
(c.g., sce Albert, 1975; Bloom, 1985; Gardner,
1981, 1982; Walberg ctal., 1981). Further, high
achievers were found to be particularly appre-
ciative of “teachers” (including older peers,
faculty, parents, and siblings) who acknowl-
edged their academic interests, allowed them
to work independently at their own pace and
challenged their thinking (Goertzel and
Goertzel, 1962). Clearly, then, the involvement
and interest of parents, teachers, and peersina
supportive environment is crucial to the full
development of talent.

Parental Involvement

As noted previously, supportive family
environments arc imperative to ad vancing in-
tellectual growth. Parents are the child’s first
and primary adult role modelsand thushavea
significant impact on the child’s self-esteem,
self-confidence, and attitudes towards school
and achievement. Rimmand Lowe (1988) com-
pared the family environments of gifted stu-
dents achieving at or above some measured
ability standard and those performing below
suchlevel. Generally it was found that parents
of underachieving gifted students were con-
cerned with their child’sachievement, but were
less involved with career planning, valuing
school, and intrinsicand independentleaming
(Rimm and Lowe, 1988). All parents want the
best for their child but many do not have the
resources or experience to draw upon to pro-
vide the cducationally stimulating environ-
ment these youngsters so desperately need.
Recognizing this important componentin stu-
dent learning and academic success, the SRP
developeda strong parent-guardian education
component. It was apparent that working with
a student in isolation would not produce a
lasting change in behavior or attitude toward
learning. Parent education classes focused on
the entire family unit, providing counseling,
literacy classes, health information, access to
lncal school personnel, and information re-
garding community resources. Parents be-
come very involved and informed regarding
student performance in the program and cur-
rentacademicobjectives. Parentsand students
are also required to sign an agreement at the
initiation of SRP which demonstrates a com-
mitment to ongoing and active participation
throughout the two-year program. This is to
ensure that parents or other family members
getinvolved with the education of the student,
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and consequently, stay involved long after the
programhasended. Inafollow-upstudy of the
Los Angeles Unified School District SRP, such
intervention has been successful in maintain-
ing a parent-cducator role. One student
thoughtfully remarked, "My mom’s expecta-
tions have changed —they’re much higher. She
expects me to do much more, and I really have
oeen doing the best 1 can.” Another student
cagerly added, "My father is very proud of me.
My momisalways[praising] me and shecomes
to more of my school meetings. She’salso more
involved with me.”

Parental involvement and expectationsdo
not change overnight, and the SRP cannot be
fully credited with such a dramatic shift in
commitment. Rather, the issuc at hand here is
helping parents to feel capable of identifying
whatand how they can provide for theirchild’s
educational and emotional nceds. As one ad-
ministrator put it, "Most of the parents are
alrcady willing to help at the start [of the pro-
gram], butthey need structure, guidelines, and
information to aid that willingness. They need
to know and be told of expectations, of ways to
help. Parents often approach me with a "Tell
me and I'll do it" attitude.” Informational
meetings and workshops for parents are held
throughout the SR’ program. Additionally,
informationabout gaining accesstoa varicty of
community resources is provided to the par-
ents. One parent remarked, “I try to keep her
highly motivated about continuing her educa-
tion, especially as a black person. You know, I
tell her, because she doesn’t want to do these
little mediocre jobs. . . that it’s important to get
an cducation.”

Teacher Expectations and Recognition
Ina review of rescarch on teachers’ influ-
enceonachievement, Brophy (1968) concluded
that students achieved at a higher level when
their teachers:
a) emphasized academic objectives in estab-
lishing expectations and allocating time,
b) used effective strategics to ensure thatstudy
time is maximized,
¢) paced students through curriculumin chal-
lenging, manageablesteps thatallowed high
rates of success, and
d) adopted curriculummaterialsbased on their
knowledge of students’ characteristics.
The attitude of the teacher is crucial to the
child’s academic and social development.
Teachersneed specialized training in recogniz-

ing and interpreting behavioral patterns re-
lated to high academic achievement, and to
apply strategies to enhance suchachievement/
potential in a diverse population of students
(e.g., see Baldwin, 1987; Comer, 1988).

Teacher training is a critical component in
making this program cffective. Teachers are
subjectarca specialists with a passion forlearn-
ing and enthusiasm for guiding youngsters
through the processof discoveryand of knowl-
edge. Each SRP teacher participated in inten-
siveteacher training on the methodsof instruc-
tion utilized in the program. The training
included work in how to implement the opti-
mal match, individualized instruction, coop-
crative learning techniques, and testing and
evaluation. Ininterviewing SRP studentsabout
their relationship with their teacher, all agreed
that their teachers played an important role in
their academic and social growth. A student
from an inner city school district in New York
felt that “tcachers at my school baby-sit us
because there are so manyof usthatshedoesn’t
know what to do sometimes. And my teacher
at school always tells us to be quict all the time.
But the tcachers here at SRP are different.
They’re able to spend more time with us—they
give us more attention and extra help if we
need it...with anything.” An SRP teacher ob-
served that it is important that “thoughts and
feelings are valued in the program. It is very
empowering for a child to sit among other
students and adults, and be able to share in
decision making, to have an opinion, and to be
valued by others.”

The individualized and flexible pacing of
the curriculum is an important aspect of the
SRP. High, yet manageable instructional goals
arcdevelopedinaccordance with cachstudent’s
past performance and mastery atcachlevel. As
onc SRP participant put it, “Schools are too
strict, too. .. like, stiff. Anyway, at my school,
you work at the teacher’s pace and not your
own. Youdon’t gt to explore topics, and often
you cither move too slow or too fast. At SRP,
we'reallowed to get excited about things we're
learning about - the teachers really get into it.”
Onc administrator reflected, ”Schools often
structure kids. This program turns this rela-
tionshiparound to allow kids to have some say
in their own education.”

Social and Emotional Development
Social acceptance becomes increasingly
important to children as they grow older.
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Around age cight, children seck to decrease
their dependence on and their need for the
approval of their parents and other adult fig-
ures and to increase their need for peer ap-
proval. The decision to pursue academic
achievement is often a difficult one for these
students, socially. Such a choice may often be
interpreted as rejecting the culture of one’s
social peer group (Comer, 1988). Teachers and
recreational advisors are encouraged to create
an environment conducive to peer acceptance.
Instructional methods - such as workshops,
peer editing, and cooperative learning and
problem solving - assist students in celebrat-
ing their exemplary academic strengths. One
studentnoted, “l wasglad and relieved tomeet
other students who were like me. It's difficult
to be cool and smart in school, but here, it's
okay to be both.” Another student added,
“They [other students at school] accuse you of
trying to impress the teacher or [of being] a
teacher’s pet. 1 guess not really teased, but
really putdown.” Gainingacceptance through
sharingisanimportant milestone, particularly
for children of color. These children rieed to
understand that it is acceptable to be “gifted,”
and that it is valued, not only by adult role
models, but especially by their peers. This
understanding lends itself to promoting self-
confidence and sclf-esteem, the prime motiva-
tors of success in an academic climate.
Interestingly, other forms of sociocultural
growthdevelop inaccordance with thisaware-
nessand acceptance of oneself and others. Many
researchers have underlined the importance of
providing an educational arena where cultur-
ally different students can be exposed to other
students of color who are gifted and who have
made significant accomplishments (Baldwin,
1987; Exum and Colangelo, 1979; Frasicr and
McCannon, 1981). A Black-American student
insightfully observed that, “SRP offered mixed
racial group interaction. A lot of minority
programs include only blacks, but here there
were different cthnic groups. 1 liked that be-
causc it didn’t, like, you know, single me out.”
Similarly, another studentadded, “Yeah, there
wasa mixturcof students. Itencouraged usnot
to be racist against other minority groups and
to accept cach other. When I entered junior
high I felt that I was better equipped than
others to interact with other students, espe-
ciallyall typesof students from differentethnic
groups (not just other black students—though
that’s important t00).” The program encour-

ages positive peerinteraction outside the class-
room as well. Students engage in group dis-
cussions about current cvents, social issues,
college planning, and carcer aspirations. They
are constantly reminded of how to cope with
being “academically able.”

Implications

These observations have important impli-
cations for the development and promotion of
talent in not only children of color and socio-
economically underprivileged groups, but also
forallstudents. Acommon thread runs through
all of the issues covered herein and that is of
bridging the expectations and educational val-
ues between teachers, parents, and students.
Many kinds of development, whether social,
emotional, moral, cognitive, or cultural, are
imperative to future academic advancement.
Understanding and addressing all arcas of in-
dividual developmentis the firstof many steps
towards cnhancing the talent potential and
learning of all students.
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| was getting
C's in math,
put [ got a
tutor and now
I'm getting A's
and B's. We
take field trips
and I've made
alot of
friends. I'd like
tobe a
teacher
myself.
Tony Morales,

seventh grader,
Santa Barbara

Linking Resources for Success

Question: What do you do when you are the
GATE Coordinator for a school district with
approximately one-third of the students His-
panic or Black and find that only about 5% of
the students in the GATE Program are His-
panic or Black?

Answering this question brought about
the development of Santa Barbara High School
District’s LINK Program. Since itsbeginningin
1983, the LINK Program has won a first place
Golden Bell Award, was one of ten State De-
partment of Education Tanner Bill projects,
and was a California Academic Partnership
Program with UCSB.

Designing a program to increase the num-
ber of minority students in the GATE Program
and improving the academic achievement of
studentsin groupsunderrepresented in higher
education was the challenge. In the spring of
1985 a group of people including parents and
representatives from a half-dozen different
educational arcas gathered for a two-day semi-
nartoanswer the question, “Whatcan wedoto
assure that more Black, Hispanic, and low in-
come students are prepared to enter and suc-
ceed in a college or university?”

In the two days of discussion, there were
many comments that laid the foundation for
the program.

One junior high math teacher who partici-
pated said, “We need to provide a carefully
structured tutorial system - one that really
works.”

“But don't build a dependency system,”
was an administrator’s response. “This must
be a program that helps students take respon-
sibility.”

“Yes, and you must hold high expectations
for student achievement,” stated a parent par-
ticipant. “Students are capable of so much
more than is usually required of them.”

“Affirming cultural and ethnic differences
is important,” a Latino principal reminded the
group.

“Emphasize language skills, both reading
and writing,” was a comment made by many
people.

“Provide experiences they would not oth-
erwise have,” was another suggestion. “Take

Junior High
School
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them to art muscums, to university science
classes; let them discuss ideas and learn from
our university and college people, and some of
our very talented community people. Our
summer school head-start program for our
high potential Black and Hispanic students
going into seventh grade has been working
well. Make certain it’s included in the pro-
posal.”

The one idea that was echoed by cach
participant during the two days was the need
for “somconcin the system whocares.” “What
happens,” explained one of the sixth grade
teachers, “is that the students come from e¢l-
ementary schools where they usually have the
same teacherallday. Thatteacher getstoknow
the family and the student very well during the
school year. However, when students go to
junior high school they are placed with teach-
ers who have 150 or more stadents per day.
Certainly these junior high teachers ‘care’ but
how much can they reasonably do in terms of
long term personal attention?”

“You seem to be describing the need for
someone who serves as an advocate for the
student and who is able to serve as a central
resource person by working with the family,
the school, and service groups,” was our uni-
versity participant’s comment.

“Okay,” said the grant writer in the
group, “isthis whatyou’resaying: the purpose
of the program is to provide an academic sup-
port continuum beginning at the elementary
and progressing to the post secondary level for
students with high academic potential who
come from cthnic groups that are underrepre-
sented in higher education? A teacher/liaison
will serve as cach student’s educational advo-
cate, thusassuring continuity inacademic plan-
ning and skill-building as well as parent and
teacher involvement in the student’s progress.
This teacher/liaison will have responsibility
for providing the integrated support system
that is necessary for successful progress aiong
the academic continuum.”

From the comments represented above,
and many more not included, the California
Academic Partnership Program proposal was
written, funded, and named the LINK Pro-
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The Link Program

Linking Resources for Students Underrepresented in Higher Education
Santa Barbara School and High School Districts
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( Tutoring Tutoring ) Tutoring with College
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Admission Process

Tutoring
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Scheduling
Assistance

Scheduling C Schcduling) ( Scheduling ) ( Monitoring
Assistance Assistance Assistance into College /

Focused
Accelerated
Math Program

|

Focused
Accelerated
Language Arfs
Program

Summer
Program

gram (LINKing resources for students urder-
represented in Higher Education). The pro-
posal listed four components as cssential.

Identification

The student is labeled positively and re-
warded for good academic effort. He or sheis
classified as a model for peers to emulate and
expectationsare raised aboutacademic perfor-
mance.

Studentsarc identified for the program on
the basis of CTBS scores (onc total score in
rcading, language, or math at the 80th percen-
tile or better), teacher reccommendations, aca-
demicachievement, and sometimesa student’s
demonstrated commitment toachieveacademi-
cally. A wider pool of students is selected
initially, and students who prove themsclves
arc then selected for the GATE Program.

Goal-Setting
Sccond is goal-sctting. Through the
tcacher/liason’s home and teacher contacts, a
programofacademic planningand valuesclari-

| | | ¥
( ) Coll~ge College College . )
Buddy Program Counseling ) ( Counseling ) ( Cournscling ) @00( Educatio
| 1 | | 1 -
Summer ‘Caroer Education] [Carocr Education] [Caroer Education] l Mentor Program]
Program
Focused
Accelerated
Language Arts
Program
| |
Summer fication between home and school takes place.
Program A . ‘s R
ppropriate and realistic goals arc set for indi-

vidual students with the help of parents, teach-
ers, and tutors.

Skiil-Building
Third is skill-building. Through one-to-
one tutorials designed and monitored by the
tcacher/liaisonand classroom teacher, students
receive academic assistance in problem arcas.
Other academic resource programs are inte-
grated into cach student’s overall program.

Enrichment

Fourth is enrichment. Through special
summer school programsand during the school
year, students participate in a wide variety of
activitics that would not otherwise he avail-
able. They have the opportunity to discover
theirown talents, build specialized skills, lcarn
about different carcers, and gain in overall
confidence. These experiences give the stu-
dents the head start they need as they progress
along a highly competitive academic con-
tinuum with other students.

The program now has more than 410 par-
ticipantsin grades scven through twelveandis
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in some ways even more successful than the
original designers would have imagined. Some
of the program outcomes are the following:

The percentage of Hispanic studentsin the
GATE Program has increased from 7.6% in
1985 to 21.4% in 1991.

The number of Santa Barbara High School
Hispanic students who are eligible for UC ad-
mission has approximately tripled. Over
$160,000 in scholarship money was earned by
these students in the graduating class of 1991.

Teacher/liaisons have worked with the
identified LINK program students since 1984.
They average 11.8 student contacts perday and
4.5 parent contacts per day. The average num-
berofmailings to parents/studentseach yearis
cight.

LINK has sponsored monthly career semi-
nars for students, a “buddy program” pairing

ON THE LIGHT SIDE

by Jean Watts

You guye, we need a role model.

Someone larger than life who will take us in, 50 to speak.

L TWArES OIS/

junior and senior high school students, and
annual leadership conference for minority stu-
dents, “the college admissions process” ses-
sions for parents/students, and many other
special opportunities.

A Tanner Bill grant designed especially to
help students improve their college admis-
sions test scores was awarded for LINK pro-
gram students.

The high school LINK students enrolled in
the LINK SAT test preparation class, signifi-
cantly improved their SAT scores as indicated
by pre- and post-testing.

There has been a significant improvement
in knowledge of the college admissions pro-
cess on the part of parents and students witha
corresponding increase inacademicaspiration.
A pre- and post-assessment was made at the
beginning and at the end of the school year to
determine parent/student change in knowl-
edgeasaresult of the LINK program activities.
This study was designed by Dr. Richard Duran
of UCSB.

In a survey of administrators, counselors,
and teachers, 100% of the respondents stated
that the program does meet the goal of helping
the target students improve their academic
performance and chances for college success.

In the first five years of the program there
was only one student drop-out. Thisis froma
population that has grown from 160 w0 over
400, and that would ordinarily be at high risk
for dropping out.

In the follow- 1p surveys, 100% of the par-
ticipants in the summer program stated that it
had given them a valuable head start in junior
high school.

Lyn Carman was the GATE Coordinator for the Santa
Barbara I1igh School District from 1980 to 1991.
She may be reached at 805-964-1042.

Peace
Peace is the doves that fly in the sky.
Peace is the truth, not lie after lie.
Peace is harmony we hear from above.
Peace is Lo care, be kind and to love.
Peace is the sunset we see in the night.
Peace is the Earth without any fight.
Peace is the sea s0 quiet and calm.
Peace is respect for your Dad and your Mom.

Danny Hasheminejad
Grade 6, Allen School, Garden Grove USD
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Nancy Ledn is the
Director of Migrant
Education for

Region XVI.

She can be reached
through the Monterey
County Office of
Education,

P.O. Box 80851,

Salinas, CA 93912-0851.

Yo Puedo: Program for Gifted Migrant Students

Juan Lopez has traveled back and forth
between Salinas, California to Mexico for the
past five years. His parents work in thelettuce
ficlds as migrant laborers. In the winter when
there isno workin the fields, the family returns
to Mexico to live and reunite with relativesand
friends. Juan and his four brothers and sisters
leave their schools in Salinas and enroll in a
school in their village. Juan’s family moved to
the United States when he was cight years old.
They left friends, relatives and their beloved
country in order to find a better way of life.

According to dropout statistics, Juan is a
“high risk” student. On the other hand, Juan
has leamed to live in two cultures, speak two
languages, helps his family by working in the
summer, and takes care of his brothers and
sisters. He also understands the backbreaking
work his parents mustdo inorder toclotheand
feed the family. Juan Lopez is a “C” student
and he is gifted. Are Juan’s life expcriences
reflected in the classroom and the curriculum?
Arc we validating hisability to move inand out
of two different communities, cultures, and
languages, and his responsibility toward the
family unit? How relevant is the school cur-
riculum to Juan’slife experiences? How are we
motivating Juan to plan for a future that will
take him out of the ficlds, in the same coura-
geous way that his parents took him out of the
poverty of the life in Mexico?

The Yo Puedo” (I can) Program enrolls
students like Juan in its 4-wecek college bound
summer residential program at the University
of California at Santa Cruz. By the end of the
program, Juan and 49 other migrant students
envision a new future for themsclves -a future
that includes a college education.

At”YoPucedo” migrantstudentslearnfrom
the program’s staff that anything is possible
and thatdreams cancome true. The Yo Puedo
attitude” permeates every aspect of the pro-
gram. The teaching staff consists of teachers,
local artists, and migrant college students. All
of them have lived or understand the migrant
lifestyle. Some of themare Yo Puedo” gradu-
ates. Most importantly, they care, they are
committed, and they believe thatevery student

by Nancy Leén

is intelligent and fully capable of achicving his
dreams.

Each class provides students the opportu-
nity to express themscives, to share their expe-
riences, and allows tecacher-student and stu-
dent-student learning. In class and ecvery
everung, students work together in coopera-
tivelearning grcups. Studentsare in class from
8:00a.m. to 5:00 p.m., Monday through Friday.
At the end of the program, an anthology of
student writing is produced through a joint
effort of the creative writing, computer, and art
classes. These writings reflect the students’
experiences, family, and cultural roots. In the
writing and literature classes students read
different works by latinoauthors: Garcia-Lorca,
Isabel Allende, Tomas Rivera, Sandra Cisneros,
Francisco Alarcon, and others. Throughlitera-
ture and their writings, they are able to reflect
on themsclves, their personal pasts, their
present lives, and their future dreams.

The teatro (drama) class is taught by an
artist from Teatro Campesino. He helps the
students losc their fear of speaking in public.
They discuss issues related to family, gangs,
peer pressure, drugs, and alcohol and develop
skits which they present to their families on
Sundays.

Theartclassistaughtby alatino artist who
has painted murals in Watsonville, Los Ange-
les, and San Dicgo. Students learn the history
of mural painting. They design and paint
murals which reflect their experiences, roots,
and future dreams.

In a life planning class, students learn the
importance of setting goals and making deci-
sionsatancarlyage. They learn about financial
aid, scholarships, and the academic require-
ments for a college education. They also hear
latino professionals talk about their carcers
and how they “made it”.

”Yo Puedo” gives students the opportu-
nity toexploreand develop their creative voices,
to gain a deeper understanding of themsclves,
to gain an appreciation for who they are and
wherethey came from. They are encouraged to
take risks and to “dream.”

When Juan returns to his high school in
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Salinas, he will participateina Leader-
ship program for Yo Puedo graduates.
Through this program, Juan will teach
younger migrant students some of the
lessons helearned at Yo Puedo. These
students will be motivated to think
about their future to sce that there are
many possibilities available to them
outside of the fields of the Salinas Val-
ley.

Approximately 80% of the students
who attend “Yo Puedo” enroll in a
community college or four ycar uni-
versity. Many of them are enrolled in
private universities such as Cornell,
Stanford, MIT, and Williams. All of
themhavegraduated from highschool.

More importantly, “Yo Puedo”
graduatcslearn the importance of sup-
porting one another to achieve their
goals. They learn the importance of
serving their community so that
friends, brothers, and sisters will also
succeed in school. A student who at-
tended “Yo Puedo” said,

At Yo Puedo’ I learned to try my
nardest and never give up, even when
the odds are against me.

La Alcachofa
Alcachofa, t( que me das de comer,
ayudas en mis estudios y mis amados,
¢sas espinas me ensefian ser
tuerte, valeroso y siempre armado.
Td tienes el corazédn del valiente
porque debajo de todas esas
escamas.
Tienes el corazédn grande y caliete
escondido entre tus ramas.
En el pueblo de Cateroville,
en ese lugar te veo todos los dias,
siempre al ladc de mi,

ayudéndome como el mejor de los guias.

Vegetal, grandioso, brava y noble,
a ti te dedico mi corazdn
aunque tu no lo necesitas
por amable,
iTa, mi alcachcfa eres rica
por ser verde, sabrosa
y 6ana como
mi tierra mexicanal

The Artichoke

Artichoke, you who feed me,

help in my studies and help my loved

ones,

those thorns teach me to be

strong, brave and always armed.
You have the heart of courage
under all those scales.
Your heart is enormous and hot
hidden beneath those leaves.

In the town of Castroville,

in that place | see you everyday,

always beside me,

helping me like the best of guides.
Vegetable, large, brave and noble,
to you l dedicate my heart
even though you don't need it
for your gentleness.

You, my artichoke are rich,

green, delicious

and healthy

like my Mexican land!

by Victor Cardenas, Eleventh Grade, Yo Puedo Program

North Monterey County High School, Patrice Vecchione, Poet-teacher
Translated by the author. Victor is currently a junior at UC Santa Cruz, spending
this year in Mexico as an exchange student.

Project:VIA S.O.1. — Reflections on Year ilI

How many migrant GATE stu-
dents do we have in the state of Cali-
fornia today? According to the State
Department of Education, California
has identified some 200,000 migrant
studentsinour publicschools this year.
Of these, 765 have been entered into
the Migrant Student Records Transfer
System (MSRTS) as GATE students.
This number represents far less than
the top 2% of these 200,000 migrant
students. Some of the remedies which
present themselvesare:

* GATE programs identifying Mi-
grantEthno-Linguistically Diverse
(MELD) students using an alterna-
tiveassessment processand report-

ing these students on the MSRTS
forms

* A particular migrant region with a
high representation of gifted stu-
dents having one or more school
districts with Migrant Education
Services and GATE Services well
coordinated for the identification,
documentation, and placement of
their MELD students

¢ Onc or more districts having Sup-
port Service Liaisons (SSL) or Mi-
grant Resource teachers conscien-
tiously reporting their district’s
identified GATE students on the
MSRTS forms

¢ Middleand high schools reporting

by Bobbie Infelise

their students more frequently/

consistently than clementary dis-

tricts or vice versa

These issues reflect, in part, the
basis for the proposal of this Jacob
Javits Federal Grant in gifted educa-
tion. PROJECT:VIA S.0.1.also focuscs
specifically on the use of results from
S.O.L. (Structure of the Intellect) as-
sessmentas a component of a migrant
student’s identification as gifted and
talented. Inits third year of implemen-
tation in four counties along the cen-
tral coast of California, this Project has
beenhosted by the Alisal Union School
District. The focus of the Project has
been directed towards classroom
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Bobbie Infelise is the
Director of
PROJECT:VIA S.O.1
Bobbie worked initially as
the Project’s Resource
Teacher with Dr. Sally
Patton. She also has
directed a summer school
program called VISTA
for the past two summers.
Through the Alisal Union
School District, VISTA
provides an accelerated
learning program
opportunity for
potentially gifted
students funded jointly
by migrant and core
summer school monics.

teachertrainingin the useof Dr. Mary Meeker’s
S.0.L learning assessments, available in both
Spanish and English, as a means to identify
giftedness among their Migrant Ethno-Linguis-
tically Diverse (MELD) students. To review
MELD profiles, the Project has gathered testing
data from various elementary grade levels spe-
cifically containing migrant student represen-
tation. The Project has also worked to analyze
thedifferencesinS.O.1 test performance among
the MELD students and to identify various
gifted profiles of these students.

Concurrent with student testing, Project
participants received instruction in the use of
the Guilford model as well as assistance with
the administration, scoring, and profiling of
their S.O.I. test data. This training and testing
format has given classroom teachers an S.O.1.
perspective about their students’ abilities to
process the testing information. Inaddition, it
also has provided an alternative assessment
source for the recommendation of studentsto a
district’'s GATE program. Bringing in Migrant
Resource Teachers this year from the host dis-
trict has supported having the GATE identifi-
cationof migrant studentsdocumented on their
MSRTS data forms. The collaborative efforts of
migrant support personnel, GATE program
personnel, and classroom teachers further
strengthen the opportunities for the identifica-
tion, documentation, and program support for
gifted and talented migrant students.

Project:VIA S.O.1. also chose to use S.O.1
assessments in order to explore the potential
for test results to provide a more equitable
sclection process for different ethnic groups.
For district level GATE selection purposes, in
addition to using the 5.0O.1. criteria for the top
5% performance level at each grade level, dis-
tricts have explored alternative performance
options. Some have explored sclecting stu-
dents from the top 10% performance level or
from high performance levels in particular
operation arcas such as divergent production,
memory, or evaluation. Other districts have
chosen self-seiected criteria levels of S.O.1. per-
formance, specific to their district, as one com-
ponent of their GATE identification process.
Dr. Sally Patton, author of the grant, also sug-
gested that an initial Project criterion for gifted
identification levels be used to establish a
bascline for qualifying MELD students with
the S.O.I. Form P Diagnostic and Processing
tests.

As a collaboratively selected format, the
district’s specific criteria also can assist a dis-
trict in establishing a baseline criterion, reflec-
tive of the various ethnic groupsrepresented in
their student population. To support this for-
mat, each district’s GATE selection process
also has todocumentan equitable qualification
of students for GATE services in cach of the
different areas identified by the State Depart-
ment of Education and the California Associa-
tion for the Gifted. Furthermore, cach district’s
support personnel in migrant gified identifica-
tion need to focus on collaboratively working
with GATE personnel, parents, and classroom
teachers to identify and support the individual
needs of each migrant gifted student as they
relate to the student’s current educational per-
formance and his or her future goals.

To study the impact of specific at-risk fac-
tors which most impact the migrant student’s
potential for success, the Project also has as-
sisted with the implementation of an after-
school program funded by SB 65 monies to
enhancelearning abilities for approximately 50
students. Each student qualified as an at-risk
student under the SB 65 guidelines and each
primary student participated in S.0.1. testing.
Memory and evaluation activities provide the
main focus of this program for first through
sixth graders. Students scoring in gifted sta-
nines in fourth through sixth grades will also
be nominated for a GATE referral. Post-test
differences will be evaluated at the end of the
current school year in the two primary class-
rooms.

Districts interested in supporting the
Project’s efforts to increase the representation
of MELD students in their GATE programs
may send their identification and documenta-
tion daia to:

PROJECT:VIA S.O.l.
c/o Frank Paul School
1300 Rider Ave.
Salinas, CA. 93905

The Project also welcomes information
from districts using 5.0.1. assessments, espe-
cially when used in Spanish, as a non-tradi-
tionalidentification component for theirGATE
selection process. Districts may contact the
Project office by phone at (408) 753-5748 if
interested in having a Project presentation for
their staff. In conclusion, diss.cts are encour-
aged to support efforts for the identification
and documentation of their migrant gifted stu-
dents now and in the future.
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Extending and Enriching Curricular Activities for the
Hispanic SOL* GATE Student

(*Speaker of Other Languages)

”I don’t speak Spanish. What can I do for
my GATE students who only speak Spanish?”
The GATE teacher facing this challenge can
find support for extending and enriching ac-
tivities through self-directed modifications of
their regular gifted curriculum by using their
students as their guides. Asking about the
student’s cuitural heritage providesa first step
in directing the course for curricular activities.
Inaddition, bilingual students, school support
staff, and parents may welcome the opportu-
nity toassist with curricular translations neea~d
fora particular unit. In some instancesalso, tf e
student’s Spanishskillsalso can beshared with
peers as a base for the acquisition of Spanish.

Through the exploration of the student’s
cultural heritage, the GATE teacher can incor-
porate an in depth study of geography with a
theme of "My Family Comes From...” - "Mi
familia vienede...”. Studentsresearch thetowns
or cities that their families call home with in-
vestigations about the economics, politics, de-
mographics, and famous features of the place.
While Spanish-speaking students might present
their information in Spanish, dual language
word banks of geographic terms can aiso be
created for use in bilingual travel brochures
created by the students to entice their friends to
visit or to move there to live. Defending the
virtues of theirhometownas “the placeto live”
provides a basis for exploring the criteria for
“exemplary and ideal” and moves thestudents
towards thinking about systems which sup-
port the qualities they value.

Fromthescinvestigations, thestudentscan
then move to resecarching time travel require-
ments for visits between and among the vari-

What happens

to the dream deferred?
Does it dry up

like a raisin in the sun?

Langston Hughes

by Bobbie Infelise

ous places presented. For example, students
could determine time requirements for travel
onfoot,bybike,inajet, etc. fromoneclassmate’s
home to another and extend it to determining
how many places could be visited in one day,
one month, or perhaps a year. Different navi-
gational routes and climatic risk factors could
further enrich their calculations.

Moving from the realm of geography into
the arts, the teacher could have the students
begin to learn about the artists, authors, com-
posers, inventors, playwrights, etc. of the geo-
graphic arcas studied or of a particular time
period of interest to the students. Again, anin-
depth review of similarities and differences
between the time periods can enrich the cur-
ricular activitics for the GATE studentsinSpan-
ish or English. Local Hispanic theater groups,
musicians, muralists, poets, writers, newscast-
ers, etc. can be invited as guest speakers and
presenters to the GATE class to extend the
informationacquired from the student investi-
gations and to enrich their creativity through
additional curricular presentations.

From the exploration of artistic influences,
the teacher can move the students into future
job opportunities related to a place they would
chose to establish as their future “home.” Hav-
ing them identify the skills and education
needed to move into a particular profession
canlead to areview of the university programs
available for the training. Teachingstudents to
have entreprencurial skills can also open the
door to adventures in marketing their own
inventions, various cultural food specialtics,
and/or artistic creations.

The opportunities to extend and enrich the
curricularactivities for Spanish-speaking GATE
students expand as the teacher takes the lead
from the students into their arcas of interest
and from the cultural heritage they bring with
them. Use of parents, extended family mem-
bers, and community members can also extend
and enrich teaching activities if requested. In
conclusion, having the HispanicSpanish speak-
ing student sets the stage for enriched cultural
opportunitics forall GATE studentsand teach-
ers.

Page 38

ERIC

Aruitoxt provided by Eic:

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304 April, 1992




Assessing Migrant Students:
How Does the Teacher Know Where to Begin?

The school registered the child in sccond
grade on the first day back after Christmas
vacation. The parentshad indicated thatit was
the first time their children had everbeen toan
American school. They had found work pick-
ing lettuce in the nearby ficlds. They werenew
to California, new to Salinas, and new to Frank
Paul School. The migrant support liaison re-
corded the information provided by the mother
and then walked the student to the teacher’s
room.

”Aqui esta Josefina, su alumna nueva de
Mejico.”

“Bien venida en mi clase, Josefina. Espero
que te gustaria estar con nosotros.”

Another new challenge. The words cch-
ocd over and over in the teacher’'s mind. To
make the child feel safe and welcome was her
first thought. To find out what and how the
child had learned while not in school would
require more time and patience. Fortunately,
all of the other migrant students had not yet
returned from their visits home to Mexico,
Calexico, Yuma, or wherever, so the class size
would allow for more intimate group work.

“Vamos a ver como esta la memoria hoy,”
the teacher instructed the class. To try out 2
memory activity and watch the responses
would serveas the first key to the child s ability
to deal with information in a new setting.

“Piensasobreayer y explicaa sucompanero
que hiziste antes deirte 2 la cama.” Listening
to the responses would provide a base lineon
the language used with peers as well as the
kinds of details chosen to share. Keeping it in
a small group setting wouid help provide a
safety zone for the student. Would she share
with a new person? What details would she be
willing to share?

“Cada uno trata de hablar con una frase
completa.” Explain and model the expected
behavior as a prompt to clarify the desired
performance from all the students. Pass by
each groupand listen to the answers. Does her
partner provide a good model and the peer
supportneeded toelicitqualityanswers? Have
each group record answers with the date for
reference on the timeline of progress.

by Bobbie Infelise

“Hoy vamosa practicar nuestraobradelos
tres cerditos mds tarde paradarla presentacion
a los padres. Por eso, se necesita hablar bi¢n
para que todos puedan entenderte bi¢n.” To
evaluate communication skills grows increas-
ingly more important with each year in school.
How well will she be able to learn a new
language? Can she maintain her Spanish and
add English? Can she become fluent first in
oral and then written communication? How
does she communicate with others?

Proficiency demandsextra effort constantly
for both student and teacher. To provide rich,
expressive vocabulary and sentence structure
orally inthechild’s primary language for class-
room practice with peers and then for aduits
requires additional time for dual language
classes. To combine the oral language with
written models requires support from other
teachers, peers, cross-age tutors, and samples
of literature available to stimulate children to
read more, to learn more, and to move towards
creating their own point of view in their com-
munication skills.

“Vamos a jugar ahora. Aqui tengo cinco
cositasdifferentes. Voyaquitaruna cosa encima
delamesayvamosa verquien puedeidentificar
la cosa perdida. Cierren los ojos, por favor.
Muy bien. Ahora, todos abran los ojos v, sin
hablar, tratendedecidirqueeslacosa perdida.”
Keeping track of details in our environmcii
challenges every brain. Can she edit out un-
necessary details? Which detaiis lead her
thoughts to a greater understanding of the
information presented? Watch her reactions as
the game begins. Take away an object of un-
usual color, then size, then shape. Watch and
listen to her responses. Increase the complex-
ity of the game in the small group setting and
observe her responses. Let the students create
their own game with their objects and idcas
and time one another for efficiency in the iden-
tification process. Does she help crecatea game
for the group? How does she use objects? Can
she play the game better with pictures, words,
musical notes, math facts, characters from the
story, or sounds from tape recorder?

“Ahora, vamos a ver como podemos
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practicar a evaluar como son cosas similares o
parecidas. Vamos a ver porque cada uno aqui
debe estar en un grupo u otro.” All students
withshoelacesarechosen to stand inonegroup
while those without, are chosen for the second
group. Can shefigureout the common charac-
teristic? As the task moves to having the stu-
dents select the characteristic for the groups,
can she move into a leadership role? In which
areas of math, language arts, history, science,
health, the arts, and /or interpersonal relation-
ships with peersand adults can sheidentify the
criteria for the grouping usec.1 in the activity?
What relational thinking does she use? Is she
able to use transformations of information and
if so how?

”Ahora, en cada grupo, el jefe va a explicar
el proceso de llegar a saber cuantas galletas yo
necesita hoy para dar dos a cada uno en la
clase.” Docs she understand the process and
can she explainitto others? Evaluate those life-
long skills that help lead students to new chal-
lenges when done well.

”;Quicn tiene ¢l nimero cxacto que vo
necesito hoy para dar dos galletas a cada uno
cnesta clase? Levanta la manossi lo tiene escrito
en su cuaderno para ensefiarnos.” Does she
find that one right answer? How is her concen-
tration and precision? Knowing and using the
process for arriving at that answer rapidly
provides continuous rewar-is in school set-
tings. Does she use adifferent processto arrive
at the correct answer? How creative is the
process used?

“Ahora, imaginen el mundo del futuro vy
crea un producto nucvo para limpiar tu casa.
Recuerda bien, que en este mundo del futuro,
no hay productosde liquidos, porque no hay ni
una gota deagua. Puedeshacer undibujs de tu
producto o hacer un anuncio de televisién para
demostrar tu producto.” If provided an oppor-
tuuity for creativity, what is her response?
Does she risk producing an individualized
perspective?

The first day of second grade for Josefina
came to an end. The drawing of the vacuum
cleaner, labeled as “Mi vaporizadora super-
sonica,” had caught the attention of the other
students. Thick black lines outlined a bright
red machine in sharp contrast with modern
bluc furniture in her vision of the living room
of tomorrow. She had added dust-like details
being captured ina yellow flash by the nozzle.
Hershyness with herpartner, like the dust, had
begun 1o vanish. Her willingness to risk par-

ticipating in thelarge group and herreasons for
her choices had begun to emerge in her conver-
sations during the activities. The teacher re-
viewed the events of the day and pulled out
Josefina’s migrant MSRTS form. In the top left
corner in red ink, she carefully printed: Refer
for GATE.

[ am the fire

| am the fire

[ am to bear

Because | roam everywhere

My burhing blazes

They scorch up grazes

Where cows and goats will roam

And when | burn s0 heavily
Lkeep on going steadily
People try oh s0 hard

To keep me off their boulevard
With million dollar homes

My friend the wind

Helps me spin

My foe the fire chief

Tries to make me brief
With water mixed with foam

[t is homes | devour

And even a tower

| can leave a trail of smoke

But before a frog can croak
You're homeless and alone

by Sean Skelly and Zachary joe,
fourth graders

Edward Kemble Elementary School,
Sacramento

Written in response to the
devastating Oakland Hills fire.
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Students with Promising Academic and Reasoning Capabilities

(SPARC)

Fresno USD hashad ancarly inter-
vention program offering a head start
forcollege graduation to ecconomically
limited students for several years. The
SPARC Program for grades 1-6 pro-
vides highly capable, culturally di-
verse/cconomically-limited students
withopportunitiesto developthegoals,
values and skills necessary for long-
range school and life success. Strong
self-esteem, self-respect, effective com-
munication techniques, critical think-
ing abilitics, and leadership skills nec-
essary for becoming responsible, con-
tributing citizens are the heart of the
SPARC Program. This outstanding
educational experience takes place in
the student’s own ncighborhood
school.

Many of these students are bright,
creative, and have the potential for
outstanding analytical and divergent
thinking, problem -solving, and high
academic success. Itis difficult for the
classroom teacher to address the spe-
cial needs of these students in the con-
solidated Chapter I classroom. While
suchbrightstudentshave the potential
torespond tochallenges, many of these
young pcople may net, at present, have
the levels of skills necessary to com-
pete in the district’s rigorous gifted
and talented clementary magnet. This
does not mean that they should be
deprived of the opportunity to receive
an enriched program.

In spite of the scarcity of newspa-
pers and magazines in the home and
the frequent lack of opportuniiies for
creative cxploration, thesc students
manage to maintain an above-average
learning record during the first few
years at school. In later clementary
and high school years, however, their
lack of cnrichment catches up with
them and they find that they cannot
compete with the rest of the student
population wnen they sit for examina-

tions and are responsible for multiple
assignments.

In the SPARC Program a large
portion of class time is devoted to the
development of creative and critical
thinking skills, using the cooperative
learning model with trained instruc-
tors teaching in their arca of expertise.
The program’s learning environment
is chosen by the principal and faculty
to fit the operational and educational
plan of the school.

Parent education is an important
component to the students’ success.
The parents of the students are special
too; theyare willing tolearn morcabout
their children’s education and are re-
ceptive to special opportunities for
these young people. Efforts to reach
more Hispanic parents through the use
of the media has resulted in an excel-
lentresponse and enthusiasm fromthe
targeted population.

Thus, SPARC espousces aggressive
carly intervention. We can choose not
to act and allew the present trend to
continue, or we can choose an aggres-
sive, carly approachto change the nega-
tive statistics of high school and col-
lege-bound, culturally diverse/eco-
nomically-limited students.

We must treat these students as
tomorrow’s contributing citizens and
allow them to grasp the fact that if they
workhard enough, they canreach their
goals. They need hands-on materials
to expose them to new concepts and
less filling-in of blanks. They are ca-
pable of handling the basic curriculum
in iess time than the average child ina
Chapter I school. These students re-
quircanappropriatelearning environ-
ment, which is as different from the
norm as the desired results desired are
different from what present statistics
reveal.

This typcofintervention will posi-
tively affect real measures of predicted

by Cynthia Rathwick

college success, including current
scores on national and standardized
tests, such as the Preliminary Scholas-
tic Aptitude Test (PSAT), the Scholas-
tic Aptitude Test (SAT), Advanced
PlacementTests (AP), theCollege Level
English (CLEP), and the International

-Baccalaurcate exam (IB). By improv-

ing the students’ abilities, we can help
prevent their dropping out in high
school and their backing away from
college.

These children also need exposure
to multicultural fine arts, music, litera-
ture, and language. Children without
roots arcaimless and lacka stable foun-
dation on which to add a second cul-
ture. Theyneed to increase their native
vocabulary, while learning their scc-
ond tonguc. They need exposure to
world literature, current world stud-
ies, advanced mathematics, as well as
American culture and values.

They need an enhanced percep-
tion of their own learning abilities in
order to develop self-confidence. Op-
portunities for interaction with intel-
lectual peerscan develep the personal
strength needed to deal with the typi-
cal problems of growing up — coping
with teasing and school/home and
boy/girl pressures. Peer counseling
has proven bencficial as has leader-
ship training.

Fresno Unified School Disirict is
fortunate to have farsighted parcnts,
school board members, administrators,
and tea-hers who real: :e the need for
establishing carly intervention pro-
grams for our culturally-diverse/cco-
nomically-limited students. The
SPARC Program serves as a strong
deterrent to the current dropout trend
for hundreds of our most promising
citizens.

Cynthia Rathwick has been the GATE
Coordinator in Fresno USD for many years.
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Smith and Perez
Continued from page 1

Let's stop
moaning about
diversity as a

problem and
recognize that
diversity is at
the very heart
of what we're
about.
if we can't do
that, we
shouldn't be in
the gifted
business.

Barrier #2: We just don’t have the right in-
struments to find those culturally different
gifted kids. We know they’re there; we see
them in our classes. But they just don't test
well and we don’t want to have to go to a
quota system.

In our craze to find the “right” test, we
have sometimes forgotten that instead of look-
ing for test scores we should be locking for
giftedness. We know that giftedness is a clus-
ter of behaviors and abilities, unique to each
individual. Yet, if we depend solely on test
scores, we are recognizing only those clusters
of abilities and behaviors that arc acceptable to
school culture.

One of the important responsibilities of
gifted programs s to take risks in the develop-
ment of potential. We need to recognize that
ourclients will have actualized theirabilitiesto
varying degrees and some, seemingly, not at
all. Thereis some talent yet to be nurtured and
developed. We should be placing our bets on
glimmers of exceptional ability and doing our
best job of helping that ability evolve. Heavy
reliance on tests alone suggests a desire to
avoid risks - to work where our job is partially
done for us and where we are more assured of
success.

When we arein the modeof talent scouting
and development, a variety of instruments
become tools to assist in student assessment,
along with other approaches, rather than one-
shot litmus tests for giftedness. The scouting/
development mode is a more individual ap-
proach. Itis, therefore, inclusive of the cultur-
ally diverse and obviates the need for the one
"right” test.

Barrier #3: We have to provide special train-
ing for teachers on understanding minorities
so that they can learn how to identify and
teach these students. Their backgrounds are
so different and we have to be able to under-
stand them. Then we have to create bridging
programs for them so they won't fail!

There are two assumptions in the above
statement which reflect problems in the pro-
gram rather than in the student. The first
assumption is that difference is alien to gifted
programs. The sccond assumption is that pro-
grams are designed irrespective of who stu-
dents are, and if the students fail, then they are
not ready for the program or they are
misidentified.

Staff who are fecling that diversity is for-

cign to gifted programs and who don’t know
how to deal with it have been misled or
undertrained. Diversity is the very nature of
giftedness in groups of students. Teachers not
prepared to deal with diversity have not been
appropriately trained. A gifted program that
doesn’t accommodate variety in student char-
acteristics, even when cultural diversity is not
anissue, is narrowing some student’schance to
link potential to eventual production, an im-
portant outcome for students.

Good program planning should incorpo-
rate student assessment data at all levels. The
design of the program should be based on who
the students are as well as on other pertinent
information, including data from the identifi-
cation process. Ongoing assessment at the
classroom level should provide the basis fcr
curricular modification and refinementofindi-
vidual programs. It’snotaquestion of whether
the student fits the program but whether the
program matchesstudent needs. Thisisfunda-
mental to good gifted programs. If this is in
place, then cultural diversity isaccommodated
without special interventions.

Barrier #4: These kids can’t hack it; they're
watering down the program. They don’t be-
long.

This statement represents a view of gifted
programs that is outdated and ineffectual in
our present educational climate. Gifted pro-
grams can no longer simply serve those stu-
dents who have actualized their talents to a
level with which we are comfortable. Many
gifted students from hitherto underrepresented
groups have, for many reasons, not had oppor-
tunities to have their abilities recognized or
developed. As these students are included in
gifted programs, the weight of our responsi-
bilities should shift as much toward develop-
ing giftedness in the underprepared as toward
taking those withobvicus skills to new heights.
Both should be part of the measure of the
effectiveness of our programs.

Again, teacher training is critical to change
in thisarca. Teachers need to understand that
preparedness or skill level are not necessarily
synonymous with giftedness. Teaching gifted
children requires not only having this under-
standing, but also knowing how to modifv
what we do in classrooms so that the
underprepared gifted child functions as a vital
participant. Atthe same time, we must recog-
nize that gifted program outcomes need not
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Elinor Ruth Smith is a
consultant in gifted
education. Iler address is
3527 31st #1, San Diego,
CA92104.

Rosa Isela Perezis a
Curriculum Resource
Teacher with the Gifted
and Tulented Education
Program in the San
Diego City Schools.

change because the population served becomes
moreculturaily diverse. Being cognizant of the
difference between ability and skill levels and
beingable toaddresscachappropriately makes
us better teachers of all gifted students.

As far as advocacy for the program is con-
cerned, deliberately changing what we see our
jobtobeand the way wedoitcanbring support
to our programs from quarters which have, in
the past, been silent or not-so-silent detractors
of our pattern of excluding and not taking
responsibility forall potentially gifted students.

What Should We Do?

This time, as we are considering the issue
of cultural diversity in gifted programs, we
have an opportunity to look reality squarely in
theeyeand take the best of the past and present
into the future. There are pockets where val-
iant efforts being made. These can act as bea-
cons if we choose to look and move in their
direction, but by themselves they won't carry
the day.

What then, must we do? First, we must
shift our mental attitudes. Let’s stop moaning
about diversity as a problem and recognize
that diversity isat the very heart of what we're
about. If we can’t do that, we shouldn’t be in
the gifted business.

Second, let’'s stop chasing after the one
“right” instrument. Not that we shouldn’t
continually experiment and add new instru-
ments to our tool kit, but let’s use them to help

us make more informed guesses about student
potential and the clusters of behaviors we are
observing in individuals.

Third, let’s not magnify cultural differ-
ences.  Yes, they exist; they should be wel-
comed and appreciated. It goes withoutsaying
that for all educators, not just those of the
gifted, creatinga climate in which diversitv can
flourish is and has always been cssential. The
fault is in us if we’ve not recognized this. Our
task is to refocus on sound practices in gifted
education which have in many cases been ne-
glected — building our program services on the
assessed needs of individual students. That's
how we need to handle diversity, cuitural or
not.

Fourth, let’s stop blaming the students who
are underprepared. Instead, let’s acknowl-
edge that it’s our job to be developers of poten-
tial. Teaching the gifted should never have
meant working with a homogeneous popula-
tion. One of our biggest challenges is working
with talent in whatever stage of development
we find it; this goes beyond the culture or
language of a student.

Equity and excellence are what gifted pro-
gramsstand for. We’ve fought, and continucto
fight, for equality of cducational opportunity
for a minority whose educational needs re-
quire accommodation. By and large we've
done a good job of this for some. Can’t we have
the conviction to use our creativity and leader-
ship to do the same for all gifted students?

No time to play

On this cloudy day.
Lightning striking
No bugs biting

Ho time to use your hoe
| ontil there's a rainbow.
! Chrie Ser, Grade 6

Rainbow
Rain, thunder coming down
Sprinkies, drope all around

Storms
Storms are scary
not very fun
You sit in the hailway
without any sun
It rains all moming
and all night.
It scares littie children
Till they're pure white

The same day a rainbow comes out

Then all the children scream and shout

What a beautiful day this will turn out.
Amanda Bradbury, Grade 6

L Poets are from Allen Schoel in Garden Grove USD

Spring
As | was sitting on a stool,
| saw a little man,
Alittle man, a little man,
That looked like a tadpole.
| asked the man, What .o you d¢?”
And he answered in a snap, :

“I make the Spring come in this worid, |
And then take a long, long nap. '
| make the towering trees. |
Majestic mountains and resticss seas.
To bloom right in front of your eyes,

To make the world a paradise.

Lois Dan, Grade 6 |
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GATE: BLUEPRINT FOR

EDUCATIONAL

Mceting the challenge of excellence inedu-
cation, as our global society approaches the
21st century, requires a visionary transforma-
tion of the institution the world calls “school.”
Substantial alterations of our current models
forschooling mustbe pursued, especially if our
gifted youth are to successfully realize their
abilities and talents within the educational sys-
tem at large. Efforts to forward gifted educa-
tion principlesand philosophy as thetlue print
to inform and support the current educational
reform movement in the United States are tak-
ing place through the ongoing work and direc-
tion of state departments of education, local
school districts, and other organizations and
individuals who advocate for this population.

For several yearsextensiveand wide-rang-
ing educational improvement initiatives have
beenundertakenacross the United States. There
has been a concerted effort to address the in-
creasing demand for effective schooling for all
students, including the gifted and talented.
Initial reforms refined the existing elements of
schools. Current reforms, however, look to-
ward the fundamental alteration of schools as
a strategy for strengthening the educational
experiencein novel and substantive ways. The
“restructuring of schools” concept is emerging
as a national response to the critical need for
change. This movement is driven, in part, by
the presence of many students in the educa-
tional spectrum whose needs are difficult to
meet in traditional formats. This trend pro-
vides a timely opportunity for gifted education
leaders to guide school improvement cfforts
and provide an integrated approach to sys-

REFORM

by Valerie Terry Seaberg

temic change, to change that results in a total
school program responsive to student needs.
Significant general educational reform has
been initiated in every state in recent vears.
Changes that schools are currently implement-
ing are having an impact on our work in gifted
and talented education. We are seeing both the
potential and real effects of school improve-
mentactivitieson gifted and talented programs
throughout the country as a resuit of the ever
widening commitment to educational reform.
Some of the results are positive and can sup-
port gifted programs in our schools. Others
may create impediments to progress. We must
examine carefully theapproach to takeinorder
to leverage school improvement activities and
reform initiatives to enhance and further pro-
grams for the gifted that serve them well. As-
suming that the goal of educational reformis to
improve the total educational system for the
benefit of all students, the development, cx-
pansion,and improvement of programs for the
gifted are legitimate purposcs, and we have a
responsibility and a logical role to play in the
realization of this goal. :
Historically, advocates for the gifted have
pressed beyond the traditional boundaries ot
the school experience on behalf of gifted stu-
dents. They promotealternative arrangements,
structures, and approaches to learning content
and thecontextin whichitistaught. From their
experience as policy makers and educators,
they articulate the ways in which the tradi-
tional system must be transformed to meet the
unique needs of the gifted and illustrate how
such approaches can be blended with regular
Continued on page 23
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PRESIDENT'S COLUMN

The implications of educational reforms
for gifted education have been discussed
widely. The impact of these reforms on gifted
students themselves has been given lessatten-
tion. As gifted programs respond to educa-
tional reforms, the curricular, instructional,
and organizational dimensions of these pro-
grams change. Of concern is the degree to
which gifted students are prepared to partici-
pate in gifted programs that have undergone
change. Shifts ingifted programs demand that
Sandra Kaplan we simultaneously recognize the changingrole
of the students involved in these programs.

For example, the current emphasis in dif-
ferentiated curriculum is the development of
“big ideas” such as generalizations, theories,
and principles, as well as on the expenditure of
effort needed to meet sophisticated standards
of performance. How have we assisted gifted
students to recognize the importance of big
ideasand the need to put forth effortin order to
meet thecurricularexpectations held for them?

Contemporary gifted programs should
provide academic and social opportunities
wherein gifted students can engage in varied
grouping patterns for differentoutcomes. How
have gifted students been helped to under-
stand the diverse means by which their needs
and interests can be met when group composi-
tions and structures change?

Evidence supportsthe idea that the context
of the learning experience shapes the typesand
qualities of outcomes. Gifted students must be
taught, both directly and indirectly, the expec-
tations held for them throughout theirinvolve-
ment in a gifted program. Discussions should
be a preface to differentiated educational expe-
riences, as well asbeingan ongoing component
of the program. Among the many topics to be
addressed in discussions about the roles and
expectations of students in gifted programs
are:

e The importance and value of the outcomes
of a differentiated curriculum

 Criteria to be applied to judging perfor-
mance or products of learning

e Relationships of prerequisite knowledge
and skills to current learning experiences

e Value of group and individual learning
experiences

* Effects of leadership and followership, and
interactions between these roles.

PUBLISHED BY THE CALIFORNIA
ASSOCIATION FOR THE GIFTED
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818/888-8846...FAX 818/888-6225
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EDITORIAL

Jean Drum

Two, four, six, eight, can gifted kids cooperate?

Well, of course they can, you say, huffily.
We certainly aren’t accepting any more of that
out-of-date thinking that gifted kids are lost in
their own worlds, think they’re too smart to
listen to anyone else’s ideas, are nerdy kids
with no social skills who don’t know how to
communicate with someone theirownage. We
know better than that!

But wait. Cooperate, asa word, has taken
ona whole new life of its own in the education
of the 90’s. It has become “cooperative learn-
ing,” a way of organizing a classroom, of get-
ting information to students, of promoting
learning. Educators, always looking for new
and better ways to do their job, have taken up
this idea with considerable enthusiasm. In-
services abound. The “cooperative learning
group” hasbecome a feature of the classroom,
with groups of children working togetherona
project and sharing ideas, each one doing part
of the work and agreeing on the end product.
In what mightbe called the “classic” configura-
tion, a cooperative learning group consists of
one high-achieving child, two average chil-
dren, and one low-achieving child. Inthiskind
of gryuping itis thought that the high-achiever
will both help and inspire the low-achicver,
and that these four childrenamong themselves
canlearnboth more successfully and less stress-
fully than if they were working alone.

As with most new ideas, this one deserves
consideration. Heaven knows we need all the
new ideas we can get to be better educators. As
with most new ideas, this one needs to be
looked at from several different aspects, from
both the point of view of the regular classroom
teacher and the teacher of gifted students.

Several of the writers in thisissucdeal with
some of the questions that teachers of gifted
classes are asking about cooperative learning
groups and how they can be successfully used
to meet the needs of gifted students, and their
ideas and experiences are very useful.

In a broader sense, it might be interesting
to look at the basic concepts that underlie the
application of cooperative learning theory and
do some thinking about what kind of students
we might expect to see if this style of teaching
and leamning gains widespread use.

The needs of the world of businesshaslong
influenced the educational establishment, and
educators listen when business says, “Teach
them to spell, to write a clear sentence, to
reason and problem solve. We need people
who can communicate, and it would be nice if
they could make change, too.” So we’ve con-
centrated on improving writing skills. We've
emphasized critical thinking and other content
and process areas in order to prepare students
for carcer success. But what clse do students
need when they enter the working world? Can
cooperative learning add something?

The American businessman prides himself
on being a practical man, one who can get
results. If it works, it has value. Businesses are
being run by the brightest of the new MBA's,
and they haveanew 90’sapproach to organiza-
tion. The old style top down organizational
hierarchy isn‘t generally around any more.
The “because the boss says so” approach is
becoming a thing of the past. Consensus is the
impor:ant word —decisions arrived at by nego-
tiation and mutual agreement. This leadsus to
think that the ability to make consensus deci-
sions and come up with a result, an ability
which is emphasized in cooperative learning
patterns, may well be a very valuable skill for
students to learn. Compromisc is also a word
that figures prominently in business, and the
“three C's” — cooperation, conscnsus, and com-
promise - work together in sctting the basis for
the operational patterns for today’s business. It
would seem then, that the skills and attitudes
that students develop by experience in work-
ing in cooperative learning groups are likely to
be uscful as life skills.

There are some other considerations, how-
ever. The first one has been addressed by
several articles in this issue, namely, the need
to have gifted kids in cooperative learning
groups in gifted programs, and not use this
technique as an excuse to say that all we need
is a cooperative learning group which will
automatically meet the needs of all students.
This is an attitude we must be alert to and be
ready to answer.

The second consideration is the issue of
responsibility. When group cfforts result in
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ON THE LIGHTER SIDE

by Jean Watts

Buzzy spent so much time finding the
loopholes he failed to notice the system.
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group decisions, individual responsibility can
disappear into the woodwork. This may pose
problems when weare talking about the devel-
opment of children. If too many situations
allow the child (or the adult, for that matter) to
evade accepting responsibility for doing a fair
share of the work, taking a fair share of the
blame, or getting a fair share of the praise, we
end up withthe establishment of highly regret-
table patterns of behavior which are not con-
structive. These can include “buck passing,”
blaming thc other guy, and feeling that no one

ever appreciates you or knows what you really
did. Since teachers fecl strongly the need to
guide children into the acquisition of useful
behavioral traits(what used tobecalled “strong
character”), and since we also want children to
acquire a good and realistic self concept, we
must work out some way to develop both
personal responsibility and group cooperation.
That's a big order, but one without the other
will never spell success.

Still a third area that educators in particu-
lar must deal with is the question of cultural
diversity in group dynamics. Studies have
shown that different cultures have different
ways of handling social interaction. Some cul-
tures reward sclf-cffacement, others stress be-
ing outspoken. Different standards of what is
considered courteousbehaviorarefound. Girls
and boys sce their roles differently in different
cultures. This means that teachers will have to
be very sensitive to these differences in our
multi-cultural schools and be careful and alert
in guiding cooperativelearning groups. In the
increasingly international world of business,
students will need to be prepared to deal with
unfamiliar ways of thinking and reacting, and
if they can begin this training in cooperative
learning groups in school, they will reap the
benefits of an enlarged outlook.

What do we want then? We want it all, of
course. We want children with a well devel-
oped sense of personal responsibility, who do
their share without coercion; children who lis-
ten to others’ points of view and learn from
them; and children who can ccinbinetheirown
ideas with the ideas of otherzand come up with
the best possible solution. We want children
who can both lead and follow. We want chil-
dren toknow that they don’talways have to go
italone,but whocandosoifitscems necessary.
We want children who can feel satisfactionina
good team cffort, but we also want them to
have plenty of opportunitics for a personal
sense of success and triumph. An impossible
order? Teachers are experts at the impossible.
Can cooperative learning be a teaching tech-
nique that will help us achieve all of this? Yes,
if it is used wiscly and appropriately in our
gifted programs.
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PARENT TO PARENT

Supporting GATE Parents — A Model Solution
Chico USD Parent Education Network

For this month’s column, I interviewed
Helene Ginsberg, a parenting educator and
mother of two who has been instrumental in
forging district-sponsored support for parents of
gifted students. Her interest in this arca arises
both from her personal needs as a parent and
from her awareness of needs for support and
education among GATE parents. Helene be-
licves that parenting the gifted is similar to
parenting the average child, but diverges from
the typicalin that parentsof the gifted face unique
issues which isolate them from other community
parents. The Parent Education Network (PEN)
seeks to ease isolation and to facilitate support.
Although the network is in its infancy, it has
received enthusiastic response; meetings have
been well-attended by Chico parents of elemen-
tary and secondary potential-GATE and GATE-
identificd students.
itisinteresting to note that in this period of
educational economic austerity, Helene was
able to secure funds from DATE - Drug and
Alcohol Treatment Education - a substance
abuse prevention programoften tapped to sup-
port student at-risk populations. Itshould also
be noted that districtadministrators, especially
Barbara Conklin, Director of Educational Ser-
vices, supported Helene'sefforts with unabated
enthusiasm,
Once the program was initiated, Helene
mailed cut surveys to GATE parentsand found
that they perceive their strongest needs to be:
e Understanding personality traits of gifted
children

» Responding appropriately to inappropri-
ate behavior

* Developing discipline skills

» Coping with children’s boredom; building
motivation

* Helping children develop both friends and
independence

* Managing stress

* Supporting gifted girls

+ Communicating with the school

* Managing issucs with non-GATE siblings.

by Terrie Gray

These needs serveas themes for the monthly
meetings, which are divided between a first
hour dedicated to a formal treatment of the
thematic topic by a guest speaker or panel, and
a second hour devoted to small group discus-
sions focused on the evening’s topic or related
issues. While teachers are not required to
attend the meetings, some have participated
and have welcomed the opportunity tointeract
informally with the parent group.

“Take Charge TechniquesforParents” was
the topic of January’s mecting, and the prin-
ciples of sctting limits for arguers were among
the most helpful ideas shared thatnight. Helene
acknowledges that verbal sparring is common
in our culture, but warns that it is a dangerous
activity — a win-lose situation which under-
mines family strength. Gifted thinkers are
generally very persistent and can become so
skillful in arguing that they manipulate the
parent to cither “lose his cool” or give in to the
child’s demands. Helene encourages parents
to promote discussion, and to accept ground
rules. She refers to Sylvia Rimm'’s protocol
(from How to Parent so Children Will Learn) and
outlines this formula for success. When the
child brings a request, the parent is to :

a. Listen carefully, and restate the request,
clarifying if necessary.

b. Ask for the child’s 3 or 4 best reasons why
the request should be granted.

c. Say,“IneedtothinkthisoverandIwiliget
back to you.” Give a deadline, ranging
from 5 minutes to 3 days, depending on the
complexity of the request.

d. Carefully consider the issue.

e. Return to the child with a decision - if
positive, endorse with enthusiasm, if nega-
tive, givercasonsand be firm. 1f necessary,
identify conditions necessary for approval.
(“You may go, if you have your chores
done.”)

Hclene encourages parents to exercisc in-
fluence throughreasoning together rather than
dominating in power struggles and recom-

Page 6

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304 June, 1992

G
<

Y h




If you know of a model
parent group you would
like featured here, or have
a favorite author on
parent:ng you would like
to review,

please contact me at

461 Tiger Tail Road,
Paradise, CA 95969;
916/877-5141.

mends that they resist engaging in the seduc-
tive dance of argument. She asserts that regu-
lar parenting skills must be applied with great
consistency and rigor, that we must be disci-
plined and clearin our communication. One of
the greatest tools in the parenting “kit” is the
word, “Nevertheless...,” whichis useful when
a parent’s decision is refuted with additional
reasons. (“Sharonmay haveearned theright to
goon the ski trip, and you may feel you should
g0 too, nevertheless...” ) Without this essential
firmness, children may believe that ground
rules elsewhere don’t apply to them. They are
best served by a solid discipline tempered by a
sense of humor, and infused with honest enjoy-
ment of having them as part of the family.

Hopefully, the efforts of Helencand others
inPEN and in the Chico Unified School District
to establish this support network for parents of
gifted students will inspire other parents to
create similar groups. I'm reminded of an
analogy a friend shared with me recently. The
magnificent red wood trecs tower hundreds of
feet above the forest floor, yet have compara-
tively shallow roots. How is it that they can
endure storms and stresses which topple other
trees? Theanswer liesin the fact that redwoods
tend to grow close together with roots from
surrounding trees intertwined. By supporting
cach other, they survi -e. Likewise, we parents
cansupport cachother, so thatour familiesand
children grow strong and endure.

CAG Parent Handbook

All currentmembersof CAG
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G ) Caluernia Asmeciation fos e Cifted

were sent a complimentary copy
of our newest publication, the
CAG Parent Handbook. There has
been outstanding response to the
book. If you are nota member, or
if you would like to have addi-
tional copies, they may be pur-
chased for $3.00 cach from the
CAG office. (Add $1.00 for tax
and shipping on single copices.)
A new brochure listing all

the current CAG publications is

also available for distribution.
Contact the CAG office for cop-
ics.

BOOK SHELF

The Joys and Challenges
of Raising a Gifted Child

by Susan Golant
Prentice Hall Press, New York, N.Y. 223 pages.
Reviewed by Elaine Wicner

Susan Golant's The Joys and Challenges of
Raising A Gifted Child is another successtul
attempt to compile much of the knowledge
floating in and out of our lives about how to
“do right” by our gifted children.

If you are a parent or an educator new to
gifted education and do not wish to devouw
your life to rescarching this subject, read this
book! If you are a scasoned educator and
would like to review your own knowledge,
read this book and refurbish.

Susan Golant provides a “pragmatic read
map of hurdles” to raising a gifted child. How-
ever, before telling the reader “how to” and
“where to,” she educates. By the time you
finish rcading, you’ve acquired some history,
some research, and some anecdotal informa-
tion ~ and all withcut pedantic pain.  Her
suggestions arc clearly stated, very specific,
and best of all they represent many authois’
opinions. An example of this is the list of
suggestions for dealing with perfectionism.

Golant is very open and very personal
about her experiences. This may provide a
warmth and intimacy for parents scarching for
solutions. It may also detract from the profes-
sional tonean educator might prefer. Do not be
misguided. Golant is very knowledgeable and
may have chosen a less formal format to make
nceded connections for those who may be des-
perate for answers.

Thisbookis an appropriate addition to the
libraries of parents, novice educators,
afficionados of gifted education, and old tim-
ers who want to see where they’ve been.

June, 1992
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VIEW FROM SACRAMENTO

Barbara Brandes is the
Administrator of the
High School Education
Office which oversees
GATE programs at the
California Department of
Education.

It is in a solemn mood that I send you
greetings from Sacramento. Every day the
state budget crisis seems to worsen. I can
barely remember the time when we weren't
going through budget cuts - 10 percent, 15
percent, 20 percent. 1 know that the conse-
quences in many districts have been devastat-
ing for GATE and for so many other programs
and services. In Sacramento City Schools, where
my daughter is in school, the lccal board re-
cently cut virtuallyall counseling positions, the
security force, librarians, and others. The high
school students walked out in protest over the
loss of counselors, who often are the only real
connection with anadult that studentsmake at
school.

As of this writing I can’t begin to forecast
how things will turn out as the Legislature
grapples with thebudgetdebacle. GATE funds
seem to be as secure as anything in the budget,
and I expect them to remain on a status quo
basis. But this is small comfort as many dis-
tricts teeter on the edge of bankruptcy.

Those of us who have dedicated our ca-
reers to public education have learned to find
hope even in the toughest times. The irony
during this time of crisis is that so many posi-
tive things really are happening. Once we get
beyond this terrible recession these positive
trends will become springboards for a new era
of progress for us. 1'd like to point out a few
positive trends that I see.

1. A New National Emphasis on Excelience

Much of the very good work that has been
made possibleby the federal Jacob Javits Gifted
and Talented Students Education Program is
starting to bear fruit. In addition to the many
fine projects that have been made possible by
the federal grants, the U.S. Department of Edu-
cationand a National Steering Committec have
been hard at work on a new national report on
gifted and talented education to be released
next fall. This report will signal a new empha-
sis on academic excellence at the federal level
and will strengthen programs for the gifted in
the states. Some of you had a chance to sce the

by Barbara Brandes

teleconference on April 27, broadcast from the
Los Angeles County Office of Education, at
which we hosted a three-hour discussion of
national trends in gifted education. If you
missed the teleconference and would like to sce
a tape, call our office at 916/322-5016 to find
out how.

2. Performance-based Assessment

A massive cffort is under way at the na-
tional level to reshape student assessment so
that it does a much better job of measuring
what students know and are able to do. This
good work has been engendered by the na-
tional education goals for the year 2000 which
call for making U.S. students once again com-
petitive with students in the other developed
nations. Right here in California the work in
progress to design the new assessment system
to replace CAP testsislikely to become the new
state-of-the-art in testing. The most encourag-
ing partof this for GATE is that the new assess-
ment system will be based on varying stan-
dards or levels of performance. This is the
antithesis of a minimum competency type of
assessment.

3. Broader Support for Curriculum
Differentiation

The need for curriculum differentiation is
gaining much wider recognition. Once you get
consensus that education should be cutcome-
based and organized around helping students
meet high standards, it becomes clear that stu-
dents will meet these standards at different
times and in different ways. There is much
work to be done to help people understand
how to put these ideas into practice. I have
been encouraged by the positive feedback in
our two-day staff development sessions on
curriculum differentiation. We're also at work
on another two-day session on service models
for advanced leamers.

I wish all of you the best over the summer.
We must stay hopeful. There is so much that
needs to be done. Those of us is gifted educa-
tion can help lead the way.

California Associaton for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304

June, 1992

G

LN §




NRC
G/T

The work reported
herein was supported
under the Javits Act
Program (Grani No.
R206R00001) as
administered by the
Office of Educational
Research and Improve-
ment, U.S. Depart-
ment of Education.
The findings do not
reflect the position of
the Office of Educa-
tional Research and
Improvement or the
U.S. Department of
Education.

This doc...nent has
been reproduced with
the permission of The
National Research
Center on the Gifted
and Talented.

Capies of the full report
are available for $10.00
from the Dissemina-
tion Coordinator,

The University of
Connecticut

NRC/GT

362 Fairfield Rd., U-7
Storrs, CT (0629-2007.
Ask fur Order # 9104.

Cooperative Learning and the Academically Talented

Student: Executive Summary

Cooperative learning has been recom-
mended as effective in most school subjects
across various groupsof students measured on
several cognitive and affective outcomes. How-
ever, controversy has arisen over the use of
cooperative learning with academically tal-
ented students. The general research base on
cooperative learning is extensive; over two
hundred studies have been summarized by
threeresearch syntheses (Johnson, Maruyama,
Johnson, Nelson, & Skon, 1981; Johnson, John-
son, & Maruyama, 1983; Slavin, 1990b). In
contrast, the rescarchbase on cooperative learn-
ing, as it relates to gifted or academically tal-
ented students, is very limited (Robinson, 1990;
Slavin, 1990a).

For example, a computer search of the
PSYCHINFO data base from its inception in
1967 to September 1991 resulted in only two
empirical studies which specifically examined
theeffectsof cooperative learningonidentified
talented students. Onestudy included 14 gifted
clementary students (Smith, Johnson, & John-
son, 1982); the second, 48 “high ability” high
school seniors and college freshmen attending
a summer program (Johnson, Johnson, Stanne,
& Garibaldi, 1990).

Despite the lack of attention to talented
students in the literature, teachers and school
administrators have been required to make
instructionaldecisionsabout cooperativelearn-
ing which affect academically talented stu-
dents. Unfortunately, the research literature
has been vulnerable to overgeneralization.
Definitions of cooperative learning have been
blurred recently to includeother forms of small
group or social learning like synectics or role
playing (Bellanca & Fogarty, 1991; Joyce, 1991;
Joyce & Weil, 1986). More substantively, sev-
cral weaknesses in the research base on coop-
crative learning, as it relates to academically
talented students, have been identified
(Robinson, 19%)). By examining specific coop-
crative learning models, reviewing their em-
pirical literature, and noting the distinguish-
ing features of cacl: model, it is possible to
acquire a more thorough understanding of the
ways this rescarch on cooperative learning
should guide practice foracademically talented
students,

by Ann Robinson

Cooperative Learning:
A Definition

Cooperative learning is a set of instruc-
tional strategies “which employ{s} small tears
of pupilsto promote peerinteraction and coop-
cration for studying academic subjects”
(Sharan, 1980, p. 242). Students must work
together to accomplish a common goal or to
receive a common reward. Cooperative learn-
ing models recommend heterogencous ability
orachievement grouping strategiesfor the bulk
of the instructional time. Most of the models
include explicit guidelines for group composi-
tion in whicha range of high, medium, and low
achieving studentsis to be placed in ecach coop-
crative group {Johnson, Juhnson, & Holubec,
1990; Slavin, 1980). Other cooperative models
are less directive about the range of achicve-
mentin the groups, butdo assumeand encour-
age heterogencity (Aronson, Blaney, Stephan,
Sikes, & Snapp, 1978; Burns, 1987; Sharan &
Sharan, 1976). Finally, peer tutoring or pariner
tecaching is often a componcnt of cooperative
learning models. Aronson’s Jigsaw, Teams-
Games-Tournament (TGT), Student Teams
Achievement Divisions (STAD), and Coopera-
tive Integrated Reading and Composition
(CIRC) explicitly include students tutoring one
another within small groups. Although peer
tutoring may consist of pairs of students who
tutor or teach one another different materials,
cooperative learning most often implies that
students collaborate in groups larger than two
and that they learn the same materials (Slavin,
Leavey, & Madden, 1984, p. 410).

Common Models of Cooperative

Learning

The most widely known modcls of coop-
crative learning were developed by three
groupsof advocates: (1) Slavin and associates,
(2) the Johnsons, and (3) the Sharans and S.
Kagan. Sharan and Sharan and Kagan do not
collaborate directly, but both have developed
group investigation ty pesof cooperative lcarn-
ing models. Differences among these models
include their relative emphasis on competition
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among the small groups, the use of external
rewards, group versusindividualgrading prac-
tices,and general versus specific subject matter
learning.

Teams-Games-Tournament (TGT)

TGT, originally developed by Edwards and
De Vries (1972), is a generic strategy used in
any subject matterarea. Studentsare placed in
four member heterogeneous teams. They re-
ceive a teacher directed lesson, help one an-
other master the material, and compete in
weekly tournaments with others of similar
achievement (Slavin, 1986). Despite the tem-
porary grouping of students by achievement
level for tournaments in TGT, the lessons pre-
sented to the students, the materials completed
by them, and the pace of instruction are the
same for all students in the class. Worksheets
are the primary instructional materials used in
TGT. Slavin (1991) noted that TGT is best
suited to basic skill instruction.

Student Teams Achievement Divisions
(STAD)

STAD is a generic strategy used in any
subject matter arca. AccordingtoSlavin(1986),
STAD works best with material that has single,
correctanswersand is most likely to be used in
mathematics computation, spelling, language
usage, and mechanics. Asin TGT, studentsare
placed in four member heterogeneous groups
for teacher directed instruction and for assist-
ing one another in mastering the basic mate-
rial. The tournaments used in TCT are re-
placed with individually administered quiz-
zesin which students do not assist oneanother.
STADIike TGT wasdeveloped toprovide grade
level instruction in basic skill areas at the same
general pace for all students.

Team Accelerated Instruction (TAT}

TAI (later renamed Team Assisted Indi-
vidualization) was developed for pre-algebra
mathematics instruction in grades three
through six (Slavin, 1986). Itincludes specific
TAlinstructional materials on basic mathemat-
ics operations and topics: addition, subtrac-
tion, multiplication, division, numeration, frac-
tions, decimals, ratio, percent, statistics, and
algebra. Students are assigned to four or five
member heterogeneous teams, are pretested,
and enter the curriculum at the point desig-
nated by their pretest performance. They work
through curriculum units which contain a
guidepage reviewing the concepts, skill prac-
tice pages, formalive quizzes, a 15-item unit
test, and answer pages so that a student moni-

tor may score the test. All students also take
mathematics facts tests twice a week. The
management functicns of securing materials,
checking student papers, and scoring tests are
the responsibility of the students. After each
three-week period of individualized instruc-
tion, the teacher conducts group-paced instruc-
tion for a week.

Cooperative Integrated Reading and

Composition (CIRC)

CIRC was developed for grade level read-
ing and writing instruction in the elementary
grades. Research studies have been reported
for grades 34 and grades 2-6 (Stevens, Mad-
den, Slavin, & Farnish, 1987; Stevens, Slavin, &
Farnish, 1991). Instruction is primarily based
on basal readers and involves direct instruc-
tioninreading comprehension, integrated writ-
ing, and language arts using a writing process
approach. Heterogeneous teamsare composed
of members of at least two different reading
groups who read to one another, answer ques-
tions about the story, practice spelling and
vocabulary words, and write on a topicrelated
to the basal story. Team members receive
points based on individual performance on
quizzes and composition which are “added” to
produceateamscore. Achievementcriteriaare
specified; teams that meet the criteria receive
certificates.

Circles of Learning or Learning Together

Johnson and Johnson have emphasized
group pro.essin their generic model character-
ized by explicitand sustained teaching of struc-
tured social skills. Most of the research by the
developers and their associates compared the
cooperative goal structure (in which groups
work together) with a competitive condition
(in which teams or individuals compete with
oneanother)and withan individualistic condi-
tion (in which students work alone on mate-
rial). Heterogeneous groups of two to six stu-
dents with maximum variation in levels of
achievement are recommended. In addition,
the Johnsons ha¢ suggested unmotivated stu-
dents be placed in groups with on-task stu-
dents. Inso me cases, studentsare permitted to
work together to complete a single worksheet
or product for a group grade (Johnson, John-
son, & Holubec, 1990).

Cooperative Controversy

Cooperative Controversy, also developed
by the Johnsons, relies on the constructive use
of conflict to increase learning (Johnson, John-
son, & Holubeg, 1990). Heterogencous groups
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of four students are given materials about a
controversial topic—for example, the hunting
of wolves in Northern Minnesota—and asked
to debate. Two students take one side of the
controversial issue, the remaining two tecam
members argue the opposite view. Then the
two pairs of students switch sides and argue
the opposite points of view. Presumably, the
samekinds of group productsand group grades
would be possible in this form of cooperative
learning as in the original Circles of Learning
or Learning Together.
Jigsaw and Jigsaw II

The Jigsaw models were developed for
narrative materials in the core content areas
like social studies, science, literature, and other
school subjects in which the goal is to leamn
concepts rather than skills (Aronsonet al. 1978;
Slavin, 1986). Heterogeneous groups of stu-
dentsare given sections or chapters of material

-to read and teach “their topic” or a part of the

text to othersin their group. Asis thecase with
TGT,STAD, Circles of Learning, and Coopera-
tive Controversy, the Jigsaw models rely pri-
marily on grade level texts and other printed
materials.
Group Investigation

In contrast to the cooperative learning
models which are largely structured around
traditional texts and classroom materials,
Group Investigation is an interest-based study
of a topic selected by the teacher (Sharan &
Sharan, 1976). Small groups of students select
subtopics, develop and carry out a learning
plan, and prepare a small group presentation
for the entire class. Teachers and students
evaluate group and individual contributions.
Students work on group products, give group
presentations, and receive group evaluations.
However, individual achievement is assessed
through examinations as well. Presumably,
students have access to any materials, includ-
ing reference materials relevant to their
subtopic. The most extensive research study
on Group Investigation was conducted in Is-
rael with problems in history and geography
(Sharan & Shachar, 1988).

Co-op Co-op and Cooperative Structures

Like Group Investigation, Co-op Co-op is
based on heterogeneous small groups study-
ing a subtopic as part of a whole class investi-
gation. Co-op Co-op encourages library re-
search, interviewing, original data gathering,
and creative products. Students are teacher
and self evaluated on team presentations, their

written products,and on their contribuiions to
the team. Kagan (1989/1990) has also encour-
aged the use of short term cooperative struc-
tures developed by other educators as weli as
himself. Two examples of these structural
cooperativestrategiesare Think-Pair-Shareand
Numbered Heads Together, which are varia-
tions of groupdiscussion. Few published stud-
ies are available on the short term cooperative
activities or on Co-op Co-op.
Groups of Four

Developed for elementary mathematics,
Groups of Four is a collection of cooperative
problem solving activities. In one study con-
ducted by ivs originator, thisapproach resulted
in improved problem-solving skills for stu-
dents wher:compared with the traditional class-
room (Burns, 1981). The author does not pro-
pose the model as a comprehensive mathemat-
ics curriculum. According to Slavin (1986), the
research evidence on this application of coop-
erativelearning has notbeen extensive or prom-
ising.

Descubrimiento or Finding Out

Descubrimiento was developed asahands-
on clementary science program for the bilin-
gual classroom. Students work together on
experiments to discover scientific conceptsand
principles. Materials are printed in Spanish
and English (De Avila & Duncan, 1980) and an
implementation manual has been developed
(Navarette, Cohen, De Avila, Benton, Lotan, &
Parchment, 1985). Little published research is
currently available on Descubrimiento.

Applying Cooperative Learning
Research to Academically
Talented Students

Cooperativelearning research has reported
positive effects in cross-cthnic relationships
(Johnson & Johnson, 1981; Warring, D. John-
son, Maruyama, & R. Johnscn, 1985), in accep-
tance and achievement of students with intel-
lectual oremotional handicaps (Johnson & John-
son, 1982;Salend & Sonnenschein, 1989; Slavin,
1984), and in basic skills achievement in the
academic content areas (Slavin, 1980; Slavin,
1984). In a recent review, Slavin (1991) also
listed improved sclf-csteem and self-concept
as outcomes for those cooperative models he
helped to develop. These are significant out-
comes. However, the advantages of coopera-
tive learning for academically talented stu-
dents are tempered by the nature of the re-
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search base on cooperative learning and by the
ways it has been translated into practice.
Problez.s of Definition and Sampling

Very few studies have beenconducted with
identified gifted or highability students. Some
studies have investigated high achieving stu-
dents, but with limited information about their
prior achievement. For example, high acidev-
ing may be defined by single measures of
teacher-made classroom or basic skills stan-
dardized tests (Lucker, Rosenfield, Sikes, &
Aronson, 1976; Webb, 1982) or by teacher judg-
ment (Johnson & Johnson, 1981; Johnson, John-
son, Tiffany, & Zaidman, 1983). In one study,
students were designated as high achieving if
they scored «hove the median on a teacher
constructed mathematics pretest (Mervasch,
1991). “High ability” as defined by single
achievement measures of basic skills batteries,
teacher constructed placement tests, or teacher
judgmentaloneshould notbeused interchange-
ably with giftedness. The indicators are too
crude to give us a “picture” of the kinds of
students found in the high achieving groups
and are difficult to generalize to the gifted.

Weak Comparisons

The most misleading characteristic of the
rescarch base on cooperative learning, as it
relates to academically talente< ~tudents, isits
reliance on weak treatment comparisons. Spe-
cifically, these weak comparisons include: (1)
the use of the traditional classroom as the con-
trol treatment, and (2) the use of an individual-
istic comparison which specifically discour-
ages student discussion. In a recent revicw,
Slavin (1991) commented that of the 67 coop-
erative learning studies which measured ef-
fects of student achievementall “compared the
effects of cooperative learning to those of tradi-
tionally taught control groups” (p. 76). Inmost
cases, achievement was defined as basic skills
outcomes.

In the studies which compared coopera-
tive with individualistic learning, students in
cooperative groups were encouraged to com-
municate with one another and in some cases
were permitted to turn in one assignment for
the group. In the individualistic condition,
students were directed not to talk and were
required to complete the assignment on their
own (Johnson, Johnson, & Stanne, 1985). In
some cases, students in groups and students
working alone were compared on the nature
and frequer..y of their talk.

To summarize, the effects of cooperative

learning on academically talented studentsare
difficult to assess. First, they are not the popu-
lation of interest. Few studies have explicitly
identified them, described them adequately in
the sample, or analyzed outcomes clearly. Sec-
ond, the comparisons madein the literaturcare
limited by the selection of the traditional class-
room rather than educational provisions more
suited to academically talented students as the
control and by the individualisiic comparison
implemented as solitary seat work. In other
words, cooperative learning in heterogenecous
classrooms has not been compared witheduca-
tional treatments of choice for academically
talented students.

tesues in Practice

The weakness in cooperative learning re-
search, as it relates to academically talented
students, is a correctable problem. Subsequent
studies can be designed to identify academi-
cally talented students in the sample and to
includeanappropriate testof cooperativelearn-
ing as compared to a well supported treatment
for these students.

However, for decision makers to evaluate
the use of cooperative learning with academi-
cally talented students. two issues must be
addressed in practice: (1) curricular coverage
and pacing and {2) group work and motiva-
tion.

Curricular Coverage and Pacing

In the classroom, time isa fixed resource. If
students are organized in cooperative learning
groups studying grade level material for the
majority of their school day at the pace of a
heterogencous group, their opportunity to
master advanced material at their own pace is
restricted. A substantial body of work over the
past thirty years indicates that various kinds of
acceleration produce consistent and positive
achievement gains for talented students
(Daurio, 1979; Kulik & Kulik, 1984,1991; Rogers,
1991; Shore, Cornell, Robinson, & Ward, 1991).
In fact, a recent study by Reis and Purcell (in
press) indicates that elementary teachers re-
port between 3949 % of the curriculum in
mathematics and 36-54% of the curriculem in
language arts couid be eliminated because
gifted students demonstrated mastery of the
material prior to instruction. Unfortunately,
much of the educational community is wary of
acceleration foracademically talented students
(Southern & Jones, 1991). Contrast the reluc-
tance of educators to admit that curricular ex-
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Five
Recommendations

Cooperative
learning in the
heterogencous
classroom should
not be substituted
for specialized
programs and
services for
academically
talented students.

1f a school is
committed to
cooperative
learning, models
which encourage
access to materials
beyond grade level
are preferable for
academically
talented students.

If a school is
committed to
cooperative
learning, models
which permit
flexible pacing are
preferable for
academically
talented students.

If a school is
committed to
cocperative
learning, student
achievement
disparities within
the group should
not be too severe.

Academically
talented students
stould be
provided with
opportunities for
autonomy and
individual pursuits
during the school
day.

posure has positive effects for academicaily
talented students to support for the well-re-
ceived argument on behalf of students con-
fined to low tracks in public schools. It has
been argued that one of the contributing fac-
tors to the low achievement of low achieversis
the absence of challenging curricular fare
(Oakes & Lipton, 1990). It is the argument of
curricular access. If students are given the
opportunity to learn from a challenging cur-
riculum, very often they will do so. This logic
applies to academically talented as well as to
low acnieving students. To restrict access to
appropriately advanced curriculum and to re-
tard the rate at which academically talented
students move through that curriculum by
organizing instruction in grade level coopera-
tive learning groups for the majority of the
school day is not defensible and may result in
boredom and repetition for these students.
Group Work and Motivation

The success of group work dependsin part
on the availability of a student who under-
stands the material being studied and who will
explain the material to others if asked to do so
(Bennett & Cass, 1988; Petersen, Janicki, &:
Swing, 1981; Webb, 1982). Although students
who explain material to others benefit from
this experience if the materialis new to themas
well, too many repeated explanations may re-
sult in constant review. Cooperative learning
groups must be structured to eliminate the
“free rider” effect that allows some students to
carry the instructional burden and others not
to contribute to the common goal. Two recent
studies indicate that talented students perceive
unequal responsibilitv and failure of team-
mates to contribute in heterogencous groups
as unfair and frustrating (Clinkenbeard, 1991;
Matthews, in preparation).

Recommendations for Using
Cooperative Learning with

Academically Talented Students

Due to thelack of attentionto academically
talented students in the cooperative learning
literature, rescarch on educational practices
effective with talented students also forms the
basis for the recommendations which follow.
Where noted, the recommendations are also
based onananalysis of the various cooperative
learning models along dimensions considered
important for academicalty talented students.

Recommiendation one:
Cooperative learning in the heterogeneous
classroom should not be substituted for special-
ized programs and services for academically
talented students.

Discussion: Cuoperative learning models
have not been compared to special educational
programs and services for academically tal-
ented students in the research literature. Thus,
no clear superiority for cooperative learning in
the heterogeneous classroom over specialized
programs and services for academically tal-
ented students has been established. Even
advocates of cooperative learning have ac-
knuwledged the need for separate course offer-
ings for academically talented students
(McPartland & Slavin, 1990).

Roecommendaation two:

If a school is committed to cooperative learning,
models which encourage access to materials
beyond grade level are preferable for academically
talented students.

Discussion: Cocperative learning models
like Teams-Games-Tournaments (TCT), Stu-
dents Teams Achieveinent Division (STAD),
and Jigsaw which primariiy use prepared grade
level materials limit curricular access for aca-
demically talented students. Since Group In-
vestigation encourages the use of reference
materials, library and media resources, and
otherkindsof information gathering, thismodel
may be less likely to restrict academically tal-
ented students to grade level curriculum.

Recommendation three:
If a scheol is committed to cooperative learning,
models which permit flexible pacing are preferable
for ac ‘emically talented students.

Discussion: This recornmendation is re-
lated to the effectiveness of various forms of
acceleration with acadernically talented stu-
dents. In general, cooperativelearning models
require students to study the same materials
and to master material at the group pace. He w-
ever, Group Investigation allows students to
research soine information on their own. Dur-
ing such opportunities, presumably academi-
cally talented students would be able to read
and study self-selected materials at their own
pace. In mathematics, the Team Accelerated
Instruction (TAI) model attheelementary level
has some flexible pacing components in its
individualized sequence. However, TAl may
need tobecombined with cross-gradegrouping
to accommodate mathematically talented stu-
dents.
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Recommendation four:

If a school is committed to cooperative learning,
student achievement disparities within the group
should not be too severe.

Discussion: When high, medium, and low
achieving students are grouped together, high
achieving students explain material to low
achieving students,and mediumachieving stu-
dents have fewer opportunities for participa-
tion. Academically talented students report
frustration when working in mixed ability
groups with team members who are unwilling
to contribute to the group goal. Placing stu-
dents who are similar in achievement together
continues toallow for heterogeneity in terms of
ethnicity and gender in the groups. Slavin
(1990) has suggested cooperative learning
might be used with groups of high achieving
students.

Recommendation five:
Academically talented students should be
provided with opportunities for autonomy and
individual pursuits during the school day.

Discussion: This recommendation targets
educators who are sufficiently committed to
group models that they may overuse coopera-
tive learning. Academically talented students
also need opportunities for autonomy and self-
directed learning. Academically talented stu-
dents voice a preference for independent (in
contrast toindividualistic) learning experiences
and can profit from solitary absorption with a
task or topic. Providing opportunities forinde-
pendent study under competent supervision
of the teacher is a supportable practice for
academically talented students.
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Scapegoating the Gifted: The New National Sport

by Linda Kreger Silverman

This article is reprinted from Images, the journal of the Indiana Association for the Gifted, Volume 6, Issue 2, Winter 1991-1992.

Advocating for the gifted has always been
risky business in American society, asif it were
somehow anti-American to suggest that gifted
children might have special needs. Profession-
alsin few other ficldsfeardiscussing what they
do for aliving at cocktail parties. Parentsof no
other special education populationarederided
as are parents of gifted children. Having ob-
served the ebb and flov- of concern for the
gifted for the last 30 years, [ have never seen
such a sweeping tide of animosity toward the
gifted and gifted educatorsasin thelast several
months. Americaneducation has found a scape-
goat for allitsills and will not be satisfied until
gifted education hasbeen exterminated and its
advocates silenced.

This statement may sound outrageous, but
I can document recent cases of persecution of
state gifted / talented consultants, coordinators
of gifted programs, teachers of the gifted, par-
ents, and gifted children. Throughout the
United States, budgets for gifted education
have been slashed, self-contained classes and
pull-out programs have been climinated,
teacher certification has been lost, gifted coor-
dinators have been demcted to regular class-
room posilions, state consultants have been
harassed and forced out, teachers who support
gifted education dare not speak for fear of
losing their jobs, administrators find it politi-
cally untenable to continue supporting provi-
sionsfor the gifted, and parentsare bewildered
by this sudden change of heart.

Gifted education is on the verge of extinc-
tion in the Urited States unless something is
done immediately to ccunter the trend. Par-
ents and educators of the gifted have worked
too hard for too many years to stand by and
watchevery gaininserving the gifted get wiped
outinasingle year. Thisis a call foraction. As
Mary Toll (1990) suggests, the time for passive
advocacy has ended: in order to survive, we
need warriors.

To what can we attribute this holocaust? 1s
it simply an artifact of tightened budgets? 1
think not. We have the funds to serve retarded
children - to provide individual assessment
and individual educational plans. If we had a

mandate to serve the gifted, we would create
the funding. We feel morally obligated to find
the money to support that which we value.
How did gifted children come to be so deval-
uedinoursociety? Ironically, we’vejustgained
national funding of exemplary programs in
gifted education. Soldonotbelieve thatmoney
istherealissue; it simply servesasa convenient
smoke screen.

Is it our fear of “elitism”? When I learned
this summer that the faculty of Harvard con-
siders gifted “elitist,” the meaning of “elitism”
suddenly became very murky. Thereisnotone
shred of evidence that intellectual differences
create elitist attitudes (Newland, 1976). Quite
the contrary, the gifted in our country are the
backbone of social reform and egalitarianism.
The gifted care desperately about injustice.
When they are placed in classes together, they
do not come to the conclusion that they are
“better than everyone =lse.” Rather, they are
humbled by finding peers who know more
than they do (Hollingworth, 1930). They are
deeply concerned with global issues. A nine-
year-old boy I tested this summer in California
picked fruit and vegetables all tummer long
and sold them in his neighborhood to collect
food for the homeless. He initiated this project
on his own because he felt he had to do some-
thing to help.

Elitism is, and always has been, rooted in
socioeconomic differences, not intellectual dif-
ferences. Scapegoating the gifted has been
very effective in focusing attention away from
the real issue. The wonder is that we haven’t
seen through the shaminall these years of false
accusations. 1t is immediately apparent that
eliminating programs for the gifted cannot
eliminate the inequities in opportunity that
exist between the haves and the have nots.
When gifted programs are unavailable in the
public schools, upper middle class families
place their children in private schools or edu-
cate them at home. These options are not
available to single parents, two-income fami-
lies, and families with limited means. It is the
talented poor who suffer the most when pro-
grams for the gifted are cut.
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Giftedness is not an upper middle class
plot. Dr. Rita Dickinson (1956}, in her many
years of research as a school psychologist for
the Denver Public Schools, found giftedness
equally distributed among all socioeconomic
classes. The detection and nurturing of high
abilities among the poor enables them to sur-
mount their own poverty and help the plight of
others.

Have we lost all this ground overnight
because a better way to educate children has
been discovered? We could be led to that
assumption by the School Reform Movement.
However, the leaders of this movement have
shown no particular interest in the welfare and
progress of the gifted. No evidence exists that
cooperative learning in the regular classroom
serves the gifted better than gifted education
provisions. Of 295 studiecs of cooperativelearn-
ing found in the literature, only 3 of them even
mention the gifted, and the only study that
reported specific findings about the gifted was
limited to 14 of these students! (Robinson, 1990a)

Cooperative Learning

Theblatant over-generalization that coop-
erative learning in the regular classroom has
been “found” to be good for all students -
including the gifted -is completely unfounded.
Robert Slavin (1987), the major spokesperson
for cooperative learning, specifically stated in
his comprehensive review of the literature that
gifted and special education classes had been
purposely omitted from the research base.

Gifted and special education programsmay
be conceived of asone form of ability grouping,
but they also involve many other changes in
curriculum, class size, resources, and goals
that make them fundamentally different from
comprehensive ability grouping plans.
(Slavin, 1987, p 297, emphasis added)

Also, in his response to Ann Robinson’s
critique, “Cooperation or Exploitation? The
Argument against Cooperative Learning for
Talented Students,” (1990a) Slavin admits:

Dr. Robinson is certainly correct in saying
that the research base for applications of coop-
erative learning to the truly gifted is weak.
Knowing this area well, I'd characterize it as
virtually nonexistent. (Slavin, 1990b, p 28)

Yet, Slavin goes on to talk about the ben-
efits of cooperative leamning for “high achiev-
ers,” as if high achievers and the gifted were
synonymous. They are not. Robinson (1990a)
points out in her article that “high achievers,”

as defined in the cooperative learning litera-
ture, includes 25 to 33 percent of the school
population.

Herein lies one of the major flaws in rea-
soning about the gifted. Educators tend to
think of the gifted as high achievers, and there-
fore,automatically benefiting from any type of
school program. Many high achievers are, in
fact, gifted; however, many are not. And many
gifted students are high achievers; then again,
many are not. Achievementis an environmen-
tally induced phenomenon; therefore, having
special programs for high achievers looks to
many like “more advantages for the
advantaged.” Ability, however, is a broader
concept, including retardation and giftedness,
neither of which should be defined in terms of
achievement. Programs for the retarded arc
not considered “elitist.” They are considered
necessary provisions to deal with inherent dif-
ferences in learning rate and ability.

The range of differences in human devel-
opment is so great that any one-size-fits-all
curriculum, grouping strategy, or organiza-
tional scheme is easily seen as illogical. Therc
are 15-year-olds who are learning self-fecding
skills, and a 6 '/2-year-old who has completed
the entire high school curriculum with extra
credits. Gifted education and education for
other groups with special needsis not tracking.
Cooperative learning in the regular classroom
was not designed for special educational
groups. Itis no more appropriate for the gifted
student than it is for the retarded student.

Theargumentagainstability grouping and
tracking is perfectly justified for the mid-range
of ability. The rescarch seems to indicate that
about 90% of the students learn best in mixed
ability groups. But as children veer from the
normineither direction, their educational needs
become increasingly more differentiated. A
child three standard deviations below the norm
(55 IQ) could not profit from placement in a
cooperative learning group in the heteroge-
neous classroom; neither does a child three
standard deviations above the norm (145 1Q).

While there is not one single study com-
paring the progress of gifted students in coop-
erative learning groups with their progress in
any of several special education provisions
(e.g.,self-contained classes, pull-out programs,
accelerated classes, Advanced Placement
classes, self-selected independent research),
there is ample research that ability grouping
enhances learning and motivation for gifted
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students (Feldhusen, 1989; Kulik and Kulik,
1990).

Slavin (1990a) condones acceleration in
mathematics and rcading, but suggests that
gifted students are adequately served by het-
erogeneous cooperative learning experiences
for such subjects as so-

seven years of aforeign language. By compari-
son, only half our students take one year of
geometry,and lessthan one-sixth takeone year
of physics. We waste two more years on arith-
metic than any other country in the world
(Wirszup, 1980,1986). Wirszup hasrepeatedly
testified in Congress that

cial studies. How do
gifted studentsfecl about
cooperative learning in
social studies? Hereisan
excerpt from a letter that

Not all kids want to learn,
and | feel that cooperative
learning puts the

the current state of edu-
cation is endangering
our democracy.

If the research does
not support the massive

Corinne, a 12 year-old responsibility of making those obliteration of programs

eighth grader, wrote to
her superintendent:

The method that is un- students

people learn on advanced

for the gifted, then why
has everyone jumped on
thebandwagonand been

satisfactory is the coop-
erative learning program in my social studies
class. . .In cooperativelearning groups theper-
son with the strongest personalityand highest
academic ability usually takes control of the
group immediately. Teachers tend to put the
faster learners with the slower ones to help
them along. That is the exact purpose and
problem with cooperative learning. The faster
kids are suddenly responsible for everyone
else....I believe that the advanced students are
being slowed down drastically by this learn-
ing method. Not all kids want to learn, and |
feel that cooperative learning puts the respon-
sibility of making those people learn on ad-
vanced students...Just because there aren’t
many of us doesn’t mean we don’t havea right
to learn. (Kearney, 1990, pp. 14-15)

Exploitation of the gifted in order to bring
up the lower end of the spectrum may sound
“fair” to some, but bringing the top down does
not bring the bottom up, and nothing is gained
in the r~ ™e of democracy by holding back our
b=+  :t students. In our fierce desire for
2y .anty of opportunity for all, we are discrimi-
nating against children of high ability. No
egalitarian goal is accomplished by forcing a
child who reads at the sixth grade level to read
a third grade reader (Silverman, 1989). It is
criminal to force our brightest students into
underachievement in order to motivate slower
students. It is also dangerous.

While other countries are strengthening
the curriculum of their brightest students, we
are asking ours to serve as teachers’ aides.
Before they graduate from high school, all So-
viet students take ten years of geometry, two
years of calculus, five years of physics, five
years of physical and economic geography and

so quick to get rid of
gifted education? The scope of the attack is too
great and tco swift to be motivated by logic.
The attitudes and behavior toward advocates
of the gifted is too vitriolic to be budgetarily
based. [believe that America needed a scape-
goat,and thegifted were selected. In the peren-
nial battle between egalitarianism and excel-
lence in American education (Gardner, 1961),
both have lost, and blind discrimination ap-
pears to have won.

What is to be done? Robinson’s first rec-
ommendationis that we become informed that
the “research base does not support theconten-
tion that cooperativelearningisa substitute for
special programs for the talented student. Re-
sist such a policy.” (1990b, p 35) Her last
suggestion is as follows:

Finally, speak plainly on the issue of coopera-
tive learning as therapy for socially malad-
justed, talented students. The assumption
that gi‘ted children are more likely thanothers
to have a variety of personal and social prob-
lems is not supported in the literature. Thus,
the pill of cooperative learning may be pre-
scribed for a perfectly healthy patient. (p 35)

Thisisexcellentadvice, sinceat least haif of
these children - gifted girls —are already over-
socialized at the expense of the recognition and
deveclopmentof their abilities (Kerr, 1985). They
often prefer to help cothers rather than take on
new challengesinlearning. Cooperativelearn-
ing only exacerbates their lack of risk-taking.

Cooperative learning does have a place
within gifted education. ltisanexccllent strat-
egy to employ in classes of gifted students,
where there is often a very large range of abili-
ties and interests—despite thecommon label of
“gifted.” It is also uscful to allow gifted stu-

California Associataon for the Gifted - 23684 Schoenbamitr’ce;t - Caroga Parl;,, CA 91304 June, 1992
e r's




Linda Kreger Silverman
is the director of the
Gifted Child
Deuvclopment Center in
Denver, CO.

dents to form their own cooperative learning
groups. “Hidden” gifted children are often
chosen by other advanced students who recog-
nize their special talents. If the brightest stu-
dentsinthe group arelearning something new,
atasfasta paceas they canleamn, then coopera-
tivelearning isbeing used appropriately. When
this is not the case, the method is being misap-
plied. -
Gifted children have no legal protection.
We need a federal mandate to assure that they
will be able to progress educationally at their
own pace. Parents of handicapped children
pressed for the legislation that now exists to
protect these children. Ibelieve that parents of
gifted children must follow suit. Many teach-
ers and administrators continue to support
provisions for the gifted, but the opposition is
so strong rightnow that visibleadvocacy within
the school system is risky. Therefore, parents
must take the lead in turning the tide. Parents
who have fought to establish programs for
their children must fight to preserve themor to
re-establish them.

1 do not believe that all the provisions for
the gifted thathave beenhard wonover thelast
two decades can be wiped out in a flash with-
out a massive reaction. The whole movement
has happened so quickly that parents have not
yet mobilized to respond. But parents of the
gifted will do whatever has to be done to rein-
state provisions for their children. Tonly hope
that policiesthatdiscriminate against the gifted
and scapegoat their advocates are soon put to
an end. Otherwise, I predict that parents will
take legal action against the schools as their
only recourse. However, through awareness
of the symptoms of scapegoating and con-
scious efforts to prevent ts continuation, these
drastic measures can be avoided. The gifted
deservean appropriate education; they should
not be punished for being advanced. They
should be sup,ported in developing their abili-
ties to their l"'ullest—for themselves and for
society.
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LANGUAGE

WHOLE

To Parse or Not to Parse

Recently 1 was introduced to Arnold, the
octogenarian grandfather and former chemis-
try professor who had just moved from Maine
to South Louisiana. As [ passed the crayfish
fettucini, at his family’s dinner table, Arnold
started to flirt with me. “To hear you speak,
madam, is music to my ears,” he declared. 1
assumed he alluded to my Cajun/Southern
accent and blushed appropriately. He contin-
ued, “To hear the agreement of your subjects
and predicates is delightful!”

My blush faded and I responded, “Well, I
used to be a high school English teacher.”

“As was nuy mother who taught me the
beauty of the language. I'll bet you know what
a predicate nominative is! Do you teach your
students to parse sentences?”

I blushed again, this time embarrassed by
my necessary answer, sure that Arnold would
view itasa failing on my part. “Actually, there
hasbeena movementinthelastfew yearsaway
from a purely analytical approach, such as
diagramming sentences, to amore holistic treat-
ment of teaching language,” was my vague
reply.

I feltawkward because the English teacher
in me and the gifted teacher in me were not yet
completely integrated with the recent Whole
Language convert I had become. The English
teacher was the one who enjoyed being an
expert identifier of predicate nominatives and
dependent clauses. The gifted teacher was the
one who focused on providing a differentiated
curriculumsuited to the uniquelearning needs
of the academically talented. The Whole Lan-
guage convert was a neophyte who had had
her traditional assumptions knocked out of
kilter after participating in the National Writ-
ing Project. Arnold’s attitude of elitist kinship
betweun two language connoisseurs recalled
my gifted supervisor’sinitial response to whole
language as being appropriate for the regular
classroom butnotdemandingenoughfor gifted
students.

I disagree. Wholelanguage isa grassroots
movement started by teachers who felt the
need to return to a more child-centered cur-
riculum where the teachers and students take
control of the learning. Itis authentic learmning

by Leilani Baudoin and Madelyn Maragos

notbogged down by curriculum guides, ditlos,
and workbook pages. Listening, speaking,
reading, and writing are taught i": context and
developed in reading/writing workshops.

These ‘'workshops’ or classroom laborato-
ries are the major components of the whole
language program. In reading workshop, the
students act as adult readers do. They may
choose pieces of literature and share them in
various ways with other readers. Sharing might
entail keeping a learning log, writing letters to
peers or teachers about their selections, giving
book talks, debating the author’s meaning, etc.
Their thoughts about their reading might be
expressed orally orin writing, thereby employ-
ing “wholelanguage”: reading, writing, speak-
ing, and listening.

Writing workshop allows students to be-
come “real” writers. Theychoose topics, gather
ideas, draft, get response from other writers,
revise, and publish. Publishing might take the
form of oral readings, bulletin board displays,
hand-mrade books, songs, writing contest en-
tries, or submission of manuscripts to profes-
sional publishers. In the workshop students
talk, read, and write about writing. They again
immerse themselves in a “whole” language
experience.

Doesamature reader or professional writer
haveneed to parse sentences? Isdiagramming
sentences as important as capturing thoughts
for posterity or producing writing capable of
influencinglegislation whichimpacts uponour
society’s well-being?

I started to feel less guilty about my con-
versation with Arnold. My gifted studentsare
capable of learning what a predicate nomina-
tive is and of locating one in a sentence. In fact,
this type of simple analysis is often preferred
by the gifted student unwilling to put in the
effort required to develop his own voice as a
writer. Formetoinclude predicate nominatives
aspartofa “miri-lesson” in writing workshop,
however, I must be convinced this is a skill
writers need. Then I would demonstrate the
concept in a five minute presentation using
examples from my students’ writing. Because
they are gifted, they have absorbed patterns of
language from theirreadingand listening which
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I, as teacher, need only to reinforce in the context
of their writing. Afterall, researchershave proven
thatisolated grammar drills are simply not effec-
tive in improving student writing.

To find even more support for my position, 1
went back to early materials on curriculum for
gifted students. In 1974, Sandra Kaplandescribed
characteristics of gifted students and their corre-
sponding curricular needs. In examining these
features, [ found that the reading/ writing work-
shops dovetail beautifully with the ideal educa-
tional program for the gifted student.

As educators of the gifted, we need to keep
appropriate differentiation foremost in mind as
we plan classroom experiences for our students.
Yet we should not fall prey to the nearsighted-
ness of excluding “regular classroom” practices
which might benefit students in our gifted pro-
grams. The creative teaching strategies we have
used for the last twenty years have become more
common in the regular classroom as teachers
strive to address higher-level thinking skills with
ali students. Good teaching is good teaching.
The literature is filled with examples of teachers
willing to teach other teachers about implement-
ing successful whole language practices.

Whole language works in any classroom be-
cause it lends itself so well to individualization.
The whole language teacher is the facilitator the
gifted teacher has always known she was meant
to be. Itis an approach which clcse examination
reveals to be a “natural” for gifted education.

So, Arnold, ask me today if I am a real En-
glish teacher,and [ will say, “Iam.” If you ask me
if I teach students to parse sentences, [ will an-
swer, “I might, if a reader/writer in my class-
room needs that skill to improve his understand-
ing of reading or his ability to be understood in
writing.” But, Amold, ask me instead if my
students love to read and if my students love to
write, because the answer to both of those ques-
tions is, “YES!”

Madelyn Maragos has taught in gifted programs in
Vermillion Parish and Lafayette Parish in English and
enrichment for the past 15 years. She currently teaches in
a gifted enrichment program for grades 4-8.

Leilani Baudoin has 18 years teaching experience and has
taught for the past eight years in gifted programs in St.
Martin Parish, Italy, and Lafayette Parish. She currently
teaches language arts for gifted students in grades 4-5.
Both received their training in gifted education from the
University of Southwestern Louisiana.

They may be ~eached at

301 Phillip Avenue, Lafayette, LA 70503.

And So Speaks the Arrow

A silver mist rises,

The braves set out,

Walking softly upon Mother Eartn,

A ring of foxes watch silently from the
underbrush.

The Sun God, just beginning he - journey
across the earth,

Watches over the hunters as they set
out into the forest.

Soon they will returmn to the village.
Their packs full of meats and furs,
There would be dancing and singing and
worshipping of the gods,

But now they must find food.

Stone Trout hears a rustle in the leaves
above,

He turns his face upward to the thick
canopy of trees,

He sees a young squirrel, and lets fy an
arrow from his bow.

It misses its mark, and falls harmiessly
to the forest floor.

“The People™ move on through the thick
leaves and tangied branches.

And 50 speaks the arrow which | have
found,

In ite own silent, magical language,
From its own time,

Long ago.

Morgan Voeltz, Grade 5
Turtle Rock Elementary School
Irvine USD
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AUTHENTIC ASSESSMENT

Opening the Gates to More Meaningful Assessments

Today all phases of education are under-
going change; the look of the class setting, the
time configurations of the day, the instruc-
tional strategiesand handson approaches prac-
ticed by the teachers and students, and most
importantly the assessment techniques that
are being used to monitor and evaluate the
progress of each student. Daily we invite
young learners to pass through the gates of
education te become responsible, aware, re-
flective,and active learners. Asthey enter they
bring with them a variety of ireasures and
talents. Somerush throughour gatesknocking
over any and all who stand in their way, the
mass is herded through collectively, and still a
few,even our most gifted, must be coaxed and
lured through the porticos.

Once the gates swing closed, our jobs as
educators begin. We are challenged to moti-
vate and stimulate children with engaging,
lively lessons and active experiences which
ask students to construct ideas and responses,
and demonstrate what they know. We are
expected to engage students in meaning-cen-
tered activities which encourage them to draw
upon their own ideas, emulating the rich and
varied backgrounds from which they come.
And before they exit for the hour, the day, the
week, or the year, we are expected to assess
them.

Often we lure our students through those
gates and, once swung closed, they become
steel doors which offer no means of escape
until the student demonstrates his knowledge
through norm-referenced/standardized tests.
Unfortunately these tests rarely reflect the
knowledge and true abilities of our students,
especially our gifted and talented. Recogniz-
ing that students possess a range of learning
styles, we are asked to readdress our methods
of evaluationand assessment. Students seated
weekly (usually Friday) with a number two
pencil, scantron sheet, and multiple bubble
response test have little opportunity to dem-
onstrate “real” knowledge.

Weshould be moving curriculumto where
assessment looks like instruction and to where
assessment is embedded in our daily lessons.
Assessment in our GATE classrooms must be-

by Carolyn Houston

come meaningful and thoughtful. Assessments
need to begin to take the shape not only of
teachersassessing students, butcf peerand self
assessment as well. Assessment cannot be-
come just anexiting tool; it nuust be an ongoing
process. As assessment and evaluations are
made they must take on the shape of perfor-
mance and outcome-based evaluations. We
cannot afford to harness GATE students, who
are eager to learn and who often are our most
motivated students, tc bubble exams whichdo
littie to assess critical thinking and creativity.
This does not ask us to thrcw away our lessons
and begin anew, but rather to rethink ways in
which we establish criteria for learning. Stu-
dents must be clear about what is expected of
them. Not forgetting our knowledge of Tyler
and the instructional objectives, Bloom and
higher-order thinking, Piaget and performance
activities, effective instruction should be
matched with effective assessrnent. Assess-
ment should be “scaffolded up, not dumbed
down,” according to Grant Wiggins.

AsNorm Frederiksen of Educational Test-
ingService pointsout,assessmentis rrost mean-
inrful when achievement on an assessment
task hasan aestheticand utilitarian value. Tests
should be constructed to emphasize produc-
tion, creation, and performance.

As standardized tests have produced a testing
culture, education must examine the need for
a classroom culture that will sustain the val-
ues, merits, and practices of more authentic
forms. If curriculum asks students to group
scientific ideas, composeamelody, writcactive
discourses, then students must have time to
observe, experiment, draft, revise, and create,
and then be assessed on this process. (Riencke
Zessoules and Howard Gardner)

Assessment in our GATE classes shouild
begin to look more authentic and assess stu-
dents on what we are asking them to do daily
in our classrooms. Why not ask students who
ere studying California, American, or World
History to produce a newspaper as a final
product of their knowledge of content, or to
construct a hypothesis and rescarch a response
using primary source material and research
methodology? [If we expect our students to
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think critically (using higher-order thinking
skills)and tobecome problem solvers, wemust
assess this type of learning. After reading a
short story or a novel, why not ask students to
create a game board which depicts the signifi-
cantevents, people, or conflicts withir thestory?
Allow students to work together or indepen-
dently to produce a product based on their
conceptualization/knowledgeof theirreading.
Portfolios which have long been used by el-
ementary teachers have found their way to the
middle and secondary schools and have be-
come meaningful tools in collectingand assess-
ing student progress in all curriculum areas,
not just Language Arts. Portfolios can go be-
yond a mere collection/sample of student writ-
ings. They can include presentation notes,
video-taped demonstrations, tape-recorded
readingsordiscussions(independentor group),

test scores, and other meaningful data which
can be used for evaluation. Open-ended ques-
tions which require students to problem-solve
and scek multiple paths to correct respon-es
are ways to evaluate students in many curricu-
lar areas, especially science and math. Practic-
ing what we preach is essential.

Assessments which reflect the total learn-
ing environment and which chart and monitor
student progress on a continuum make evalu-
ationa vital component of the total educational
process. Astheeducational paradigmchanges,
we will want our students to exit through our
gates thoughtfully and honestly assessed.

Carolyn Houston is the Mentor Coordinator for the
Anaheim Union High School District.

Seaberg

Continued from page 1

education in diverse settings. Altering age/
grade barriers, changing the pace of learning,
diversifying the educational experience inside
and outside the school walls, and individualiz-
ing instruction so that it is appropriately com-
plex, creative, and sophisticated are among the
key alternatives used. Their work demon-
strates how the principles and requirements
for the gifted and talented programs they es-
pouse can expand the limits of the larger edu-
cational program and bring the vision of the
restructured school to fruition.

New paradigms for learning, that have as
their central theme the full realization of hu-
man potential, are emerging worldwide. This
promising trend advances concepts and pat-
terns for education that are reflective of those
approaches that educators of the gifted have
long promoted to meet the needs of talented
youth. Various national educational emphases
provide myriad connections through which
we can mutually strengthen excellence in the
education of the gifted. For example, our con-
cern in gifted education for identifying and
serving special populations of students ~ the
disadvantaged, the culturally diverse, and the
learning disabled - has been long-standing.
Now such students are considered to be “at-
risk.” The gifted can be counted among them.
Attention to critical, creative, and higher order
thinking skills is a significant focus in gifted
education. Initiatives to include these skills in
the regular curriculum can serve to strengthen

the foundation on which gifted programs may
be built. Anincreasingconcern for early child-
hood education and broader attention to high
expectations of students also offer appropriate
links.

New strategies must be implemented to
build consensus positions to effect comprehen-
sive educational reform. Further, state policy
makers and local educators must strengthen
their leadership roles in order to effect those
consensus positions in ways appropriate to
each .cate and local school district. The con-
cepts, issues, strategies,and approaches of gifted
education, informed by the success of promis-
ing programs as well as emerging relevant
research, can make a significant contribution to
basic school improvement efforts. By clearly
articulating and implementing appropriate in-
tersections of thought and practice, educators
of the gifted and talented can provide direction
that ultimately strengthens opportunities for
the gifted in a manner which assures that a
vision of excellence is reflected in their educa-
tion.

Valerie Terry Seaberg is Consultant, Gifted and
Talented Education; Maine Department of Education,
Past President, Council of State Directors of Programs
for the Gifted; TAG Governor-at-Large; Member of the
Steering Committee Javits Program; and Member of the
Advisory Council of the National Research Center on
Gifted and Talented. She may be reached at

the Maine Department of Education,

State House Station Number 23, Augusta, ME 04333.
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COOPERATIVE LEARNING

Cooperative Learning and the Gifted:
A Common Sense Approach

Over the past three years, I have read about
and listened to the controversy over coopera-
tive learning and the gifted and talented. Be-
cause of this controversy, I became interested
in cooperative learning. Having been an edu-
cator in the field of gifted and talented for the
past ten years, I decided to find out for myself
why so many G/T teachers were upset.

It didn’t take me long to discover the is-
sues. The most burning issue seemed to be the
debate over cooperative learning and ability
grouping. To my amazement I was reading
about schools that were actually dismantling
their gifted programs, placing all students in
heterogeneous classrooms, and adopting co-
operative learning as their main instructional
strategy. These schools had somehow been
convinced thatcooperativelearning would take
the place of gifted and talented programs in
mecting the differentiated needs of this popu-
lation of students.

From where did this idea come? Even
Robert Slavin (1990, p 7), principal rescarch
scientist at Johns Hopkins University Cenier
for Research on Elemer*~ry and Middle
Schools, states that “usc of cooperative learn-
ing does not require dismantling ability group
programs.” Theelimination ofability grouping
became so pervasive in California that in a
recent issue of the Communicator, the Superin-
tendent of Public Instruction, Bill Honig, clari-
fied hisdepartment’s position on thisissue. He
wrote, “It has come to my attention that some
schools and districts are eliminating advanced
classes in a belief that the California Depart-
ment of Education is encouraging or requiring
heterogeneous grouping of studentsatall tiines
and for all instructional activities. This is not
the case.” (Clark, 1990).

Apparently, there has been a misunder-
standing about this iscue from the beginning.
It needs to be clearly understood that ability
groupingand coopecrative learning are not one
and the same. Ability grouping refers to the
grouping of students by ability or achiecvement
with the purpose of reducing group heteroge-
neity (Mills and Durden, 1992). Cooperative
learning, on the other hand, is defined as a set
of instructional strategies “which employ

by Jar: Staples

small groups of pupils to promote peer inter-
action and cooperation for studying academic
subjects” (Sharan, 1980, p 242).

AsIread more about this controversy, and
realizing that I had a clearer understanding of
ability grouping than I did about cooperative
learning, 1 decided 1 needed to find out more
about thisinstructional strategy. AtfirstI, too,
was concerned because my first introduction
to cooperative learning turned out to be a very
complicated structure called Jigsaw. I realized
very quickly that students who were already
familiar with the material could end up doing
most of the work, especially if there were
unmotivated group membersand agroup grade
was going to be assigned. I'had other concerns
as well, but I decided not to make a hasty
judgement.

In October of 1989, 1 had the opportunity to
attend a workshop on cooperative learning led
by Dr. Spencer Kagan from California. Dr.
Kagan presented the elements of cooperative
learning, structures that can be selected to fit
theneeds of alessonbeing taught,and a system
forimplementing cooperativelearninginone’s
classroom. He emphasized the importance of
classbuilding, teambuilding, and the develop-
ment of social skills, and had participants prac-
ticing structures that could be used for mastery
of content or to develop thinking skills.

After that day it all began to make sense to
me. [ was most impressed by Kagan’s empha-
sis on thinking skills, which I had not encoun-
tered with other cooperative learning advo-
cates such as Johnson and Johnson and Slavin.
I now knew where to begin and how to advise
teachers. Ibegan by introducing them to struc-
tures. According to Kagan (1990), structures
refer to content-free ways of organizing social
interaction in the classroom. Structures usu-
ally involve a scries of steps, with a prescribed
behaviorateach step. 1tis within the structures
that activities are born. Whereas activities can
be used up, structures may be used repeatedly
with almost any subject matter, ata wide range
ofgradelevels,and at various pointsinalesson
plan.

ThenIbegan to try some of the cooperative
learning structures in my G/T resource room.
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I began with a classbuilding structure called
Corners. In Corners each student rnoves to a
corner of the room representing a teacher-de-
termined alternative. Students discuss within
corners, then listen to and paraphrase ideas
from other corners (Kagan, 1989). With my
twelve third-grade G/T students I used our
theme of “Structure” asthe content. I wrote the
name-of each season of the yearon a card and
placed each card in a corner of the room. I
directed students to select their favorite season
of the year and to think of a “structure” that
symbolized that season as well. While partici-
pating in corners, students had to listen atten-
tively to each other because they krew they
would have to paraphrase what each person
had said when sharing with therestof the class.
Thisactivity provided to the studentsinforma-
tion about their classmates, gave them the
chance to hear alternative hypotheses and val-
ues, and provided the opportunity to practice
problem-solvingapproaches. Wethendecided
whichideas best fitunder the principle that we
had determined earlier inour theme study, i.c.,
“All structures are either man made or natu-
ral.”

Corners is a very simple structure to un-
derstand and use in a classroom. Students
easily understand the process and are eager to
participate. They don’t tire of this structure
because they know the content will change, as
well as what will be done with the content in
the end. The possibilities for its use are only
limited by the imagination of the teacher. 1
have used Comers for an anticipatory set, a
pretest to find out what the students already
know about a topic, a way {o introduce new
material, and anevaluation checkinthe middle
of a lesson.

Since my first try with Corners I have tried
several other structures with the same success.
I have instructed regular classroom teachers,
K-12,intheiruseas well. They, too, have found
success. I have also gone on to receive more
training in cooperative learning over the past
two years. My school district became so en-
thusiastic about the structure approach to co-
opcrative learning that they twice sent me to
participate in training led by Dr. Kagan.

During all of my training, though, I have
not forgotten my original mission regarding
the use and misuse of cooperative learning
with gifted and talented students in heteroge-
neoussettings. The concernsof peoplein gifted
and talented education were still mounting.

The rescarch or lack of research on achieve-
ment gains for this population when in hetero-
geneous settings using cooperative learning
isstillbeing questioned. Thereisnoresearchto
support the assertion that cooperative learning
in mixed-ability groups for regular instruction
is academically beneficial for gifted and tal-
ented learners (Robinson, 1990).

Now thatI havehad theopportunity touse
cooperativelearning in bothhomogeneousand
heterogeneous settings, I have been able to
make some sense of the controversy regarding
cooperative learning and gifted and talented
learners. Through a common sense approach|
have concluded that cooperative learning,
which is only one of an array of teaching strat-
egies, can be beneficial to all students, includ-
ing the gifted and talented. To qualify this
statement, I would like to share a list of ten
considerations that I have developed which |
fecl must be adhered to when a teacher em-
braces this teaching strategy.

Cooperative Learning and the G/T Student
Ten Considerations

. Cooperative learning and ability grouping
arec twoseparateissues. Therefore, the elimi-
nation of programs for the gifted in favor of
cooperative learning is totally inappropri-
ate.

2. Cooperative learning is just one teaching
strategy for either a heterogeneous or ho-
mogeneous class.

3. Cooperativelearning should notbe used all
the time. Create a balance with individual
and whole-class assignments.

4. High-achieving students should notalways
workin heterngeneous cooperative groups.
Thereare times when gifted students should
be grouped for fast-paced accelerated work
(differentiation). Homogeneous, within
class, grouping is also appropriate.

5. Insure that G/T students are engaging in
the acquisition of new knowledge when
working incooperativelearmning groups uti-
lizing a structure such as Jigsaw where
teaching of others occurs.

6. Teacher training is imperative. Become
familiar with all approaches of cooperative
learning and select the partsthalare best for
your classroom and your students.

7. Carefully match the appropriate structure
with content to be taught.

8. When using a cooperative learning struc-
ture that requires roles, assign the G/T
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Jan Staples is the Director
of Gifted Education and
the Cooperative Learning
Trainer in School
Administrative District
#28, Camden, Maine.
She has alsc served two
terms as President of the
Maine Educators of the
Gifted and Talented.

She may be reached at
Mary E. Taylor School,
34 Knowlton Street,
Camden, ME 04843

students to roles that demand higher order
thinking skills.

9. Do not give group grades for academic
tasks. Group points for social skills are
more appropriate.

10. Do not begin your cooperative learning
experience with a complex structure such
as Jigsaw. Classbuilding, teambuilding,
and social skills development are prerequi-
sites to successful cooperative learning.

I am continuing to advocate for coopera-
tivelearning, keeping inmind the tenconsider-
ations for the gifted and talented. I have shown
teachers how to incorporate specific and ap-
propriate cooperative learning structures as
they develop their lessons based on Bloom's
Taxonomy. [ have begun to rewrite my theme-
based units following the Kaplan Matrix
(Kaplan, 1979), which provides a framework to
differentiate the content, process, and product
for gifted and talented lcarners by selecting the
appropriate structure to be used to teach the
content at a specific process level Iam finding
this to be an exciting addition to the matrix as
well as a means for providing additional infor-
mation to the teacher on instructional strate-
gies to use to teach the content.

My common sense approach to the issue of
cooperative learning and the gifted is working
for me. Thisapproachisalso working for those
teachers who understand the issues of this
controversy and who consider the needs of the
gifted and talented learnerin theirlesson prepa-
rations. I am quite certain, though, that this
controversy will continue as long as coopera-
tive learning and ability grouping continue to
beconsidered asoneissue. Theability grouping
issue will persist because educators on both
sides of the issue feel strongly that they are

right. Cooperative learning also is here to stay.
If this teaching strategy is used appropriately,
acommon ground can be reached by educators
who supportdiffering viewson the best educa-
tional practices to be used to meet the many
and varied learning needs of students in our
educational systems of today and the future.
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Department of Corrections

In the April issuc of the Communicator, the
article by Loraine Fort described a pro-
gram in Parlicr USD. The titles of two
people mentioned in the article were
incorrect. Martin Mares is a Danforth
Scholar and Project Planner for selected
GATE projects at Parlier USD. Elsa DeWitt
is the District Coordi aator for GATE

Programs.

In the April issue of the Communicator, the article by Shawn Okuda
Sakamoto had some incorrect figures.
She submits these corrected figures for your reference.

II. Mathematics Program

Groupltest Pre-percentile Rank Post-percentile Rank
SRP SCAT Math 73 91
Control SCAT Math 68 72
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CoOOPERATIVE LEARNING

Cooperative Learning Structures:
A Comparison of Implementation in a GATE Classroom

and in a Heterogeneous Classiocm

Although I had taught for nineteen years

and had had identified GATE students in my
classes, I had never had the opportunity to
teach an e.tire class of GATE students, until
the current academic year. What has made this
yearsointerestingisthatl havebeenableto use
many techniques and cooperative learning
structures that I had used with heterogeneous
classes. The results have been very gratifying.
Cooperative learning structures have allowed
my GATE students to have the maximum
amount of time to process language and to
learn both to express their ideas freely and to
listen to others. Theamountof critical thinking
that the GATE students have done in this envi-
ronment is much greater than that which I
observed being done in the heterogenecous class
situation. The conclusion thatI have drawn is
that cooperative learning is a powerful tool
that can be used in many different teaching
situations and for many different purposes.

My interest in cooperative learning began

twenty years ago when I was working on a
paper for an education class. I was asked to
design a class setting which would most ben-
efit theelementary student. Callingonmy own
experience as well as observations in other
classrooms, I concluded that the best structure
would be a cooperative one, for two basic rea-
sons.

The classroom needs to be a safe place for
the exchange of language and ideas.
Socialization is a very important facet of
education and cannot be taught by lecture,
but has to be experienced.

Having four in a group, which is really

made up of two pairs, scemed to be the ideal. 1
had also found that the balance needed so that
students would stay together long enough to
bond and yet be grouped in a maximum num-

ber of combinations.

The formula which 1

found worked best was to changegroupsevery
four to six weeks.

You can imagine how excited I was to

attend the California Math Croject at the Uni-
versity of California five years ago and leamn
that what I had thought and had put into
practice all these years had been the focus of

by Marelle Dorsey

many important clinical studies. Cooperative
learning advocates were many,including John-
son and Johnson, Slavin, and Spencer Kagan.
At the CMP/UCI Project I was exposed to all
the developments that had occurred in the
field, and was introduced to the idea of struc-
tures.

I came to understand that every situation
in a classroom is a kind of structure. Teacher
talks - studentlistensisa structure. Think, Pair,
Shareisa cooperativestructure, one with which
is casy to begin. The real fun is getting so
comfortable with using all the structures that
you are able to vary your teaching style easily,
shifting from. one to the other. As an example,
let’'slookathow a traditional classroom discus-
sion might occur in contrast to a classroom
using a variety of structures. After the teacher
presents an idea, instead of the teacher asking
students to raise their hands to answer a ques-
tion, the teacher could use Think, Pair, Share.
Each student would have a few seconds to
think quietly of an answer and then have a
chance to talk about his ideas with his partner.
Every child in the room is accountable to give
ananswer. Ifheand his partnercould nct think
of anything, he might have to say, if called on,
that they must pass.

The teacher tends not to have favorites on
whom to call if the structure of Numbered
Heads is used. Each student in the group of
four hasbeen givena number. The teacher can
call on all the number threes in each group for
their responses. INo one is allowed to raise a
hand to answer someone else’s question. An
appropriate waiting time is given, sometimes
even allowing a person to double check the
partner’s position. For the next question all the
number twos might be called on. As you can
see, there is a chance for cach person to talk
about the question as well as a responsibility to
listen to what someone else’s ideas are and to
be prepared to respond to the class about the
outcome of their deliberations.

I have used such simple structures with
limited-English students. It helped them to
formulate sentences better when they had part-
ners with more skills. However, when used in
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aGATE classroom, the true value seems
to be that the students practice their
higher-level thinking skills more of-
ten. For instance, Think, Pair, Share is
oncoftheConcept Development Struc-
tures. These provide the opportunity
for students to crcate and exchange
unique ideas using low consensus
questions. The questions may be mod-
cled on higher-level ones in Bloom’s
Taxonomy. Other Concept Develop-
ment Structures which work well in
most classroom environments are the
Three-step Interview, Brainstorming,
Categorizing, Group Discussion, and
Two-Box Induction. All of these struc-
tures are usually done in groups of
four.

The Three-step Interview consists
of:
 Step 1, the students are put in pairs

with one student acting as inter-

viewerand theotherasinterviewee.
s Step 2, the students reverse roles.
¢ Step3, the studentsshare what they

have learned from their partners.

Brainstormingencourages creativ-
ity. Each member of theteamhasarole
to play as ideas on one subject are
tossed out within a time limit. No
evaluation of the ideas are done dur-
ing this time. A student acts as a re-
corder, while at the same time helping
thegroup tobuild oncachother’sideas,
encouraging synergy in the group.
Another member is assigned the roie
of encouraging silly ideas. The other
two have the job of cither helping to
speed things along or in reminding the
others to suspend judgement on any
ideas presented. These roles are cailed
the 4 S's of Brainstorming. The GATE
students 1 have observed using this
particularstructurc have come upwith
remarkable ideas.

Categorizing is another Concept
Development Structure with which |
have had success both in the heteroge-
neous class and in the GATE class-
room. It provides a way forstudents to
classify,analyze, and synthesize infor-
mation. The teams are asked to sort or
classify information in different ways,
such as in unipolar systems or even
Venn diagrams.

Another structure, Group Discus-
sion, has two steps. In the first step the
teacher asksa low consensus question.
In the second step, the students have a
group discussion and then share their
ideas with the class.

Two-BoxInduction, starts with the
teacher drawing two boxes on the
board. Inside the boxes different items
are placed. The tcams have to figure
out why these items are in the boxes
and then add an item to each box that
fits the pattern. This continues until all
teams have discovered the pattern. As
you can imagine, alesson that contains
this type of structure will stimulate a
lot of thinking and make learning feel
like a game. How complicated the
original set-up is can be adjusted to
meet the needs of the group, ascan all
of the structures mentioned.

Cooperative Projects is a different
type of structure. Tasks aredivided so
that each person ina group can makea
unique contribution to the team, and
the team can contribute to the class.
One use of this structure is to have the
teams make a sigh with a group name.
They can then make up a one-word
cheer and a handshake and demon-
strateitfortheclass. Whenall thesigns
are hung, the class project is complete.
This is a good way to build team spirit
and make working together casier.

Classbuilding structures are de-
signed to promotea good feeling within
the whole class. Some of the ones that
I have used are Corners, Formations,
Inside-Outside Circle, Line-Ups and
Value Lines, and Similarity Grouping.
Corners can be used to introduce a
topic and to learn about others in the
class. The teacher selects a dirnension
and sets up the corners of the room for
choices. The students pick a corner, go
there, and pair up. During the course
ofthisactivity, each student must para-
phrase both things his/her partner has
said and what someone in a different
corner has said, necessitating careful
listening and thinking skills. Forma-
tions is a structure in which the whole
class, or large groups of students form
figures with their bodies. It is chal-
lenging to have them do this without

talking, using only non-verbal com-
munication. They might be asked to
form a figure with exactly onc line of
symmetry. Outside Circles is an inter-
esting way to have thestudentschange
their partners for discussion. Theclass
is divided into two circles, one inside
the other. They walk in opposite direc-
tions until told to stop. They make a
half turn and find a new partner from
the other line. Line-ups and Value
Lines can be used to have childrenline
up in order, such as by birthdays, orin
a line showing whether they agree or
disagree on a question. An Agree-
Disagree line can be folded, so that
opposite ends become partners and
have tc explain their position to each
other. The last one, Similarity
Grouping, is somewhat like Corners,
except that when theteacherannounces
the dimension, students have to find
someone who agrees with them and
discuss both the positive and negative
aspects of their choice - their favorite
pet, for example.

More complicated is Jigsaw, where
the original teams of four are broken
into four expert groups. The number
ones from each group meet with aspe-
cific assignment of information gath-
ering - as do the twos, threes, and
fours. When they have become ex-
perts, the original groups mee, and
each member shares his or her exper-
tise with the others. What all of these
have in common is that students are
being asked to communicate, both to
express their ideas and to listen to oth-
ers and be able to paraphrase what
they have heard.

GATE students secem to relish shar-
ing their ideas in these structures, and
used within the GATE class they can
furnish the teacher with ways of pre-
senting information, assigning respon-
sibility, and giving the students op-
portunities to work together. The ben-
cfits are limited only by the imagina-
tion.

Marelle Dorsey is a GATE teacher in the

Garden Grove Unified School District,
teaching a 3[4 combination.

She may be reached at Patton School,

6861 Santa Rita, Garden Grove, CA 92645.
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Public Relations: Ladder or Tightrope?

lan Burd, Grade 5
Putton School
arden Grove USD

Publicrelationsforeducators haslong been
a "darned if you do and darned if you don’t”
proposition. The most effective schools and
programs know how to use and embrace hon-
orable and enthusiastic media marketing skills
to let their communities — students, parents,
teachers, government officials, senior citizens,
college students, teachers, classified staff, mer-
chants, and others — know about decisions,
improvements, and accomplishments. They
know how to construct and ascend a laudatory
ladder. They take pride and praise and hold it
up for all to see.

The least effective do not. Instead, they
shrink from media attention — any attention —
as though it were a death-defying fecat - a
tightrope walk! Why?

Most probably because they fail to follow a
few tried and true rules.

1. Know your audience. Do you rescarch
vour listeners and readers? Have vou sur-
veyed them on issues of importance?

o

Be truthful. This one is self-explanatory.
When you control the flow of information,
youmay also control accuracy and honesty.
You must use this control wisely.

by Lorraine Fort

3. Be accessible. Are you available to media
reportersand citizen groups? Are you abie
to think clearly and express issues appro-
priately on short notice?

4. Be informed. Know your subject. Know
your subject. Know vour subject. And if
vou don't, find out!

5. Understand your “market.” Areyou famil-
iar with resources in your community?
Which news sources do you use? Can you
add to your list? Are there social and
business groups at which vou can speak?
What specialty newsletters exist? Whatare
your local talk show opportunities?

Getting the “good word” out about giited
and talented programs - or any topicin educa-
tion - takes time and cnergy, and it requires
rapport, a level of trust mixed with a grain of
salt—really. Italso takes timeto build relation-
ships and contacts, and, as in advertising, it
calls for repetition. Several similar messages
projected at once and continuing throughout
the year(s) make the impression people re-
member.

Every positive effort—no matter how small
—inserts one more rung in the ladder. It takes
courage to move up, and occasionally oric has
to move back a rung or two. The benefits,
however, can far outweigh the setbacks.

One mav still feel the need for a safety net
- the “tried and true” rules listed above ~ but
with practice, the risk always lessens.

In his book, Media Marketing, Peter G. Hills
says, “The success of...many organizations
can...be maximized with media attention
...those withcontinuing media access will have
more opportunities for success...promotional
skills are essential...where organizations are
largely indistinguishable...and...decisionsare
often made on the basis of name familiarity.”

All points to ponder on the way up the
ladder.

Lorraine Fort uses her public relations skills for CAG.
She can be reached at 209/645-0939.

lune, 1992

lage 29




At the End

i am a siv ~aindrop,

Inacry: 2ar blue
teardrop snape,
Falling uncontroliably
to the Earth
Destined to finish my
voyage alone.

Yet when | reach the
end,

| wiil be surrounded

in pure happiness

As | join the others
Who are just like me.

Bethany Barber
Pacifica riah Scheer
Garden Grove LED

STUDENT POETS

When the War Broke Out,
So Did Our Souls
At the cry of war and the first shots
of muskets
Roared out that misty night,
The militia jumped and grabbed their guns,
For the awaiting revolutionary fight.
The cause was clear,
We colonists thought,
Independence was crucial
S0 we fought and fougat.
Our souls cried cut for freedom,
Our taxes weighted us down,
Great Britain was unjust to us,

For the Redcoats were

D

I am the D-string
of a full-sized violin.
Surrounded by 60
many others

in different sizes,
shapes,

and colors.

My sound isn't quite
tuned,

not realty sharp,

nor altogether flat.
My notes I'm not quite
sure of,

was it a quarter note.
zr maybe a haif?

I've played in 60 many
concerts,

played my vest,

| have.

i often wonder what |
will do

when my singing days
are done,

and 1 snap, into half.

Tara Bar-Josepn
Bella Vista High Schoot
San Juan UsD

We no longer believed in the crown.
England poured blood into our land,
Our coast was decked with red

a-coming west,

Fencil

“Oh pencil, my pencil.
Come hither, write on
me.

Your yeilow gicam,
As if in a dream

You go on a writing
spree.”

“Oh paper, my paper.
Your stupidity is a
shame

! do all the work for us-
You take all the fame.”

"You are rude to me ail
the time,

Just using me to make
my rhyme

Your cowardly yellow,
Makes you a piteous
fellow

While | am pure white,
And move you to
fight.”

“Oh s0? Ycu think
You'd do fine on your
own?

And what if ! left
Cur beautiful home¢
What then, oh ye of
purest white?

You need a pencil in
order to write.”

Shalene Cooper
Josh Livni
Bella vista High School

We Thank the

Spirits

We thank the
When our golden
ball of light
shines.

:rits -

As the rain
comes down as
silky lines.

While crimson
stars brush the
trees.

When lace drifts
from the sky.

We thank the spirits -
As wild drums
veat.

While anary
fAames of
firelight dance.
When the rivers
laugh like young
children

As black ribbons
of emoke fly with
the wind.

We thank the spirits -
While painted
souls come to life
on cliffs of
crystal beams.
When arrows of
victory fly.

As peace sirigs
to the earth.
While our people
rejoice.

Elaine Auyoung,

Our clash wag one tough tread. San Juan USD Grade
But our triumph over Britain, Turtle Rock
Won respect from everyone, Elementary Schooi
And today we still celebrate Irvine USD
The day our country had begun.
Maia Taussig, Grade
Turtle Rock Elementary School, Irvine USD
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Yolanda Barrigan Pulido
15 a Resource Teacher
with the VIA SOl Project
i Alisal ESD. She mav
be reached at the

Frank Paul School,

1300 Rider Avenue,
Salinas. CA 93905.

Is the Curriculum for your Hispanic Gifted Children

Appropriate?

It is of utmost importance that the curricu-
lum offered for our Hispanic gifted studentsbe
suitable for their particular needs. This article
will offer some practical suggestions for the
incorporation of appropriate iessons for your
class.

A report by the U.S. Department of
Education’s Office of Civil Rights reveals that
minority groups such as Hispanics, Blacks,
and Native Americans are under-represented
by as much a 70% in gifted programs (Richart,
1987). Researchindicates thatthe under-repre-
sentation of minority groups is due largely to
the practices used to identify giftc 1 students
(Renzulli, 1973; Ortiz, 1987). One suc. practice
is the use of standardized group IQ tests as a
device for screening and eligibility. However,
according to many researchers, the usc of these
group IQ tests are socially and culturally biased
when used with disadvantaged students
{Renzulli, 1978: Meeker, 1978).

The good news is that many schools have
taken this impertant research into consider-
ation and have begun to identify Hispanic
gifted students using authentic assessment cri-
teria that may include:

Nomination forms from teachers, princi-
pals, counsclors, psychologists, peers;

Teacher reports of student functioning -
including intellectual, physical, social,
and emotional functioning, learning
style, and motivation;

Family history and student background;

Student invento.y of self, values, interest,
and attitudes toward school and out-of-
school activities; and

Student work and achievement.

Screening Tests

Multidimensional screening tests such as
the Structure of Intellect (SO have provided
our staff in the Alisal Elementary School Dis-
trict in Salinas, California, the first practical
opportunity for educational therapy with our
large percentage of Hispanic students. The
basis of SOI includes the “mapping” of the
different kinds of intellectual abilities.
* Identifiable intellectual abilities are prereg-

by Yolanda Barragan Pulido

uisite for learning in different content ar-
cas. Specific Structure <f Intellect abilities
have been related to basic learning arcas -
rcadingreadiness, readingarithmetic, math-
ematics, and creativity.

* Student failure in learning situations is of-
ten because they do not have the prerequi-
site intellectual abilities. In other words, a
learning disability is most often theabsence
of a learning ability.

* The Structure of Intellect lcarning abilities
canbeassessed. Inother words, we cantest
tomeasure theextentof development of the
specific abilities required for learmning,.

* Underdeveloped learning abilities can be
taught. We candevelop those abilities that
have been neglected, ignored, or inhibited
by factors such as poor health, perceptual
problems, or emotional barriers.

SOl has been tested in many schools, with
gifted. slow learners, mentally retarded, disad-
vantaged, educationally handicapped. neuro-
logically impaired, and bilingual as well as
averagestudc .. Resultsindicate that progress
in achievement scores, social adjustment, and
better self-concepts has come about when SOI
prescription tasks have been used. The SOI
prescriptive approach hasdemonstrated that a
student’s intelligence can be trained, and if
trained specifically, improved self-conceptand
improved attitudes lead to scholastic achieve-
ment. (Meeker, M., 1991}

If yourschool hasidentified Hispanic gifted
students, [ urge you now to assess your curricu-
lum. Just as we know that many students have
missed the opportunity to participate in gifted
programs because of the socially and culturally
biased standardized tests, it is important to
note whether or not the curriculum that we
now offer our Hispanic gifted students is so-
cially or culturally biased or appropriate.

The fact that we may have Hispanic stu-
dents in our classrooms does not necessarily
mean that they know very much about their
culture and their heritage. We must provide
classroom environments that will allow stu-
dents to openly discover the richness of their
heritage.

‘une, 1992
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To foster a personal investigation 6f one’s
culture can allow students to acquire a sense of
pride and importance. Students who canlearn
to appreciate their own culture’s contributions
can more readily become responsible leaders,
in that they will promote respect and responsi-
bility in their community. If classrooms can
become a model that is respectful and erthusi-
astic of the cultures and traditions represented
by its students, thenchildren will learnto work
together to promote the positive aspects of
their culture and, at the same time, work to
overcome those aspects of traditions that stifle
progress.

Children must understand that ignorance
of their culture can lcad to a narrow under-
standing of some of the forces that control our
behavior and attitudes (low self-estecem, big-
otry, racism). Childrencanbe given the oppor-
tunity to examine their cultureand background
while acquiring academic skills through inte-
grated thematic instruction strategies. They
will learn to evaluate their beliefs in compari-
son with those of others. It is imperative that
students learn about themsclves before they
are asked to understand the world around
them.

What can we do in the classroom to foster
the study of Hispanic culture?

How about incorporating a thematic ap-
proach to your curriculum that will allow stu-
dentstoinvestigate their Hispanicculture from
the perspective of the past, present, and future
while integrating science, art, literature, math-

1

ematics, music, architecture, poliizcs and edu-
cation?

Students can also study the demographics
of their particular school or community in or-
der to evaluate whether Hispanic needs are
being met in the areas of health, education,
employment, industry, politics, etc. How can
they help meet the needs of their community
now and in the future?

Empower your students to becomeleaders
by forming partnerships with Hispanic com-
munity leaders and role models. Invite role
models as well as parents to come to your class
and share their expertise.

Encourage students to investigate how
Hispanics of today are making achievements
and contributions in fields such as literature,
film, music, politics, medicine, dance, sports,
journalism, education, business, industry, etc.

The beauty of incorporating the study of
culture fromthe perspectiveof the past, present,
and future with regard to language, science,
literature, music, etc. is that you can encourage
critical thinking and problem solving, creativ-
ity, research, and other higher-level thinking
skills. Children will also become more aware
of educational and vocational options.

In closing, fostering the study of culture in
your classroom will enrich your curriculum
and can empower your students to become the
proud and productive citizens of the future.
Isn’t that what education is all about?
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Optimizing the Future for Gifted and Talented
Students from Underrepresented Populations

Do you want the educational demographic
“good news” or “bad news” first? As with
most futuristic projections these days the “bad
news” looms large, leaviug us to question
whether our nation has the capacity and re-
sources to accomplish the “paradigm shift”
necessary to make substantial changes for the
success of gifted and talented students from
underrepresented populations. Listed below
arc educational demographic projections from
the Institute for Educational Leadership, Inc.
* more children entering school from pov-

erty households

» smaller percentage of children who have
had Head Startand similar programs, even
though more are eligible

* continuing drop in the number of minority
high school graduates who apply for col-
lege

* increased numbers of Asian-American stu-
dents, but with more from Indonesia, and
with increasing language difficulties

* continuing high drop-outratesamong His-
panics, about 40% of whom currently com-
plete high school

* mgjorincreaseincollegestudents whoneed
BOTH financial and academic assistance

* continuing decline in percentage of high
school students who graduate in virtually
all states, except for minorities

e continuing increase in the number of Black
middle class students in the entire system

* increasing number of talented minority
youth choosing the military as their educa-
tional route, both due to cost and direct
access to “high technology”

* continuing increase in the number of col-
lege graduates who will get a job which
requires no college degree (currently 20%
of all college graduates)

* increased percentage of workers with a
college degree (from one in seven to one in
four today).

Within the United States’ educational sys-
tem gifted and talented students represent a
small percentage of the general student popu-
lation. Using a standard definition of general
intellectual ability the percentage of gifted and
talented studentsis usually reported at 3-5% of

by Deborah K. Bellflower

the national student populawon. Affectingthis
population are factors which may place stu-
dents at risk and prevent them from being
recognized or identified and/or raise barriers
which preclude the accessibility of appropri-
ate or adequate educational opportunities.

There are the underachicving gifted stu-
dents who demonstrate individual potential
(typically an IQ of over 140) but whose school
performanceis mediocre orevenfailing. There
are culturally different gifted students who
may not be as readily referred for gifted educa-
tion services or who find that the identification
procedures and selected assessment instru-
ments may not provide the school district with
a true representation of their abilities and po-
tential. There are young gifted students who
may be at risk because they live in a school
district which does not begin to identify gifted
students until the third or fourth grade, by
which time the students’ abilitics may be sub-
merged beneath daily homeand school coping
behaviors —~ the “window of opportunity” for
recognitionlost. Gifted handicapped students
may find themseclves doubly at risk because
their giftedness masks theirhandicap and their
handicap often masks their giftedness, with
services for neither. There are the gifted girls
and women who continue to be discouraged
from pursuing academic careers in mathemat-
icsand science.Last, there are the economically
disadvantaged students who, regardless of
race, ethnicity, or gender, find themselves left
out of the referral process and often absent
from gifted education programs.

A key element identified through the
Florida Department of Education’s statewide
study of gifted students fromracial and ethnic
underrepresented populations was the lack of
accessibility into the initial “pool” of candi-
dates through standard referral and screening
practices. There was a general lack of aware-
ness of this special population on the part of
educators. We also discovered through testi-
mony from parents during a series of state-
wide hearings how unaware parents and legal
guardians were of their local referral and eligi-
bility procedures.

June, 1992
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Awareness of students from these under-
represented groups can be increased when a
state and/or local educational agency identi-
fies this as a discrete goal or objective of the
agency. For example, in 1989 Dr. Joseph Shil-
ling, State Superintendent of Schools for the
Maryland State Departmentof Education, iden-
tif‘ed in a Superintendents’ Memo an expecta-
tion for support of a state initiative to identify
minority studer ts and staff participants in the
1989 Maryland Summer Centers for Gifted and
Talented Students Program.

Along with the “Sups Memo” wereattach-
ments highlighting several local district pro-
grams which had made significantadvancesin
this area such as the Program of Assessment
Diagnosis and Instruction (PADI) model, de-
veloped through Montgomery County Public
Schools to identify young Black and Hispanic
students, the Howard County Public Schools
program for nurturing highly able Black stu-
dents, and a synopsis of the TAG Opportunity
Programdeveloped in Prince George’s County.
This demonstrates a level of support and an
expectation of accomplishment for all school
districts from their chief state school officer. A
similar level of intent is demonstrated by
Whittier Union High School District in Califor-
nia through their GATE program handbook.
The handbook states, “Itis the specific intent of
the GATE Program Identification and Place-
ment Committee that all qualified pupils, in-
cluding those designated limited English pro-
ficient (LEP), be provided every rationally
based opportunity to be considered eligible for
the GATE Program.”

Articulating a commitment to developing
a GATE program which is multidimensional is
thefirststep and canbeacatalyst to developing
the basic skills of education which were identi-
fied in the Workforce 2000 Reportas part of the
Foundation Skills thatallfuture workersshould
possess. Important for this population are the
recommended personal qualities of self-esteem,
self-management, integrity, and individual
responsibility, since the issue of self-esteem
and positive attitudes consistently appear in
the research literature with regard to the
achievement and success of gifted students
from underrepresented students. Also vital
are the thinking skills, which include decision
making, problem solving, learning strategies,
creative thinking, and reasoning skills which
are necessary for success in the future work-
place.

The recently published AAUW nation-
wide poll to assess self-esteem, educational
experiences, interest in math and science, and
career aspirations of girls and boys ages 9-15,
entitled “Shortchanging Girls, Shortchanging
America,” which incdluded over 3,000 students,
identifies the issue of self esteem as the key
finding. Adolescence is ‘ound to be a tough
time for both girls and boys. As girlsand boys
grow older, both experience a significant loss
of self-esteem in a variety of areas; however,
thelossismostdramaticand has the mostlong-
lasting effect for girls. The report summarizes
several important findings about the effects of
young people’s declining sense of self and the
complex relationship between adolescer* self
image and careers, the differences in that rela-
tionship due to gender, and the impact of math
and science on self-esteem and career aspira-
tions.

Because the home is where the student’s
first learning experiences occur and the parent
is the most important teacher, we must de-
velop and support not only special programs
developed for gifted and talented students from
underrepresented populations but also sup-
portgeneral programsand opportunitiesavail-
able for parents to learn how to help their
children do better at school. In 1989, a meeting
of representatives of twenty-one organizations
- employers and unions, private and public -
took part in demonstrations of five trail-blaz-
ing programs designed to aid parents at the
workplace learn to do just that. The meeting
summarized the firsteighteen monthsofa two-
year study entitled “Linking Home and School
through the Workplace” under a grant from
the John D.and Catherine T. MacArthur Foun-
dation. One of the Foundation’s major ficlds of
interest is to ensure that children, particularly
those from disadvantaged homes, not be pre-
vented from realizing socioeconomic success.
It promotes educational programs to improve
the home and community environment of chil-
dren ages 4 to 14.

The objectives of the workplace program
were to determine what approaches were be-
ing used by school-related programs for par-
ents and how well they worked; to adapt suc-
cessful programs to the workplace; to develop
printed and other program materialsand make
them available to employers and unions; and
to advise users on how to publicize programs
to their employces or members and to setup a
network to disseminate the programs.
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Over the courseof a year the study
identified five outstanding programs
that had worked successtully inschool-
related situations. They were presented
at this meeting and are as follows:

* Darents’ Q and A Library. A dis-
play of twenty questions that con-
cerned parents typically ask about
schoolchildren (forexampie, “How
can | get my child to do his/her
homework?”), and a matching set
of brief, easy-to-read instructions
for painless activities at home that
will produce the desired results.

» Reading Aloud. A setof one-hour,
stand-alone workshops in which
parents get the hang of reading
aloud to their children and stimu-
lating themto read more. The work-
shopsalso provide practicala vice
on how to obtain good books that
children will enjoy.

+ Family Math. A set of one-hour,
stand-alone workshops in which
parents learn about the mathemat-
icssubject matter theirchildrenare
studying so they candiscussitcom-
fortably. At cach workshop they
try out and bting home activities
thatare funard which help parents
and childrer alike absorb impor-
tant mathernatical concepts and
procedures.

¢ Family Science. A set of work-
shopsalong thesame linesas those
‘or Family Math, but focusing on
basic concepis and procedures of
physics, biology, and other sciences.

* TV Watching. A one-hour work-
shop in which parentslearn how to
nhelp their children think critically
about what they see and hear on
television.

Robert Zager, Vice President for
Policy Studies at Work In America In-
stitute, has described these programs.

How does a program work? Take
Family Reading as an example. De-
eloped originally for use at school, it
consists of ten one-hour workshops,
cach covering different subject mat-
ter; each can stand alone, but all fit
together into a coherent series. Par-
cnts enjoy them and benefit whether
they are low-literate or have college

degrees. Workshops can be oriented
toward children of any age. Parents
help each other learn how to read
aloud and to ask questions that pique
children’sinterest and stimulate their
minds. They learn how to listen to
children’s responses. They become
familiar with books of folktales, po-
etry, science, and family stories, and
learn where to borrow or buy
children’s books. Consistently, they
find their family lives enriched by the
experience, and many begin to renew
their own education.

I think you can already imagine
how this could be further refined or
enhanced to providebasicinformation
and support to parents of gifted and
talented students.

A “Planof Action,” or should I sav
a “Pian of Success,” which focuses on
the nurturing and development of po-
tential and achievement for gifted stu-
dents from underrepresented popula-
tions must include all aspects of the
student’s world, with particular atten-
tion given to the information you can
gather from the student’s parents or
extended family members and the in-
formation and support you can pro-
vide to thissame source. Thisinforma-
tion may be used in a traditional as-
sessment process or when using an
authenticor portfolio assessment pro-
cess. Taking advantage of programs
that support and educate parents in
the workplace can provide a vital link
forthe success and recognition of these
gifted at-risk students in our nation’s
schools and support for their parents.
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GIFTED GIRLS

R -

Gifted Girls

Early this year the American
Association of University Women
re-leased a comprehensivereporton
the education of women prepared
N\~ by the Wellesley College Center
‘ w forResearch on Women. This
\‘&_ repcrt, entitled How Schools
% Shor.change Girls (AAUW,
1992a), grew out of concerns
that the debates around educational reform of
the past decade had largely ignored the needs
of females. A review which assessed theamount
of attention given to gender and sex equity
issuesin 35 reportsissued by special task forces
and commissions since 1983, resulted in the
finding that only four gave serious attention to
these issues and only one made a specific
recommendation.
This invisibility of girls in the current debate
suggests that girls and boys have identical
educational experiences in school. Nothing
could be further from the truth. Whether one
looks at achievement scores, curriculum de-
sign, or teacher-student interaction, it is clear
that sex and gender make a difference in tie
nation’s public schools. The educational sys-
temis notmeeting girls’ needs (AAUW, 1992c,
p.31).

Although the needs of gifted girls were not
the explicit focus of the report, the data sum-
' marized, the conclusions reached, and the im-
plications are often directly related to the is-
sues which face gifted young women in our
schools. The most pertinent findings and is-

" How Schools Shortchange Girls:
Implications for Parents and Educators of

by Carolyn M. Callahan

sues revolve around the development of gen-
der roles, the experiences that young women
have in school, and the continued lack of inter-
est and achievement in mathematics and sci-
ence among the females most talented in those
areas. They are discussed briefly here, with
selected citations from the report to illustrate
the issues.!

Development of Gender Roles

Male and female children begin the devel-
opment of gender roles in infancy, but the
adoption of these roles in stereotypicand rigid
fashion at the beginning of adolescence is the
first indication of potential limitations that fe-
males — especially gifted females — impose on
themselves. For example, by sixth grade, girls
“rate being popular and well-liked as more
important than being perceived as competent
or independent. Boys...are more likely to rank
independence and competence as important”
(AAUW, 1992a, p. 11). While we certainly do
not expect females (or males for that matter) to
abandon concern for others, the obvious dan-
ger is that girls may begin to act on their beliefs
to pursue popularity at the expense of the
pursuit of independence and competence - a
tragic loss.

At the same time we see other indicators
that are even more detrimental to the gifted
female. Nearly every longitudinal study re-
portssignificantdeclinesin the self-esteemand
self-confidence of females as they move from
childhood into early adolescence. These sig-

Continued on page 35
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ing academic successand personal fulfillment. The comment, “Iflonly
had the opportunity...” might better be phrased, “How can I make the
opportunity?” Both parents and teachers share the responsibility to
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nities that can support the students’ abilities.

Gifted students often are resistant to the opportunities available to
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are rejected. Gifted students will describe how they devalued the
opportunities presented to them because of both how they were offered
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presented to them sometimes are perceived as greedy. Gifted students
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viewed as aggressive. This situation seems to transcend gender and
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opportunities are being curtailed, gifted students need even more
assistance in being able to make decisions about how to take and make
opportuanities. One quality of a differentiated curriculum would be to
teach gifted students how to make a match between the availability of
opportunities and the profile of their needs, interests, and abilities.
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EDITOR'S COLUMN

America Needs Heroines

Every so often an observer of American
life writes an article decrying the lack of heroes
in our society. There’s no one to look up to, no
one to admire, no one to pattern ourselves
after. Government officials are embarrass-
ingly fallible, police don’t inspire significant
numbers of citizens, doctors are sometimes
seen as more concerned with avoiding mal-
practice suits than caring for patients, teachers
are portrayed as incompetent or ineffective,
and even parents no longer occupy the pedes-
tal they once enjoyed. Of course, these com-
mentators admit that the dreadful examples
they use may be the exception rather than the
rule, but it is generally agreed that heroism
isn’t what it used to be.

What about heroine-ism? We may be fac-
ing adearth of heroes just now, but think about
it. Who are our heroines? Who do Americans
think of when they say the word heroine?
Betsy Ross? Well, maybe. Clara Barton? Eliza-
beth Blackwell? Susan B. Anthony? Suffrag-
ettes? Rosie the Riveter? Amelia Earhart?
Eleanor Roosevelt? These are all inspiring
women, and there are more, lots more, but
however you add it up, there aren’t enough.
Those are all names from the past. What we
need tc consider is the present, or maybe the
year 2000 and the fulfillment of the National
Education Goals. What we need is more hero-
ines, role models for girls, all girls, but espe-
cially gifted girls.

Inherarticlein thisissue, Kate Noblequotes
a study which says “no child will choose a
career that she does not know about or cannot
identify with,” and this is the crucial issue.
How can gifted girls and women fulfill their
potential when they meet, read about, see on
television so few women in roles of leadership,
so few women being admired nationally (or
internationally) for exceptional contributions?
The figures are too well known to need repeat-
ing - the still dismally low percentageof women
ingovemment,onuniversityfaculties,in medi-
cine and law, in public school administration,
the areas where policy is made and ideas turn

into reality. When girls see teachers, but few
principals and even fewer superintendents,
lots of nurses but still not many doctors, one
Supreme Court justice and thousands of para-
legals, they have an overwhelmingly difficult
time envisioning themselves in anything but
less significant roles.

Our mission is clear. We must provide
gifted girls with heroines to admire and to
whose achievements they can aspire. We must
find all the heroines we can, the women who
are in positions of leadership right now, and
we must put them in touch with the 1pcoming
generation of girls. We have to find ways to
write about them in publications, see that their
achievementsand positions are aired on televi-
sion, convince them that coming to schoolsand
talking to classes (the boys need to hear this
too) is worth their time. We need to put pres-
sure on television and the film industry to
show women in serious positions of authority
and competence.

Teachers have a significant role to play in
all of this. We'veall read the studiessuggesting
that boys and girls are treated differently in
class, and we need to look at ourselves in the
classroom and be sure we aren’t contributing
to this. Above all, we need to encourage girls to
feel they can be successful in math and science,
thoseareas whichare so notoriously male domi-
nated. If by the year 2000 we want American
students to be “first in the world in science and
mathematics achievement,” vze (and thismeans
every teacher who walks through a classroom
door every day) must make a concerted, defi-
nite effort to see that girls are included com-
pletely in science and math education starting
with their first day in kindergarten.

Yes, we need heroes. Inner city kids need
heroes. Disabled kids need heroes. Minority
kids need heroes. Just plain ordinary kids need
heroes. And at least half of those heroes need
to be heroines!
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Nineties men
are finally able
...tis

surely time for

to cry.

women to stop
playing the
role of the
somewhat
silly,
defenseless
little woman
who may
compete in the
man’s world
but who really
belongs in the
kitchen and
the bedroom.

What it Means to be Gifted and a Woman

Being a woman is no easy job, but being
intelligentas wellisan even tougher challenge.
We have all struggled with the stereotyping
and prejudices with which our society has la-
beled women in this male-dominated nation.

A recent American Association of Univer-
sity Women study states that curriculum com-
monly ignores or stereotypes females, that sex
bias is found in standardized tests, that the
gender gapinscience hasnotdeclined and may
be increasing, that girls who want to take col-
lege math have closed the gap with men in their
field but are still rat pursuing math-related
careersin proportion to men. Weaskourselves
why these facts are still a reality in the nineties.

Celina Miranda, an 11th grade GATE stu-
dent at Century High School, recently did a
study on feminism for her honors project.
Miranda told us, “Every day brings about a
new challenge. I face these challenges with
diligence and strive for successful results. At
the same time, | must prove to those around me
that my gender does not limit my potential as
an individual human being.” Why does one
still have to prove that being female does not
limit one’s ability?

Vve discussed the question of being gifted
and a woman with several girls from our 9th
grade honors English class. One of the most
striking themes to emerge was that many girls
will hide their intelligence around men be-
cause they sense that if they are considered
“smart” they will scare themenaway. Another
theme that emerged was the fact that girls will
react and defend themselves against blatant
sexist remarks but that they will ignore the
sexual innuendos with which we are 21l famil-
iar. In fact, women are so used to these subtle
sexist remarks that often we don’t even notice
them. It is worthwhile to note that these 9th
grade girls could relate this behavior to their
parents’ lives and the lives of their parents’
peers as well as to their own. One obvious
example of thisis that whena woman ismoody
it is often attributed to PMS. When a man is
moody, he has had a hard day at work.

by Debra Russell and Nina Alexander

We have all heard stories of teachers who
direct their questions more to theboysand who
seem to favor themale gender. Fortunately, we
have notencountered thisprobleminour class-
rooms. We seem to face the most difficultics
outside of school. Proving that we are intelli-
gent, that we do have ambitions beyond mar-
riage and children, is not always an casy task.
However, ir. our GATE classes, the teachers are
exceptional. They treat each student with re-
spectand asa person, notagender. Thebiggest
problem is that being botha woman and gifted
places one in a real minority situation, a situa-
tion that is often uncomfortable because of our
male-dominated society.

We feel that the media has been the major
problem in the stereotyping of gifted women.
Many movies and most commercials portray
women as bimbos or sex symbols. If women
are smart or gifted, they are often seen as unat-
tractive and even, in some cases, evil. Theonly
way to change the image society has created
and that many women have fed by accepting it
and by covering up their intelligence is by
changing our way of thinking and forcing the
media to change its stereotyping. After all, in
the nineties men are finally able to cry. They
don’t have to be the macho figure all the time.
If this is 50, then it is surely time for women to
stop playing the role of the somewhat silly,
defenseless little woman who may compete in
the man’s world but who really belongs in the
kitchen and the bedrcom. Itistime for women
to emerge as the intelligent beings they really
are.

It is surely up to the gifted woman to lead
the way, not in a war against men, but simply
toassert one’sright to bean intelligent being as
well as a woman, to force society to accept the
fact thatintelligent, gifted women are a natural
part of our society and are here to stay.

Debra Russell and Nina Alexander are GATE students
at Century High School in Santa Ana, California, and
embers of the SAGE Leadership Team.
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Factors Affecting the Achievement of Culturally

Diverse Gifted Women

In 1921, Lewis Terman of Stanford
University began his pioneering
longitudinal study of 1,528 intel-
lectually gfted children born
during the previous decade.
Research on this sample by
Terman and his colleagues has
produced the most comprehen-
sive data on the characteristics
ofintellectually gifted individu-
als over time. Recent longitudi-
nal studies of gifted women and
men born after 1940 (e.g., Subotnik,
Karp, and Morgan, 1989) indicate that
the later gifted women have made
significant gains in educa-
tional attainment and
professional status as
compared with the
Terman women.
Unfortunately, nei-
ther the early nor the more recent studies offer
significant insight cn gifted women from eth-
nically diverse backgrounds. To provide un-
derstanding about the lives of ethnically di-
verse gifted women, this article presentsa syn-
thesis of extant literature and derives hypoth-
eses concerning factors affecting this group’s
achievement. The article begins with a discus-
sion of derriographic data that substantiate the
need to generateinformation concerning gifted
women from diverse backgrounds.

The Data

Availabledataonschool-agechildreniden-
tified as gifted indicate that culturally diverse
gifted children, whether male or female, tend
to be underserved (Multifunctional Resource
Center, 1990; Zappia, 1989). Collectively, these
data suggest that while increasing numbers of
ethnic children are being enrolled in programs
for the gifted, the number of Hispanics and
African-Americansin such programsisless(in
some cases by over half) than what would be
expected from their numbers in the general
population.

Few data are available regarding the
achievement of ethnically diverse gifted

by Margie K. Kitano and Carol O. Perkins

women. The underachievement of this group
canbeinferred fromseparate findings ongifted
women and the professional attainments of
women and ethnically diverse individuals.

Although the incidence of giftedness in
boys and girls is equal, the number of males
exceeds the number of females in terms of
adult achievers. As Callahan (1981, 1991; Reis
and Callahan, 1989) has pointed out, thelitera-
ture on gifted adults suggests that a substan-
tially greater proportion of creative, produc-
tive adults are males. One study of 400 histori-
cally eminent individuals included only 52
women (Goertzel and Goertzel, 1962). A sub-
sequent examination of 300 contemporary in-
dividuals of eminence (Goertzel, Goertzel, and
Goertzel, 1978) mentioned only 78 women.
Nationally, women have increased their share
of doctorates. According to the Chronicle of
Higher Education (April25,1990), womenearned
36.5% of all doctorates awarded in 1989. How-
ever, of American citizens earning doctorates,
only 3.6% were African-American, 2.5% His-
panic, 2.7% Asian, and 0.4% Native American.

The business sector also reports low par-
ticipation of women and ethnically diverse
individuals in management. Morrison and
Von Glinow (1990) cited the following statis-
tics:

Women represent only 3.6% of board di-
rectorships and 1.7% of corporate officerships
in Fortune 500 companies (1988 study), 8.6% in
Senior Executive Service levelsin the U.S.Gov-
ernment (1989 study), and an average of 1.1
senior administrator (i.e., dean level or above)
per college or university nationwide (1986
study).

Regarding ethnically diverse men and
women, one African-American heads a For-
tune 1000 company (1988 study), and in 400 of
the Fortune 1000 companies, less than9% ofall
managers were African-American, Hispanic,
or Asian (1986 study).

In sum, the literature points to unequal
access of culturally different children to educa-
tional programs for the gifted and unequal
access of women and ethnically diverse indi-
viduals as “«ults to positions of professional
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status. Even with the advent of the women’s
liberation movement, the proportion of women
holding top positions in business, academia,
science, journalism, literature, and the arts —
virtually all professional fields — continues to
be small. When individuals are both culturally
diverse and female, the obstacles to equal ac-
cess compound. Society’s loss of the potential
contributions of gifted women from culturally
diverse backgrounds makes the acquisition of
information that will promote their develop-
ment critical.

Models of Adult Achievement

Theor :tical models of adult achievement
that consider structural, institutional, and soci-
etal factors in addition to individual and back-
ground characteristics, appear most appropri-
ate for understanding achievement of cultur-
ally diverse gifted women. A synthesis of allo-
cation and traditional socialization models is
required to conceptualize diverse gifted
women'’s educational and career attainment.

According to Kerckhoff (1976), the tradi-
tional socialization model of status attainment
suggests that an individual s ability and early
socio-economic status (SES) explain the ulti-
mate level of education achieved, and that
these three variables explain occupational at-
tainment. Mediating socialization process vari-
ables include encouragement by significant
others (parents, teachers, peers)and the child’s
aspirations. Thus, the sccialization model at-
tributes outcomes to the individual’s evolving
personal characteristics as shaped by signifi-
cant others in his or her environment.

Kerckhoffalso describesa competing view,
an allocation model of status attainment. This
latter model minimizes the significance of varia-
tions in socialization outcomes, motivation,
and skills and instead emphasizes social forces
and structural limitations, such as institutional
criteria for identifying, selecting, and classify-
ing individuals. Allocation models assume
thatstructural factors(thoseoutsideindividual
control) exert profound influence on the posi-
tion one ultimately reaches. Kerckhoff and
others (e.g., Wilson, 1987) argue that the tradi-
tional status attainment model, which assumes
that individuals operate in an open opportu-
nity system, has less applicability to ethnically
diverse populations, individuals fromlow-SES
backgrounds, and women.

Betz and Fitzgerald (1987, p. 143) summa-
rized individual, background, educational, and

adult lifestyle factors which are generally sup-
ported in the empirical literature as enhancing
women'’s carcer achievement. Individual vari-
ablesare high ability, liberated sex role values,
instrumentality, androgynous personality, high
self-esteem, and strong academic self-concept.
The authors point to having had a working
mother, supportive father, highly educated
parents, female role models, adolescent work
experience, and androgynous upbringing as
important background variables. Educatioral
variables include higher education, contirwua-
tion in mathematics, and girls” schools and
women’s colleges. Late marriage or single
status with few or no children constitute adult
lifestyle factors facilitative of women'’s career
achievement.

Betzand Fitzgerald note thatthemannerin
which these factors interact to impact career
developmentrequires investigation. Theycon-
clude that no satisfactory theory of career de-
velopment of women exists. “Given that girls
surpass boys in school achievement at all lev-
els, but lag far behind in ultimate educational
and occupational level attaired, an appropri-
ate model will have to include barriers to
women'’s carcer development, both internal
and external, that reduce the extent to which
their abilities are actualized.” One can readily
infer the absence of a satisfactory theory of the
career development of gifted women and cultiir-
ally diverse gifted women. Given the “triple
minority” status of such women and their cul-
turally defined socialization experiences, struc-
tural and socialization factors must be exam-
ined in addition to personal/individual at-
tributes.

Factors Affecting
Gifted Women's Achievement

Findings of comparative, longitudinal, ret-
rospective, and analytic studies on gifted
women have yielded information consistent
with Betz and Fitzgerald’s summary (1987) of
variables thatsupport women’s career achieve-
ment. However, as noted above, few studies
specifically address diverse gifted women. One
notable exception is Arnold and Denny’s case
study report (1991) on five African-American
(three women and two men) and three Mexi-
can-American (all women) 1981 Illinois high
school valedictorians. For the most part, infer-
ences must be drawn from available literature
on gifted women and on high-achieving indi-
viduals from culturally diverse backgrounds.

Sentember, 1992
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Table1

Selected Studies on Factors Affecting Ethnically Diverse Achieving Women (& Men)

Factors Affecting Achievement

Reference Personal | Background/Socialization Structural
Arnold and Denny (1991) persistence; | strong family ties lead to economic hardship;
Followup of 8 black and determination sense of responsibility to support/encouragement
Mexican-American sub- family of origin; from college faculty
jects from study of 1981 commitment to commu-

Hlinois high school vale-
dictorians

nity

Simoniello (1981) 8 case
studies of high-achieving
professional Latinas

some assimilation;
independence;
goal orientation

high parent expectations
for high school, with less
support for higher educ.,
especially from fathers;
expectations of obedience
to parents; conflict over
nontraditional careers

experiences with discrimi-
nation;

sexism experienced within
family and society

Lane (1973) Retrospective | average 2nd grade IQ married parents both questionable validity of 1Q
analysis of 22 female and increase of 8 points in 8th living at home during scores
male African-Americans grade while controls subjects’ childhoods;
from poverty backgrounds declined high mobility but less than
control
Allen (1985) 327 female 3.4 high school GPA; high | parents graduated from academic achievement

and male African-Ameri-
can undergraduates at six
~white” state universitics

aspirations; drop in female
acad. perf. cf. to males;
aspiration levels lower for
females and lower SES
subjects

high school; 25% gradu-
ated from college

related to favorable faculty
relations, high school
grades

Adole

scents

VanTassel-Baska (1989)

high level of school suc-

high parental aspirations,

importance of teachers and

Case studies of 15 disad- cess; positive attitudes expectations, and stan- school
vantaged gifted adoles- toward school; need for dards for achievement;
cents, including 8 black achievement; some external | role of extended family;
and 1 Asian motivation; procrastination | importance of grand-
mother for girls; limited
peer involvement
Lee (1984, 1985) 68 black high achievement motiva- | high parental encourage- most indicated no experi-

students grades 8-12ina
SE rural scheol system;
identified by school as
successful academically
and socially

tion; consistent study
habits; future orientation;
higli aspirations; high
social consciousness;
religious beliefs; black
pride but low levels of
black consciousness; self
confidence; perceived
differences from peers

ment; values of respecting
others and elders, honesty,
church; importance of
extended family; domestic
responsibilities;

ence with racially related
problems in school (pre-
dominantly black system)

Fordham (1988) ethno-
graphic study of 6 high-
achieving black high
school students, 3 male/3
female in predominantly
black school

females showed "un-
equivocal commitment to
values and beliefs of
dominant social system”;
use of “racelessness” as a
strategy to cope with
ambivalence about achiev-
ing.

raceless persona valued by
school
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Interestingly,even theliteratureonhighachiev-
ers among some ethnic groups is sparse, per-
haps due to adoption of theoretical models that
predict underachicvement as normative for
these groups (Slaughter-Defoe, Nakagawa,
Takanishi, and Johnson, 1990).

Table 1 summarizes findings of studies
thatilluminate factorsaffecting the performance
of high-achieving adults and adolescents from
culturally diverse backgrounds. Consistent
with themodel of contributing factorsdescribed
above, we have organized the findings as per-
sonal characteristics, socialization and other
background influences, and structural factors.

Factors Affecting the Achievement of
Gifted Women of Color
Hypotheses regarding factors affecting the
achievement of ethnically diverse gifted
women can be derived from the foregoing

literature. Table 2 presents (a) factors found
by Betz and Fitzgerald (1987) to enhance the
career achievement of women in general; (b)
additional factors inferred from the litcrature
as supporting the achievement of ethnically
diverse gifted women; (c) barriers found for
gifted women in general; and (d) additional
barriers that might be hypothesized for
gifted women of color based on the literature
reviewed.

If verified, these hypotheses may have
implications for teachers, parents, and coun-
selors regarding early recognition and
acknowledgementof the potential >f culturally
diverse gifted girls; early support of ethnicand
personal pride;identification of supportive peer
groups;strategies for recognizingand respond-
ing to harassment, and sexual and racial dis-
crimination; strategies for obtaining financial
assistance; strategies for finding peers and ob-

Table 2
Factors Affecting Women’s Career Achievement
i Reference Individual Background Education Adult Lifestyle Structural
Supported in high ability working mother higher education late marriage
empirical literature | liberated sex-role | supportive dad continuation in few or no children
as enhancing values highly educated mathematics
women'’s career instrumentality parents girls’ schools/
achievement androgynous female role models women'’s colleges
Betz and personality adolescent work
Fitzgerald (1987) high self-esteem experience
strong academic androgynous
self-concept upbringing
Additional biculturalism at least one support- | enriched K-12 supportive spouse | financial assistance
supportive factors resilience ive parent schooling civil rights
hypothesized for determination early identification | supportive women'’s rights
ethnically diverse | persistence early affirmation teachers affirmative action
gifted women assertiveness adult support
racelessness early recognition of
racial differences
development of
ethnic pride
literacy environment
Barriers for gifted fear of failure (Card, et al, in Kerr, 1985: SES had little integrating sexism
women identified fear of success effect on bright women's realization of personal/ others feeling
in the literature imposter phenom-| achievement potential) professional lives threatened
enon affiliation priori-
ties
Additional perceived diffs. economic hardship isolation sense of responsi- racism
hypothesized from peers bility to family/ definitions of merit
barriers for peer pressure community
ethnically diverse | declining aspira-
gifted women tions
nonassertiveness
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taining peer support; strategies for finding
mentors and obtaining mentor support; and
strategies for coping with role conflicts related
to family/community/profession, structural
and personal definitions of success, and cul-
tural maintenance and assimilation.

Next Steps

Further research is required to investigate
the factors hypothesized from the literature as
influencing the achievement of gifted women
from diverse backgrounds. The authors cur-
rently are directing a research project funded
by the Women's Educational Equity Act to
empirically identify factors that support or
impede the development of gifted women from
ethnically diversebackgroundsand to develop
and disseminate recommendations for school
personnel and parents for supporting the
achievement of gifted ethnic girls. Themethod
for investigation is a retrospective analysis of
factors based on interviews of sixty prominent
African-American, Asian-American, Hispanic,
and Anglo women in the fields of higher edu-
cation, business/industry, and government/
law. Based on the findings, recommendations
for supporting th : needs of culturally diverse
gifted girls will be developed.
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This article comprises
selections from an article
which appeared in the

Journal for the Education

of the Gifted, Vol. XII,
No. 2, 1989, pp. 99-117.

Gifted Females:
Or Have They?

Headlines in a recent weekly news magazine
proclaim that the gender gap on test scores is
shrinking. “The notion that boys best their
sisters in mathematics and that girls excel in
language skills is a powerful stereotype and
one that has seemingly been confirmed by
results on standardized tests. But like so much
of conventional wisdom, those notions may
soon have to be abandoned” (Begly, 1988, p.
73). Education Week (1988) reported on the
research of Linn and Hyde, who concluded
that sex differences in verbal ability were in-
substantial. The Detroit Free Press (Flanigan,
1988) and other periodicals (Zigli, 1985) have
focused on the successes and barriers to suc-
cess faced by professional women.

Moreattention hasbeengiven to theissues
relating to the potential and achievements of
gifted females in the last five years than in the
previous four or five decades. This attention
has not been limited to the education of the
gifted. Articleson this specific topic and many
related issues have appeared in popular daily
newspapers, monthly magazines, and profes-
sional journals in other areas of education. In
addition, a considerable body of literature on
gender differences and the meanings of previ-
ously accepted definitions of terms, acceptable
approaches to the study of gender differences
and the meaning of prior findings has evolved
in the psychology literature.

One might expect educators involved in
working on behalf of gifted females to be
pleased by the attention of the popular press
and by findings such as those of Linn and
Hyde, and Feingold (1988) which suggest fewer
discrepancies betweenstandardized test scores
of males and females. However, before we
become overly enthusiastic about these devel-
opments, it is important to look closely at the
real implications and potential dangers of this
attention. In fact, Chipman (1988) has noted
that “the subject of sex differences in behavior
and intellectual potential is far too sexy a topic,
of much more interest than it should be,” re-
sulting in the reporting of any research regard-
less of the quality of the research or the real
significance of results. Further, the reporting

They’ve Come a Long Way —

by Sally M. Reis and Carolyn M. Callahan

of even miniscule sex differences in cognitive
functioning and personality oftenresultsin the
translation of these results into categorical as-
sumptions about individuals which belie the
broad variation within each sex.

Second, the reportsof suchdata asa shrink-
ing of the gap between male and female scores
onstandardized tests maylead tounwarranted
complacency. Take, for example, the current
reports of research by Feingold (1988). Using
the norms from the four standardizations of
the Differential Aptitude Tests given between
1947 and 1980 and from the Preliminary Scho-
lastic Aptitude Test, and the Scholastic Apti-
tude Tests given between1970 and 1983, he
examined patterns of differences. He found
that on tests of language, spelling, and clerical
skills, girls still outperform boys by a small
margin. Boys outperform girls on measures of
spatial visualization, high school mathematics,
and mechanical aptitude. Inaddition, accord-
ing to this research, gender differences, except
at the upper levels of performance in high
school mathematics, have “declined precipi-
tously over the years surveyed, and the in-
creases in these differences [in high school
mathematics] over the high school grades have
diminished” (p. 95). Feingold found no gender
differences on tests of verbal reasoning, arith-
metic, and figural reasoning.

While some educators may consider this
good news, a more careful analysis is neces-
sary. Certainly, it is encouraging that overall
differences are decreasing. Yet, early research
by Terman included findings on the gifted
population which were very similar to those
which Feingold reports on the general popula-
tion. In 1925, Terman stated, “There are only
small sex differences in the subject-matter
achievement of these gifted children, although
the boys of 9 Jears and above are somewhat
superior to the girls in arithmetic, while the
girls of 10 and above are slightly superior to
boys in language usage” (Terman and Oden,
1925, p. 293). But what happened to these
females who were slightly superic. ‘o boysin
language usage and especially those females
who were deemed the most talented writers in
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the sample? When the Terman sample was
examined in adulthood, nearly all the eminent
writers were men. Only 48% of the gifted
women in his longitudinal study were em-
ployed full-time in 1940, and 30.8% of that
group were working as secretarial and clerical
help (Terman and Oden, 1947). Fifteen yecars
later, in 1955, half of the women were still
housewives and only 42% held full-time jobs.
Althoughsuchresuitsarenot unexpected given
the times in which these women made college,
career, and life decisions, it is evident that
equal ability and achievement do not guaran-
tee equal opportunity to achieve success and
satisfaction with career choice.

Similarly, research over the past several
decades has consistently demonstrated that
females received higher grades than males
throughout elementary school, high school,
and college (Achenback, 1970; Coleman, 1951;
and Davis, 9164). If gradesattained by females
have been consistently higher and if the gender
gap between stancardized test scores has been
minimal in the past and contiriues to close, we
mightreasonably expect tosee the perform nce
gapsincareers,professionalaccomplishments,
and consequent financial benefits also closing.
This is simply not the case. Although now
nearly half of the work force in the country is
female and advertisements, television shows,
and statistics of women entering graduate
school all seem to indicate that females have
come a long way since the 1950’s, a more care-
ful analysis of current statistics indicates that
the struggle for equity has far to go. Why, for
example, are less than 2% of American paten-
tees women (Axelrod, 1988)? Why, when over
51% of the popuiation of high school students
are female and when Feingold (1988) demon-
strates a disappearance of gender differences
on the Preliminary Scholastic Aptitude Tests,
are just 36% of this year’s National Merit semi-
finalists female (Ordovensky, 1988)? Why are
there only two females in the United States
Senate, one female on the Supreme Court, and
one female cabinet member? Why do women
constitute less than 5% of the House of Repre-
sentatives,own only 7% of all businesses in this
country, constitute less than 2% of all school
superintendents, 9% of all college and univer-
sity presidents, comprise only 10% of all full
professors at the college level, occupy only 5%
of the executive positions of power in Ameri-
can corporations, hold none of the leading
positionsin thetopfive orchestrasin the United

States (including concertmaster, principal cello,
bass or viola, oboe, clarinet, horn, trumpet,
trombone, tuba, bass or percussion); represent
only 4% of engincers, 13% of lawyers, 13% of
doctors and 7% of architects? (Schaffer, 1986)
Not only do women not achieve the level of
recognition we might expect, but we also find
that the fully employed woman who has gradu-
ated from college will carn, On the averagge, the
same amount as a fully employed man with
only a high school diploma (U.S. Burcau of the
Census, 1985).

Of course, there are those who raise the
concern that female accomplishmentbe mea-
sured not only in terms of career and profes-
sional success. As carly as 1955 Melita Oden
noted that:

There are many intangible kinds of accom-
plishment and success open to the housewife,
and it is debatable whether the fact that a
majority of gifted women prefer housewifery
to more intellectual pursuits represents a net
waste of brainpower. Although it is possible
by means of rating scales to measure with fair
accuracy the achievement of a scientist or a
professional or a businessman, no one has yet
devised away to measure the contribution of a
woman who makes her marriage a SUCCESs,
inspires her husband, and sends forth well-
trained children into theworld. (Terman and
Oden, 1959, p. 145). -

There are many problems with simply as-
suming that gifted women really do prefer the
traditional role of homemaker. The world has
become a very different place for women. Al-
though the contributions made by women in
the role of wife and mother must not be deni-
grated, we must face some of the realities.
Women now make up more than half of the
work force; some by choice, but many because
they must work to support themselves or their
families. Yetitis clear from the above statistics
that bright women are clearly adult under-
achievers.

The underachievement of adult women,
then, is a totally different concept from the
underachievement of younger women, for it
defies measurementby thegrades oncachicves
in school. We might consider it in comparison
with male standards of profession, status, ca-
reer-related accomplishments, satisfaction, and
productivity, or it may be that we have to
reexamine the concept of underachievement of
bright women who do notachicve similar pro-
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fessional accomplishments as their male coun-
terparts (Reis, 1987, p. 184).

Evidence suggests that there is no reason
that “successful professional” and “wife and
mother” must be mutually exclusive catego-
ries. A recent studv of marriage, motherhood,
and research performance in science indicates
that married women with children publish as
much as their single colleagues do (Cole and
Zucker-man, 1987). Many bright womenchoose
alternatives other than homemaking or in
combination with marriage and family, and
many more will be forced to enter the world of
work in the future. If we believe that each
individual should have both the opportunity
to develop full potential and to make choices
abouthow bestto achieve personal fulfillment,
then we must seek better understanding of,
and programs for, gifted females.

All of this suggests a reconsideration of
what we must consider in creating a research
agenda andininterpreting the finds onsex and
gender differences (or nondifferences) as we
plan curriculum and programs for the gifted.
Among the firstissues we must consider is the
importance of sex differences and the impor-
tance of gender differences, and be very clear
on thedistinctionsbetween the two. Wedefine
sex differences are those differences generally
attributed to a biological basis; gender differ-
ences are a result of socially attributed catego-
rizations. Our interpretations of the sources of
sex or gender differences, the size and import
of differences, and the degree to which these
differenceslead to differential performance are
alsoof crucial importance. Some consideration
of the potential bias in our research and prac-
tices based on the historical domination of men
in the fields of psychology and education —
particularly in academia - is also important.

What Does Current Analysis Tell Us Of the
Differences Between Males and Females?

Hyde and Linn (1986) brought together a
series of meta-analyses of studies relating to
the psychology of gender differences. The
meta-analysis of datarelating to causal attribu-
tionsof successand failure contradict the widely
held beliefs about sex differences in attribu-
tion. Whitley, Mcl{ugh, and Freize (1986) con-
cluded that the achievement attributions of
males and females are very similar and, noting
that the mean effect size was less than .2 stan-
dard deviations, concluded that those small
significant differences which were found are

really quite meaningless. They further con-
cluded that men are a bit more likely to at-
tribute both success and failure to ability.
Becker’s (1986) meta-analysis of the dimension
of susceptibility to influence led her to the
conclusion that differences in influencibility
were of very small magnitude.

Linnand Peterson(1986) examined under-
tying differences to explain the undisputed sex
differences in occupational choice—the iower
representation of women in mathematical, sci-
entific, and technical occupations. First they
point out that spatial ability has been the “cog-
nitive ability of choice” among those trying to
explain these sex differences, despite the lack
of evidence thatspatial ability—independent of
general ability - is related to science or math
achievement. Then they note that spatia! abil-
ity is not, in fact, a unitary concept and point
out that the definition and type of instrument
used has great influence on whether or not sex
differences are identified. Finally, they con-
clude thatontraditional tests normally thought
to measure spatial ability very small sex differ-
ences are found; that larger differences are
found on a task calling for mental rotation of
block forms. Yet, they argue that even those
findings do not warrant conclusions that spa-
tial abilities account for differences in adult
achievements in mathematics and science.

Chipman (1981) in her review of these
studies of sex and gender differences suggests
that the importantissuesare no longer whether
or not there are sex differences. Pointing out
the infrequency with which these differences
are identified, therelative lack of predictability
from those that are identified (estimates of
variability in adult achievement accounted for
by these statistically significant abilities ranged
from a low of 1% to a high of 5% (Hyde, 1981),
shesuggests thatresearch needs tobe reoriented
toward potentially more productivequestions.

The focus of research in these areas now
needs to address factors that mediate gender
differencesinachievementand variables which
can be manipulated in the environment in or-
der to ensure that females’ development is not
inhibited and choices are not foreclosed. Fur-
ther, the time has come to examine the indi-
vidual differences within girls to determine
those characteristics likely to be influenced by
the environment and those experiences and
conditions conducive to full development of
potential.
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More Promising Research Directions

Althoughresearchrelated to gifted femalces
is more prevaient thanit wasa decade ago, itis
not necessarily aimed at answering the ques-
tions raised above. We must recognize that
underlying the problems of achievement and
motivation of gifted and talented females lie
hypotheses yet to be tested and perhaps
untestable in the experimental tradition”
(Callahan, 1979, p.412). Even though we can-
not expect to control environments in which
children are raised nor can we expect to radi-
callyalter oursociety within thenextfew years,
there are means througih which many of these
questions have and can be addressed.

Forexample,inconsidering thedifferences
in interest in math and science, Eccles (1987)
points out that it is more profitable and impor-
tant to look at internal comparisons made by
girls as they engage in decision-making rather
than comparing boys to girls. She points out
that, after all, when we make decisions we ask
ourselves what wearebetteratdoingand what
we value rather than asking if we are better
than others or value something more than oth-
ers. Accordingly, she examined the degree to
which young women felt they were more or
less capable in math and English over time and
the degree to which they valued these disci-
plines. Eccles notes that it is not sufficient to
simply describe these differences. We must
also 100k for factors which may influence these
differencesand distinguish females who choose
to continue to select math and science courses
and careers from those who do not.

Asking the question, “What goes on in
math and science classes which may affect the
confidence of these girlsand their values,” she
draws several conclusions from the extant lit-
erature onmath and science teachers whohave
been successful in keeping females interested
in mathematics and science. She notes a pat-
tern of conditions which distinguish these class-
rcoms:

« frequentuseof cooperativelearning oppor-
tunities,

* frequent individualized learning opportu-

nities,

use of practical problem in assignments,

frequent use of hands-on opportunities,

active career and educational guidance,

infrequent use of competitive motivational

strategies,

frequent activities oriented toward broad-

cning views of mathematics and physical

sciences — presenting mathematicsasa tool
in solving problems, '

* frequentuseofstrategiestoensure fullclass
participation.

As she points out, these factors counteract
out-of-classroom pressures and influences on
females. She further suggests other aspects of
our society that seem to influence the differen-
tial achievement of males and females. She
supports the need to examine these factors and
to develop means to counteract the effects.

For example, strong stercotypes exist in
our society regarding natural talent and who
has it. Achievement in math and science are
more often linked tc innate abilities than is
achievement in any other disciplines. Further,
our culture subscribes to an assumption that
males are more likely to have those innate
abilities. In other cultures, successinmathand
science are attributed to degree of effort put
forth. Failure is attributed to lack of effort
rather than lack of ability. Exploring this pos-
sible ethnic difference, Brandon, Newton, and
Hammond (1987) e~amined mathematics
achievement across four ethnic groups in
four grades in Hawaii. Notonly did they find
that high-achieving girls outperformed high-
achieving boys, with these differences increas-
ing across grades; they found that the sex dif-
ferences favoring girls among Caucasian stu-
dents to be less than those among Japanese-
American, Filipino-American, and Hawaiian
students. The authors of the study conclude
that “the cultural factors accounting for superi-
ority of Caucasian boys over Caucasian girlsin
mainland United States might be influencing
Caucasians in Hawaii” (p. 458). They further
suggest th_.c the data strongly support the con-
sideration of the socio-cultural factor in any
study of sexdifferencesin mathematicsachieve-
ment. This also suggests many socio-cultural
factors which must be considered in designing
studies to identify influences which impede
female achievementand effective strategiesfor
countering those influences.

Another factor identified by Ecclesand her
colleagues is parental expectations. Parsons et
al (1982) conducted a study of the effect that
parental beliefs and expectations have on their
children. First, the sexof the child had a signifi-
cant effect on the parents’ assessments of the
child’s ability in mathematics. Although the
boys and girls had performed equally well in
math the previous year, as well as on a recent
math test, parents of daughters believed their
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daughters had to exert more effort to do wellin
math than did the parents of sons. Perhaps
more significant is the finding that the
children’s beliefs about their abilities in math
were more strongly influenced by their par-
ents’ expectations than by their own past per-
formance.

Eccles reported, in 1984, that even when
girls and boys were both earning A’s in math
and English, girls were considered by their
parents to be better in English and boys to be
better in math. Even when girls had higher
grades, higher standardized test scores, and
higher teacher ratings in math, parents be-
lieved that math was harder for girls than for
boys. In 1986 she found that parents rated
advanced math courses as less important and
Englishand history as more important for their
daughters than for their sons. In addition,
."ese young girls had lower confidence in their
r ~th abilities than in their English abilities
a«d,as we mightexpect,lower expectationsfor
future success in rath.

Further, building on the findings that ca-
reer choices are based on stereotypes of occu-
pations, values attached to occupations, and
perceptions of the degree to which ability and
effort relate to success in the field, she found
that young women attributed success in tradi-
tionally female careers as due to ability and
success in male-stereotyped occupationsas at-
tributable to hard work and luck, with male
occupations perceived as considerably more
difficult. Women who did choose to enter
male-dominated fields attributed success in
those fields to ability and other stable, internal
characteristics. These women also rated the
value of math higher than did those who chose
other occupations. Farmer (1985) also studied
the aspirations and motivation of young
women and found that high aspiration is in-
fluenced most by perceived support for
women working in the field and by teacher
support. She also found the effect of environ-
ment was much stronger for females than
males. These research avenues begin to sug-
gest patterns for understanding differences in
adult achievement and means of addressing
those differences.

Subotnik (1988) hasalsocompleted research
onscience and mathachievement. Inan exami-
nation of the attitudinal variables characteriz-
ing students who have achieved success in
science (146 winners of the 1983 Westinghouse
Talent Search), she found that female subjects

“..reported more concern with social impacts
of scientific research, less variability in their
self-image as a scientist, and a tendency to
attribute success to hard work and dedication
rather than intelligence or creativity than did
male subjects...” (p. 19). The relationships be-
tween these perceptions, the perceptions of
those who ultimately enter and succeed in
these fields, and the factors that mediate that
success are still unanswered research ques-
tions.

Another line of research on the kinds of
environmental conditions that influence
achievement questioned the biological or in-
nate ability explanations for sex differences in
mathematical performance of the SAT (Pallas
and Alexander, 1983). Increasing the number
of courses taken by females in ad vanced math
courses related to decreased differences in the
performance of males and females on the SAT,
suggesting that experience and socialization
haveanimpact on this performanceand aneed
for research on those factors which can be
controlled by the school experience.

To some degree this issue has been ad-
dressed. We have seen an increase in the
number of mathematics and science courses
taken by femalesat the high school level. How-
ever, there is a danger of regarding this as
indication of changes which may or may not
have occurred. That is, there is a danger that
increased enrollment in mathematics and sci-
ence will give us a false sense that fundamental
values, attitudes, and achievement aspirations
are really changing, when what we really are
observing is an artifact of increased require-
ments for graduation resulting from the educa-
tional reform movement. In other words, data
thatindicates that femalesareenrollinginmore
high school math and science courses may be
true, but misleading and falsely encouraging
information.

Increased course enrollment may reflect
nothing more than stateand local requirements
for earning honors or academic or other special
diplomas. It is certainly encouraging to hy-
pothesize that a full spectrum of course-taking
inmathematicsand science courses will counter
the trend of sex stereotyping and lessen the
chance that females will restrict future options
through failure to take these courses. But the
fundamental question remains unanswered.
Have these young womendeveloped interests,
values, skills, and attitudes (toward their own
abilities and toward these disciplines) that are
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likely to result in the continued pursuit of
courses and careers in mathematics and sci-
ence? Are parents, teachers, and counselors
truly encouraging the additional course-tak-
ing with a clear message that such courses arc
important and that young women can be suc-
cessful in these classes which form thebasis for
continued pursuit of math- and science-related
careers? Or is the message one of, “Just take
this math and you will get a governor’s di-
ploma,” or, “You need to take this to get into
the right college, but then you will never have
to take another course like this,” or, “Don’t
worry, you don’t really need this course in the
future. It's just a high school requirement.”

Not only are the patterns of math and
science course-taking and attitudes toward
these subjects crucial for the rest of this decade
and the next, but the emerging use of comput-
ers as an essential tool in nearly all disciplines
makes the study of the impact of instruction
and media on females another area of critical
concern. Sanders and Stone (1986) report that
males outnumber females 3 to 1 in computer
camps and the sex difference is even greater in
the more expensive camps, suggesting that
parents are willing to spend more on males.
The Washington Post (1986) reported that the
computer industry estimates that women pur-
chase fewer that 10% of personal computers
and PC World reported that more than 80% of
subscribers are male. The Post also reported
that an executive of a major computer com-
pany reported that 98% of their market is male
and said, “We do not feel that women repre-
sent any great untapped market.”

A third essential type of research which is
needed is longitudinal studies of gifted fe-
males. Of particular importance is the need to
identify those critical times at which various
blocks to achievement are likely to occur,
means of identifying those influenced by those
barriers, and the short- and long-term impact
of intervention programs.

An excellent example of this type of re-
search is being completed by Arnold and
Denny (1985) who are now in the seventh year
of a study of male and female high school
valedictorians and salutatorians. Emerging
gender differences caused them to hypothesize
that society may be losing the talent of some of
our brightest young women. They discovered
women'’s estimates of their intelligence lower-
ing between high school and their sophomore
year in college as compared to their male coun-

terparts. These women also had lower career
aspirations and less ambitious goals as sopho-
mores than when they graduated from ‘high
school. This finding is consistent with previous
rescarch demonstrating an increased incidence
of underachievenent for bright females in col-
lege and after the completion of education
(Bayley and Oden, 1955; Maccoby and Jacklin,
1974). This phenomenon, coupled with find-
ings that female career aspirations were mov-
ing away from medicine, has led them to ex-
plore the effects of concerns raised about merg-
ing family and career on overall career aspira-
tions.

Other longitudinal research conducted on
females who participate in a gifted program in
which counseling and other interventions (fe-
male role models and an infusion into the cur-
riculum of female accomplishments in a vari-
ety of areas) are provided from clementary
through high school is in progress (Reis, in
press). Results from this research suggest that
female participation in advanced mathematics
and science classes can be successfully in-
creased through such intervention. It further
documents that the products completed by
males and females across grade levels do not
differ significantly in quality and that equiva-
lent numbers of males and females initiate ad-
vanced-level work when given the opportu-
nity (Reis, 1981). :

Final Words

In considering the research that still needs
to be done, we must begin to frame that work
within the context of a sound theoretical frame-
work of development of gifted women. The
study of abilities, attitudes, and values without
any theoretical framework or empirical evi-
dence of the relationship between those differ-
ences and achievement must be avoided. For
example, of what valae is the discovery of sex
differences in an ability, such as mental rota-
tion ability, when we do not understand the
significance of thatability inmathematicslearn-
ing? Further, our research should be designed
to allow for maximum understanding of the
processes of learning and development in or-
der that all individuals have the maximum
choice in career and life decisions. This re-
search on learning and development of gifted
females should provide direction for translat-
ing theory into practice in appropriate educa-
tional strategies to enable these young people
to realize their potential.

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304

125

September, 1992




LRIC

Most important, we must not al-
low the findings of sex or gender dif-
ferences to lull us into categorization
or stereotyping of any individual. To
find that males and females differ on a
variable as a group is not a basis to
assume that all males share more or
less of a given characteristic, while all
females are on the opposite end of the
continuum on that same characteris-
tic.
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Living out the Promise of High Potential:
Perceptions of 100 Gifted Women

Many issuesare relevant tohuman growth
and development, but the study of the gifted
has special significance. From this population
our cultural, political, educational, and spiri-
tualleadership has historically arisen. To date,
however, very little attention has been paid to
the emotional and social development of the
gifted in general, and of womenin particular.
We know little about gifted women'’s psycho-
logical development and needs, the unique
problems they encounter in their personal and
professional lives, and the costs to themselves
and society of nothaving their marked abilities
recognized and nurtured.

What little data exist suggest that at the
elementary school level, at least one-half of all
children identified as gifted/talented/highly
capable are girls; by junjor high school, less
than one-fourth are still so identified (Clark,
1983; Silverman, 1986). By adulthood, it is
likely that the majority of gifted women will
settle for far less than their full potential, while
most of their male peers will go on to positions
of leadership in education, science, industry,
the arts, and other sectors of society (Kerr,
1985).

The role of sexism in obscuring the recog-
nition and expression of giftedness in women
is irrefutable. Our society has a long-standing
history of ambivalence toward highly capable
women, and over time many women internal-
ize that ambivalence.

Being female means that even if she gets
A’s, her career will not be as important as that
of aboy who gets B's. Being female means that
sheis notimportant, exceptin her relationships
to boys and men. Being female also means
being given ambivalent messages. Parents
and teachers rarely will tella girl that sheisless
important than her brothers and other

by Kathleen D. Noble

cificfailing of herown. Internalizing the voices
of her oppressors, the currents of her feelings of
infuriority and self-hatred runstrong and decp
(Christ, 1980, p. 15).

Even when women do succeed in taking
themselves seriously, many find that they have
only a limited range of options through which
to express their abilities. As a culture, we
acknowledge and reward only those talents
and abilities thathavedirect, marketable valiue,
and what has value has largely been deter-
mined by and for men. We tend, the: ctore, to
dismiss “gifts” that aren’trewarded materially
or that aren’t technologically oriented, and we
discount those that are stereotypically “fe-
male” — the ability to love, to understand, to
empathize, to be compassionate, to be altruis-
tic, to cope, to survive, and to live life with
grace, integrity, and authenticity. Yet, by fail-
ing to appreciate the value of these abilities in
ourselves and others, we perpetuate a misogy-
nistic and constricting conception of gifted-
ness. This is an important and complex issue,
butbeyond the scope of this paper. Readersare
referred to Getzels and Dillon (1973) and
Gilligan (1982) for further elaboration.

Clark (1983, p. 356) questions whether the
“secure, self-sufficient, successful, self-actual-
izing gifted woman is commonly found inand
supported by our society.” Certainly social
support s generally lacking, but1don’t believe
the gifted woman is not “commonly found.”
Rather, I believe that a significant part of the
problem lies in our reluctance or inability
to recognize giftedness in women, and that
part of the solution lies in teaching women to
recognize, accept, and nurture giftedness in
themselves and each other.

This paper will address three primary is-
sues. First, it will present an overview of the

This article is excerpted
from an article which
originally appeared in

Girls, Women, and
Giftedness (Edited by
Julie L. Ellis and John M.
Willinsky). Monroe, New
York: Trillium Press.

boys...The message of her inferiority will be
communicated in more subtle ways: by alack
of concern, by failure to fully nurture her po-
tential for growth and development, by not
expecting her to succeed atdifficult tasks. And
because the messages are mixed, a woman
may feel thather mother’s, father’s,or teacher’s
lack of attention to her stems from some spe-

current literature relating to the psychological,
social, cultural, and cognitive issues confront-
ing gifted women as they strive to develop
their potential. Woven into that discussion will
be data gleaned from a 1986 pilot study of the
lives of 100 contemporary adult gifted women
residing in the Pacific Northwest region of the
United States. Second, it will suggest the kinds
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of psychological interventions which would
enable psychologists and educators to maxi-
mize the development and achievement of
highly capable women. Third, it will pose
some research directions which would add
substantially to our knowledge base. Before
addressing these issues, however, a brief de-
scription of the subjects and setting of the
aforementioned pilot study will be offered.

Women of High Potential:
Participant Characteristics

The first “Women of High Potential” con-
ference was held at the University of Washing-
ton in September, 1986. This conference was
organized around three primary goals: (a) to
provide a forum within which highly capable
women fromdifferentage groups, ethnicback-
ground, occupations,andareasofinterestcould
explore the meaning and impact of giftedness
in their lives, (b) to enhance their understand-
ing of how giftedness could be nurtured or
inhibited in self and others, and (c) to offer an
opportunity for participants to interact with
other gifted women for support, mentoring,
and the creation of opportunities for personal
and professional growth. The conference also
enabled its organizers to gather information
about participants’ perceptions of the joys and
challenges of their giftedness, and to build a
platform for further research.

Of the 142 women who attended the con-
ference, 109 chose to complete a lengthy ques-
tionnaire. The questionnaire was designed to
corroborateand amplify currentresearch find-
ings by specifically asking participants about
the presence in their lives of issues which ap-
pear to confront other gifted women (Noble,
1987). The questions were posed in the form of
checklists, Likert-scale response choices, and
open-ended questions from which were de-
rived categories for quantitative and qualita-
tive analysis.

Who were these women? Their average
age was 39, but respondents ranged from 19 to
79 years of age. They were predominantly
Caucasian (93%). Half were married or living
with a partner, 20% had never married, and
20% were divorced. A few of the women were
widowed, and slightly over half were parents.
Most (87%) had graduated from college, al-
though only one-third of their mothers and
one-fifth of their fathers had done so0. Almost
two-thirds (60%) attended or currently attend
graduate school, and the overwhelming ma-

T

jority (97%) were working outside the home in
professional, technical, or managerial positions
(77%).

Unfortunately, only a small number of
minority women attended the conference, and
most participants were well-educated and well-
employed; thus, our group was not represcnta-
tive of the multicultural urban environment in
which the conference took place. The confer-
ence organizers experienced difficulties in
reaching women who areethnic minoritiesand
those who are less aware or unaware of their
level of ability, such as university secretarics,
women in rural communities, culturally/cco-
nomically disadvantaged women, and home-
makers. Future conferences and research
projects will attempt to involve more women
from underrepresented groups.

It was interesting to the organizers that
approximately 60% of the respondents had
been identified as “gifted,” “talented,” or
“highly capable” at some time in their lives,
usually between the ages of 5 and 15. Al-
though most (83%) felt they were gifted or
possessed high potential, therest weren’t sure.
Yet some of the comments of those who per-
ceived themselvesas gifted were highly reveal-
ing, and I believe poignantly introduce some of
the issues which confront highly capable
women:

1 have always done well, been at the top of the
class, skipped 6th grade, succeeded in college
and in my work, but still tend fo see my
limitations rather than my ‘gifts.” Just last
year —age 41 — I realized that I might be very
gifted. And it is hard to say that - even
anonymously and on paper.

I always knew I was different but didn’t label
it until this conference.

I was identified at age 10, but 36 is the age at
which I seriously took this information and
made it mine.

issues Confronting Gifted

Women

It is evident that men have been more
prominentand more numerousinareasof high
achievement, but they have been so by reason
of differing opportunities rather than differing
abilities. Inany case, theissueis not therelative
superiority of men or women, but the neglect of
talent among those of the female population
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who are, in fact, gifted or may be found tobcso
(Getzels and Dillon, 1973, p. 712).

Although there is a dearth of literature
related to giftedness in women, some patterns
and trends have been identified and will be
discussed in this section.

Pe.sonality Correlators

Several researchers have found that gifted
women score more like males than women not
identified as gifted on measures of self-con-
cept, interests, values, and personality
(Callahan, 1980; Mills, 1980; Solano, 1983;
Wells, Peltier,and Glickauf-Hughes, 1982).
From an early age, they appear to be more
achievement oriented, more interested in
nontraditional professions, more rebellious
against sex role stereotyping, and more reject-
ing of outside influences that hinder their de-
velopment than are their female peers of lesser
ability. They also appear to be more androgy-
nous, to have higher self-esteem, and to show
a great deal of persistence in the face of adver-
sity (Blaubergs, 1978; Hollinger, 1983).

The conference data certainly supported
this sense of persistence. The majority (60%) of
our group, when asked how they coped witha
variety of obstacles to the development of their
abilities, described strategiesthatinvoked prob-
lem-solving and planning ways out of or
around the obstacles. A minuscule number of
respondents said they had given up or con-
sciously compromised themselves.

The appearance of psychological an-
drogyny does notimply that gifted women are
more “masculine” than other women; rather,
they scem to combine the characteristics, val-
ues, attitudes, feelings, goals, and expectations
of both sexes. For example, like other women,
they feel strongly compelled to nurture, care
decply about relationshipsand family life, and
experiencedifficulties placing their own needs
above thoseof others(Rodenstein and Glickauf-
Hughes, 1977; Silverman, 1986).

Again, our data agreed with these find-
ings. Whenasked toelucidate themajor sources
of joy in their lives, 48% described relation-
ships with family, 42% described work and
personal accomplishments, and 41% said their
relationships with friends were highly signifi-
cant. But for more than one-third of our re-
spondents, conflicting demands of home and
family had led to a changein careeraspirations
in adulthood and was currently influencing
the development of their potential.

~

Social Pressures _

Many studies suggest that, unlike gifted
males and females not identified as gifted,
almost all gifted women have found it neces-
sary at some time in their lives to hide their
abilities in order to survive socially. Several
factors contribute to this.

First, cultural ambivalence toward female
independence takes its toll on the ranks of
gifted women. The majority of these women
are gradually conditioned by the educational
system and by parcnts to view themselves as
less capable than males,and are socialized tobe
passive, to avoid taking risks, to hold lower
expectations for success and to eventually dis-
count their own skills and accomplishments
(Blaubergs, 1980; Fox, 1981; Hollinger and
Fleming, 1984; Whitmore, 1980). Further, male
and female teachers appear to like gifted males
better, consider them more capable, and nega-
tively perceive qualities in gifted females that
they positively perceive in males, such as ana-
lyticalskills, originality,and nontraditional ap-
proaches to learning and problem-solving
(Blaubergs, 1980; Cooley, Chauvin,and Korner,
1984; Fox, 1981). One-third of our subjects had
been discouraged by both parents during child-
hood and adolescence from developing their
abilities, while 20% felt that they were discour-
aged by both male and female teachers. One-
fourth indicated that they had to change their
carcer aspirations as children because of pa-
rental disapproval.

Second, the preadolescent peer group tends
{o reject a girl who appears to be too smart or
too successful, and this trend does not appear
to reverse itself over time except in certain
highly selective environments such as all-fe-
male high schools or colleges (Tidball and
Kistiakowsky, 1976). Consequently, gifted fe-
males often feel they must choose between
developing their abilities and being rejected
socially or considered “unfeminine” (Callahan,
1980; Fox, 1979; Schwartz, 1976). While75% of
our respondentssaid they had had tohide their
abilities at some time from both males and other
females in order to be accepted, 66% had expe-
rienced somekind of social rejection from males
for being bright. A third of our sample (35%)
feit they had been discouraged from develop-
ing their potential in adulthood by spouses or
partners, and 25% had changed their career
aspirations because of this disapproval.

Third, gifted females frequently encounter
hostility toward theirabilities, notonly incom-
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munities which devalue intellectual gifts in
women, but also in settings which tacitly sup-
port both traditional and non-traditional aspi-
rations in women (Fox, 1981; Kirschenbaum,
1980; Silverman, 1986). Unfortunately, we do
not know how often this hestility takes the
formof violenceagainst women. To my knowl-
edge, no investigation has yet explored the
representation of gifted females among popu-
jations of sexually, physically, and/or emo-
tionally abused women and girls. Yet, as
Whitmore (1980) observed, there is a definite
tendency among children and adults to punish
and reject the person who is different. Such
treatment will undoubtedly obscure the ex-
pression of giftedness in some women and
compromise others’ ability to take their gifts
seriously and cultivate them assiduously.

Cultural Expectations

Roeper (1978) observed that the real mile-
stone in the history of the gifted female was the
advent of the women’s movement, because
doors were finally opened to women that had
previously been closed. It is true that women
havemade progress over the past twenty years,
and that more women have access to more
educational and employment opportunities
than ever before. But mainstream culture
changes more slowly than many of us would
wish, and despite these new opportunities,
gender-role stercotyping and the strength of
traditional values systems frequently burden
gifted women with whathasbeendescribed by
Rodenstein, Pfleger, and Colangelo (1977) as a
classic double bind. That is, the traditional
behavioral expectations for gifted individuals
and women are often inconsistent and mutu-
ally exclusive. Forexample, gifted studentsare
usually expected to succeed in traditionally
male-dominated fields such as science, math,
law, medicine, and business. Yet gifted fe-
males are generally not encouraged and are
frequently discouraged from studying science
and math, and gender-role stereotyping still
affects the number of options females perceive
as acceptable and attainable. We found that
over 50% of our respondents were not encour-
aged to enter math/science careers, and only
one-third had been encouraged to take math
and science courses in junior and senior high
school. Further, more than one-third of our
sample had changed their carcer aspirations in
childhood or adolescence because of gender-
role socialization, although in adulthood tke

conflicting demands of home and family were
perceived as equally damaging to career aspi-
rations and the development of potential. Of
course, sensitivity to these demands canreadily
be viewed as another manifestation of gender-
role socialization.

When women do enter nontraditional
fields, as did Barbara McClintock, a brilliant
scientist whose life work in cytogenetics is
revolutionizing the field of molecular biology
(Keller, 1983), many have no role models, men-
tors, support systems, or traditions for dealing
with these new opportunities. Further, women
are still expected to be less intelligent, to carn
less and be less educated than their male part-
ners, and to interrupt their carcers when de-
mands of their matesand/or children interfere
(Blaubergs, 1980; Cox and Daniel, 1983;
Fox, 1983; Higham and Navarre, 1984,
Schwartz, 1980).

For some gifted women, tae consequences
of dealing with this double bind can be fatal.
Russo, Miller, and Vitaliano (1985) estimate
that the rate of suicide and morbidity among
female physicians and medical students, for
example, although similar to that of male phy-
sicians, medical students, and males in the
general population, is three times that of fe-
males in the general population. “They have
greater accessibility to lethal means of sui-
cide... females have difficulty integrating their
traditional roles with those of the physician;
theyencounter hostility ina traditionally male-
oriented environment; and they lack mentors
ana support” (p. 118).

Finally, it is important to note that racial
discrimination was perceived to be amajor and
current obstacle for all the minority women
who attended the “Women of Higher Poten-
tial” conference, and all these women felt they
had had to change their carcer aspirations
throughout their lives because of it. The fact
that knowledge about the particular difficul-
ties encountered by gifted women who are
members of ethnic minority groupsis virtually
nonexistent makes it critical that we attend to
this issue in future rescarch efforts.

Cognitive Styles
Another factor contributing to the psycho-
logical discouragement experienced by gifted
women is lack of self-confidence. Many stud-
ies have demonstrated women'’s tendency to
internalize responsibility for perceived failure
orlack of opportunity (Covington and Omelic,
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1979; Dweck and Licht, 1980), while men tend
to attribute success to ability, and failure or
disappointment to “chance” oran external fac-
tor. Our data supported this tendency with
50% of our respondents citing lack of self-
confidence as the major reason for changing
their career aspirations throughout their life
cycie, and as the primary obstacleinhibiting the
development of their potential. Certainly re-
spondents perceived external factors such as
gender discrimination, the demands and/or
disapproval of parents/teachers/ significant
others, economic hardship, and lack of ad-
equate training or education as contributing to
their difficulties in cultivating their abilities.
But none of these factors approached the
strength of lack of self-confidence asa destruc-
tive force in these women’s lives.

Cifted women are often handicapped by
their tendency to view mediocrity in any area
as a loss of self-esteem, and the turning down
of an opportunity as a loss of potential and
consequently, a personal failure (Silverman,
1986). To corroborate Silverman’s observa-
tion, we asked our sample to respond to the
staternent I feel that not taking advantage of
every opportunity is a personal failure” and
found it to be true for almost half (43%) of the
109 subjects.

Many gifted women also experiencea pro-
found sense of inadequacy which frequently
manifests as an “impostor” mentality, charac-
terized by a pervasiveanxiety thatone’sfacade
of competence will eventually be discovered,
resulting in failure and humiliation. Among
our sample, for example, 34% felt they were
less capable than others perceived them to be.
Eventually these perceptions will lead to a
crippling or paralysis of exceptional ability.
The result of struggling with cultural confu-
sion about what is and is not appropriate for
gifted women can be underachievement, un-
deremployment, chronic dissatisfaction with
one’s life, depression, anxiety, illness, eating
disorders, perfectionism, isolation, and the
exhaustion of the superwoman syndrome.

These issues are certainly alive for most
women, but gifted women are affected much
more powerfully and deleteriously because of
their “enormousawareness of thecomplexities
and dangers of the world” (Roeper, 1978, p. 7).
Although Garmezy and Tellegen (1984) have
argued that intelligence servesasa major pro-
tective factor for individuals in coping with
adversity and life stressors of varying inten-

sity, gender-role socialization mitigates much
of this protection for gifted women. Excep-
tional cognitive ability is frequently accorhpa-
nied by increased capacities for empathy, dif-
ferentiated feclings, and relatedness, leading
toan enhanced identification with and respon-
siveness to the expectations of others. When
these latter include (as they usually do) the
need for women to be dependent, to place
attachment to others above attachment to self,
toavoid enteringa challenging worldand com-
peting with men, and to substitute protection
from others for realization of potential, it is no
wonder that so few women reach maturity
with their giftedness intact.

Directions for Prevention, Inter-

vention, and Future Research

HighamandNavarre(1984) and Fox (1981)
suggest several factcrs whichare productive of
a high level of adult achievement in all people.
These include: (a) a secure emotional base, (b)
warm, nurturing parents who encourage ex-
ploration, (c) parent and teacher encourage-
ment of independent thinking, independent
behavior, and tolerance for change, and (d) role
modelidentification, self-acceptance, early suc-
cess experiences, and self-confidence. Cer-
tainly, many gifted women do not grow up in
such ideal environments. But psycholdgists
and educators can help to create a climate
conducive to the development of superior abil-
ity in women by implementing some of the
following suggestions:

1. Psychological education must be available
to gifted females from a very early age to help
thern make life-style choices, specifically in
regard to career and family. Young gifted
women particularly need help in dispelling
three self-defeating myths: (a) that a choice
between having a career and a family is always
necessary, (b) that career and life-style plan-
ning is irreversible, and (c) that choosing the
single life-style will inevitably lead to discon-
tent and dissatisfaction with one’s life
(Rodenstein and Glickauf-Hughes, 1977). Fur-
ther, gifted women need to learn thatitmay not
be possible or desirable toliveupto the “super-
woman” ethos, anvi that choosing a life-style
may involve making some difficult compro-
mises and trade-offs.

When we asked the women in our study to
identify the major sources of stress in their
lives, a familiar themeemerged: thatof achiev-
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ing balance among work, relationships, and
self; of having sulfficient iime to develop both
theintrapersonaland interpersonal dimensions
of high potential. Inaddition, foralmost 50% of
our sample, family, work, relationships, and
leisure provided roughly equivalent sources of
significant joy; thus, achieving balance among
all these competing forces isnecessary to many
respondents’ sense of well-being.

But most of us experience great difficulty
in arriving at such equilibrium. Allwomenare
expected to assume burdens not assumed by
most men, but gifted women often find them-
selves acting as pioneers in their personal and
professional lives. How do we cope with such
an arduous and often lonely task? I believe we
must continually remind ourselves and each
other that the challenges we face are universal,
sometimes internal and always external, that
we must learn to expect less of ourselves in
terms of taking care of others’ needs to the
detriment of our own,and demand more of our
partners and our society as a matter of course.
I also believe we must not support the current
“superwoman” ethos, that we must not accept
the exhaustion of our bodies, minds, and spir-
itsas the price we must pay for developing and
utilizing our gifts.

2. Feminist-oriented psychotherapy to assist
gifted womenof allagesto develop autonomy,
independence, psychological stability, asser-
tiveness, self-confidence, positive self-image,
self-esteem, and a sense of social competenceis
vitally important. Gifted women frequently
need help in unlearning a fear of creativity,
building confidence in and gaining acceptance
for their creative abilities (Schwartz, 1977). Cur
study further suggests that self-confidenceis a
crucial dimension to explore, and that psycho-
therapy should assist gifted women to per-
ceive themselves as gifted, to recognize the toll
that environmental discrimination has taken
on their self-confidence, and to externalize fac-
tors such as discrimination and socialization
rather than internalize them as “lack of abil-
ity.” In addition, gifted women must under-
stand that their perception of their own ability
is an essential dimension to explore because
their self-perception is usually much lower
than their actual level of ability (Hollinger,
1983). We mustalso keep abreast of researchin
sex differences in order to assist our clients to
understand the prevalence of attitudes and
stereotyping that are detrimental to the fullest
expression of their abilities. AsNavarre (1980)

discovered, awareness can greatly reduce the
negative impactof sexismon women'’s willing-
ness to develop and display their gift.

3. Career counseling canassist gifted women
in planning a life-style which allows for the
achievement of leadership status within a ca-
reer, as well as developing the ability to under-
stand and work with multipotentiality (Roden-
stein et al, 1977). Gifted women frequently
have the ability to be successful in so many
areas and activities that they have difficulty
choosing adirection or focus for their lives. We
specifically asked womenin ourstudy whether
they had felt they had more than one option in
choosing their life work and 83%said they had.
More than half of these respondents said it was
very hard to choose what to do. And 94% felt
they had the ability to succeed in a variety of
areas ranging from academics to engineering
to community organization. Yet many inter-
preted their multipotentiality as evidence of
confusion, indecisiveness, or “being scattered”
rather than as strength. Encouragement to
reframe multiple interests and skills in a more
positive light is clearly needed.

Secondary school counselors and college
advisors should also make a special effort to
alert women students to undergraduate and
graduate level scholarship, grant, and fellow-
ship information. Asone of the respondentsin
our study explained, “much of the privilege of
high potential recognition and development
lies in the ability to pay for nurturance of that
development — in time, in attention, and in
education.” Butfor many gifted women, money
isabarrier to higher education,and “the effects
of socioeconomic status on educational attain-
mentare greater for girls than forboys” (Jensen
and Hovey, 1982, p. 153).

4. Specific math[science course and career
counseling should be available throughout a
woman’s elementary and secondary school
career. Gifted females, like theirlessable peers,
are still largely socialized into traditionally
female, low-paying occupations. Without ad-
equate preparation in math and science, many
will not be able to participate in a sociceco-
nomic system thatincreasingly demands those
skills (Higham and Navarre, 1984). Access to
such course work, however, may notbe enough.
As many investigators have discovered
(Blaubergs, 1980; Cooley, Chauvin, and Karnes,
1984; Fox, 1981; Rodenstein, Pfleger, and
Colangelo, 1977), many gifted girls are un-
likely to receive sufficient academic prepara-
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tion or counseling at the K-12 level, because
many teachersbelieve malestudentsareinher-
ently better at those subjects, and many coun-
selors do not perceive careers in scientific or
technological fields as appropriate for females.

We found that one-third of our sample had
been encouraged to consider math or science
careers by their junior and senior high school
teachers, and only one-third were encouraged
to take math or science course work during
those years of study. Given that our respon-
dents clustered around the 35 to 43 year-oid
age group, we hope that these percentages
have increased substantially for contemporary
adolescent women. Certainly there has been
an explosion in recent years of programs for
adolescent women to expand their knowledge
of and interest in scientific and technological
careers, and efforts of teache 's, counselors,
community colleges, and organizations such
as the Association for Womenin Science. These
efforts must continue if gifted girls are not to
jeopardize their future options by neglecting
adequate preparation in math and science.

5. Role models and mentors are crucial, if for
no other reason than that “no child will choose
a career that she does not know about or cannot
identify with” (Higham and Navarre, 1984, p.
52). Gifted women are exposed to fewer same-
sex role models than are their male counter-

parts in daily life, literature, the arts, and the
media, and sex role stereotyping is still the rule
rather than the exception in educational mate-
rials. Opportunities to interact with role mod-
els and mentors can significantly enhance a
gifted woman’s acceptance of her own abilitics
and career possibilities (Fox and Richmond,
1983; Navarre, 1980, Schwartz, 1980).

When we asked our sample to identify the
most significanteventsin their livesin terms of
developing their potential, 60% reported that
support and encouragement, principally by
teachers and mentors, were the most impor-
tant factors. All of us who have come to recog-
nize and accept our level of ability must be
willing to serve as role models forourstudents,
clients, friends, daughters, and support staff if
we sincerely hope to increase the number of
gifted women who daretodevelop themselves.

6. Coping in the workplace is another areca
which needs to be addressed by psychologists
and educators, role models,and mentors. Many
gifted womenhavehad the experience of work-
ing for or under the supervision of individuals
who are less bright or competent than they, or
for someone who is threatened by their compe-
tence and intelligence. We asked our respon-
dents whether they felt that males or femalesin
positions of authority were threatened by
women who are bright/competent: 75% be-
lieved men were threatened and 75% had expe-
rienced this; 59% both thought and experi-
enced women to be threatened. Further, al-
most half our sample believed they were more
capable than others perceived them to be. The
long-term effects of underemployment and
underutilization of talent can be devastating
for all people, but particularly for those who
are gifted. Ibelieve we must strive not only to
increase the availability of challenging oppor-
tunities for women, but to help them develop
the psychological strength to persevere in the
face of centuries-old devaluation of women’s
abilities.

7. Psychologistsaiw: <ounselors mustbeaware
of theirownexpectations, attitudes and behav-
iors toward gifted girls and women. We must
remember that we are products of a culture
that hasa history of ambivalence toward recog-
nizing or addressing the special needs of the
gifted. Some of the ambivalence stems from a
fear of creating a caste system, an intellectual
elite who will denigrate others who are less
able. Another part arises from a fear that
recognizing high potential or ability will place
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an individual, especially a child, in a high-
pressure situation which might compromise
her or his personal development. Butaneven
stronger component is the belief that special
attention need not be paid the gifted because
they will develop satisfactorily and self-suffi-
ciently without it. This belief is false. The gifted
person will not succeed against all odds, espe-
cially if she is female. In fact, without counsel-
ing and educational interventions aimed spe-
cifically at the challenge of being both gifted
and female, the majority of gifted women will
continuetodisappear (Shakeshaftand Palmieri,
1978).

8. Women psychologists and counselors must
also become more aware of their own abilities
so that they can better nurture the high abilities
of their clients (Silverman, in press). Silverman
observed that “many feminist therapists are
gifted women who do not recognize their own
giftedness,and their clienteleis frequently com-
posed of unrecognized gifted women” (L.K.
Silverman, personal communication, Febru-
ary, 1987). In our study, 20% of the respon-
dents identified therapy or counseling as an
avenue of coping for them. We don’t know
how many respondents had ever sought coun-
seling or how many of their therapists per-
ceived their own or their clients’ giftedness,
but these are questions worthy of investiga-
tion. If we fail to see ourselves in the fullness of
our abilities, we cannot see the gifts in others
nor empower them to reach their potential.

9. Psychology training prograns must incor-
porate specialized course work and training
opportunities in gifted psychology. As Silver-
man (1983, p. 2) observed, “few teachers, coun-
selors, psychologists, or even specialists work-
ing with the gifted recognize that the gifted
havea unique set of affective needs.” Counsel-
ing the gifted is a complex activity for which
few are or will be adequately prepared unless
a body of knowledge based or research is
introduced into psychology preparation pro-
grams.

10. The popularity and availability of support
groups for dealing with a vast array of issues
and challenges attest to their efficacy in help-
ing people to manage their lives more effec-
tively. Forschool-aged and adult gifted women,
asupportive peer network can provideameans
of exploring changing life roles, values, meth-
ods of conflict resolution, and strategies for
dealing with situations that arise from sex roie
stereotyping (Navarre, 1980). According to

Blaubergs (1980), the problem is pervasive but
remediable. “Many parents, teachers,and coun-
selors of the gifted continue to reflect attitudes
and sex stereotypes that are detrimental to the
expression of the abilities of gifteC. girls. An
understanding of the prevalence of such atti-
tudes and an awareness that they do not reflec:
a necessary reality, or often any reality at all,
can help to remove this barrier to the gifted
girl’s achievement.”

11.. Family counseling and parent education
programs are necessary, since families tend to
underestimate or ignore the abilities of gifted
daughters. One-third of our sample said they
had been discouraged by both parents during
their formativechildhood and adolescent years,
although the majority said they had been en-
couraged by their mothers (70%) and/or fa-
thers (59%). Many respondents, however,
qualified these statements by telling us that
their parents had both encouraged and dis-
couraged them simultaneously:

1 was told to get good grades but was given no
encouragement as to what use they could be
put fo.

My family said, “When are you going to give
this up and get married?”

When I was growing up my parents were
always urging me to succeed but criticizing
me for being “too ambitious, too independent,
too driven, too verbal”; then when I was ac-
cepted into a Ph.D. program my mother said,
“Don’t you think it's time to enter the real
world, don’t you think you've had enough
school now?”

Families especially need to learn ways to
support the autonomy and emotional develop-
ment of gifted daughters to help them learn to
contend with opposition, and to understand
the meaning and impact of giftedness in an
individual’s life (Callahan, 1980; Ehrlich, 1982;
Schwartz, 1980).

12. In-service training programs must be
developed for K-12 school district personnel
(e.g., teachers,counselors, school psychologists,
and administrators) to raise their awareness of
the many forces inhibiting gifted female stu-
dents from developing their potential. Such
programs should specifically address the ways
in which the educational system contributes to
women’s systematic devaluation of their own
abilities, and undermines their access to
opportunities for maximum growth.
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The power of the educational environment
for gifted females cannot be minimized. For
40% of our sample, educational experiences,
particularlyatthe college/ university level, were
significant in developing their potential. And
although support and encouragement from a
variety of sources was considered important
by two-thirds of our respondents, one-third
attributed the greatest help received to teach-
ersand mentors. Happily, 58% said that female
teachers had encouraged them during their
pre-college years, and 48% indicated that male
teachers were supportiveduring thistime; these
figures dropped to 37% and 34%, respectively,
in adulthood.

It should be noted that 20% of respondents
felt they had been discouraged by both male
and female teachers in childhood or early ado-
lescence. Another 20% believed that gifted
women tend to hide, deny, disparage, and/or
choose not to develop their abilities because
the ed ucational system does not value, encour-
age, or help females to achieve their high po-
tential.

13. Conferences and symposia. We wereover-
whelmed by the powerful and positive re-
sponse of participants to the “Women of High
Potential” conference. Much of the sentiment
of the group was vividly expressed by two
participants when they said:

Sitting in a room with women who see them-
selves as women of high potential feels very
satisfying. I feel proud. It is a relief not to
worry about alienating other people by our
self-confidence and capability, trying to read
others...it’s hard to put into words. I'm talk-
ing about peer pressure to play down our
ability and potential. That pressureis present
with adults as well as with children. I love
being around these women.

I am very excited (thrilled!) at the prospect of
a center for research on women of high poten-
tial. I think of my granddaughter (age 7) who
is already being shaped by the system and her
parents, and I have hope for her. Those of us
who are older and were shaped so subtly and
profoundly and, yet, remained nonconform-
ist, different, odd, have beenvery lonely. How
important it is to find a group that is joining
people who have had this experience.
Conferences, workshops,and symposiacan
be tremendously exciting, productive, and re-
vitalizingfor everyone they touch. Opportuni-
ties for h’ghly capable womento interact, share

experiences, and support each other in the
scarch for effective ways tomeetand transcend
the challenges we encounter in a sexist society
are rare, but without them the expression of
giftedness will remain, for many, an isolating
and dispiriting experience.

14. Finally, the need fora great deal of research
in this area is unquestionable. Comprehensive
research programs must be created to expand
existing knowledge about the nature of the
psychological development of highly capable
women, and the internal and external forces
which impair their health and inhibit them
from taking advantage of opportunities for
achievement. I believe there are several ques-
tions which require our urgent attention.

What protective and risk factorsshapegift-
edness in women and what internal and exter-
nal defenses enable gifted women to cultivate
their abilities in the face of adverse social con-
ditions?

Aretherespecificsourcesof stress to which
adult and adolescent gifted women are ex-
posed, and what effect might these stressors
have on their physical and psychological well-
being? What processes determine the presence
or absence of “stress resistance” under similar
backgrounds and exposure conditions? We
know from the work of Garmezy and Tellegen
(1984) that high intelligence is not sufficient to
protect ability from erosion; thus,an investiga-
tion of theinner wellsfrom which gifted women
draw their strength would yield invaluable
and practical information for clinicians of ev-
ery discipline.

Is there a relationship between childhood
abuse and giftednes;? What is the frequency
with which gifted women are victimized by
sexual, physical, and/or emotional abuse, and
what are the incidence and prevalence of vari-
ous forms of self-sabotage among this popula-
tion — eating disorders, depression, learned
helplessness, substance abuse?

What are the special issues affecting gifted
women who are members of ethnic minority
groups, or who are disabled, or who arecultur-
ally or economically disadvantaged? What
kinds of programs and intervention strategies
could be created to increase their contribution
to our society?

Maslow (1972) argued that if we deliber-
ately tried to beless than our best, we would be
desperately unhappy throughoutourlives. Yet
many gifted women have found thatthe choice
to become their best is made at great cost - to
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their relationships with parents and partners,
to their friendships, to their sense of safety and
security in the world, to their identities as
women,and to theirmental and physical health.
I believe we must create a world in which
women can live out the promise of their high
potential without sacrificing essential parts of
themselves. How? By asking and answering
difficult questions such as those posed above,
by translating research findings into effective
strategies for individual and social change, by
supporting each other as we dare to be seen
and dare to be heard despite centuries of con-
ditioning to be less visible, less vocal, and less
capable. And, ultimately, by planning for a
time when the challenge of being female and
gifted will become obsolete.
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Quotable Quotes on Grouping

Gifted and talented students need instruc-
tion at a level and pace as well as conceptual
complexity commensurate with theiradvanced
levels of ability and achievement. Grouping
heterogeneously and providing cooperative
learning in heterogeneous groupsleads tolow-
ered achievement and motivation as well as
poorerattitudes toward school. (Feldhusen, J.,
and Moon, S., Grouping gifted students: Is-
sues and concerns, Gifted Child Quarterly,
Spring, 1992.)

Grouping gifted students homogeneously
for cooperative learning is possible while
groupingall otherstudentsinto heterogeneous
groups. Since role models must be somewhat
close in ability to those who would emulate
them, the removal of gifted students from co-
operative learning groups does not harm the
work of these groups. (Schunk, D., Peer mod-
els and children’s behavioral change. Review of
Educational Research, Summer 1991).

There are times when gifted students
should be segregated for fast-paced work indi-
vidually, and there are times when gifted stu-
dent should work in cooperative situations.
(Johnson, R., and Johnson, D., The Cooperative
Link, 1989).

Programs of enrichment and acceleration,
which usually involve the greater amount of
curricular adjustment, have the largest effects
on student learning. These results do not
supportrecentclaims that no onebenefits from
grouping or that students in the lower groups
are harmed academically and emotionally by
grouping... The academic benefits are clearest
for those in the higher ability groups, but stu-
dents in the lower groups are not harmed
academically by grouping and they gain aca-
demic ground in some grouping programs.
(Kulik, J., and Kulik, C., Meta-analytic find-
ingson grouping programs. Gifted Child Quar-
terly, Spring 1992).

If one examines the possible effects of a
given grouping strategy on gifted students, it
becomes clear that the more they are grouped

Compiled by Barbara Clark

in terms of contact time, the more their unique
educational needs are met. (VanTasscl-Baska,
J., The ineffectiveness of the puil-out program
model in gifted education: A minority per-
spective. Journal for the Education of the Gifted,
Summer 1987)

When gifted students work together for
part or all of the school day, their achievement
surpasscs that of gifted students who are not
grouped together for instruction. (Kulik and
Kulik. Effects of ability grouping on student
achievement. Equity and Excellence, 1987).

Cooperative learning models do not en-
hance the achievement of the gifted unless
some form of ability grouping is employed.
Mixing low ability and high ability students
together typically results in no growth for the
high ability group. (Slavin, 1986).

Educators cannotdifferentiate instruc-
tional plans for gifted learners effectively
without ability grouping in some form. Thus,
to eliminate ability grouping for all is to elimi-
nate programs for the gifted and talented.
(VanTassel-Baska, J., 1991).

Finallv, from the Analysis of the Research
on Ability Grouping written by James Kulik in
and published by the National Rescarch Cen-
ter on Gifted and Talented, (1992) come the
following guidelines suggested by theresearch:
1. Schools should resist wholesale elimina-

tion of ability grouping,.

2. Schoolsshould maintain programsof accel-
erated work.

3. Schools should maintain programs of en-
richment.

4. Schools should use ability yrouping to ad-
just the curriculum to the aptitude levels of
the groups.

5. Benefitsareslightfrom programs that group
children by ability but prescribe common
curricular experiences for all ability groups.
Schools should not expect student achieve-
ment to change dramatically with either
establishment or elimination of such pro-
grams.
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Reverse That Pendulum:
Protecting Your GATE Program in Perilous Times

How can we protect our gifted children
and the educational programs they need in
order to be successful? A recent edition of the
Communicator included the topics of
“scapegoating the gifted,” educational reform,
and the implementation of cooperative learn-
ing. These concepts have something in com-
mon. They are all happening right now, and
they all have the potential to be dangerous to
gifted children. The irresponsibility of blam-
ing the gifted for the ills that plague public
eduction was well argued in Dr. Silverman’s
extensively documented article on
scapegoating. Theimportance of including the
ne: 's of the gifted in planning educational
reform was well stated by Dr. Seaborg,. Articles
by Dorsey, Robinson,and Staples explored the
strengthsand weaknessesof cooperativelearn-
ing, and how itcanbest fitintc a well balanced
educational program for gifted students. This
article seeks to build on the foundation laid by
those writers and suggest some strategies for
protecting GATE programs for children in
California and elsewhere.

Present financial circumstances for Cali-
fornia education are dismal. Political condi-
tions impacting GATE programs include the
overall school reform movement, attacks on
the practice of grouping pupils by ability, and
a lessening of statewide attention to the needs
of gifted students. The educational pendulum
has swung away from the gifted. On the na-
tional scene, a Connecticut lawsuit was
brought by parents whoalleged thatthelearn-
ing needs of their gifted children were not
appropriately met by the standard school cur-
riculum. The plaintiffs cited federal and state
mandated special programs for handicapped
pupils as an example of the educational rights
of children. The State of Connecticut argued in
defense that pupils had a right to a basic educa-
tion; therefore, handicapped pupils must re-
ceive special funds and programs in order to
rise to that level. The state further argued that
“ . the goal is not to maximize the potential of
cach student. Passage from grade to grade
demonstrates adequate education benefit.”
Similar cases were cited from Pennsylvania,

by Ann Laurence Lord

New York, and Kansas. The consensus was
that states were required to provide an equal
and basic education. With such a philosophy
being stated on a national level and the compe-
tition for funds within the depressed Califor-
nia economy, the immediate future of gifted
programs seems bleak.

Within this general climate, the author re-
searched the question of why some school dis-
tricts in California were able to maintain an
excellent GATE program, while a matched
group with similar demographic characteris-
tics were unable to do so. The study examined
selected administrative factors which were
present in districts with excellent GATE pro-
grams and missing, or present to a lesser de-
gree, in a comparison group. The good news
was that significant factors were found. In
order of importance they were:

(1) superintendent support,

(2) additional funding for the GATE program,
(3) school board support,

(4) organized parent support.

No differences between the two groups of
districts were found in program longevity or
the percentage of administrative time allocated
for GATE. In other words, in districts with
excellent GATE programs, there was very good
support for the program from the superinten-
dent, additional funds were generated or allo-
cated for GATE, the school board was acively
supportive, and GATE parents of the district
were organized and active. If this scenario
describes your school district, there’s a good
chance that your GATE students and program
are well protected. If not, then make it so.

What can be done if some of the factors
described above are missing in your district?
Form a strategic planning group with parents,
teachers, students,administrators, andanyone
else whois interested. Since the district super-
intendent was found to be the most important
administrative factor, what can be doneif she/
he is not supportive of the existing GATE pro-
gram? Many approaches were enumerated in
the final chapter of the study. Onesstrategy was
for someone from the planning committee to
interview the superintendentand seekouthis/
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As soon as
professionals
and lay people

are again
aware that
the
development of
extraordinary
human
potential
requires
specialized
educational
experiences in

a variety of

disciplines

—not just
sports or the

arts —
the pendulum
will begin to
swing back
toward gifted
education.

her ideas for GATE. If those ideas are not
detrimental to the welfare of gifted students,
immediately incorporate them into the pro-
gram. If they are, do some brainstorming with
your planning group. Meet to set goals and
create a strategic plan to accomplish them.
GATE support can be improved.

If district GATE parentsare not organized,
or if they participate only at their local schools,
changes are necessary. When GATE parents
realize that the gifted program is vulnerable,
they will respond to a call for help. If the
strategy group decides thatthe superintendent
or school board members need to be more
supportive of GATE and the group can’tenvi-
sion any immediate tactics for achieving that
support, their first project could be to raise
additional funds for the district GATE pro-
gram. Parents representa wealthof fundraising
resources. Foundations, grants, local business,
and industry are potential sources. A GATE
group that approaches the district superinten-
dent with funds available for the GATE pro-
gram will clearly demonstrate their serious-
ness of purpose. The group should also be
prepared with recommendations for allocat-
ing the resources. Strategy needsto be planned
sensitively, so that the overall experience is

sitive. Parents in particular must be viewed
ashelpfuland supportive, rather than “pushy”
or “demanding.” The planning group should
nothesitate to seek ideas from people innearby
districts or statewide resource persons. Be-
cause GATE students represent only a small
percentage of the total population, advocates
have created a tradition of generously sharing
with each other. GATE proponents are known
to be extraordinarily giving of their time and
expertise.

Although these times are perilous, there is
always hope forthe future. Practitioners know
that education has a cyclical nature. A review
of education history shows that special pro-
grams for the gifted have been in and out of
favor many times. In more than thirty years in
education, the author has seen many ideas
recycled more than once. GATE may be some-
what unpopular now, but it will come back
again. Program structure and focus may be
slightly revised, but gifted education always
returns stronger than ever. A few more years
of the current “one size fits all” curriculum will
make it obvious that our most able students are
failing to profit. As soon as professionals and
lay people are again aware that the develop-

ment of extraordinary human potential requires
specialized educational experiences in a vari-
ety of disciplines—not just sports or the arts—
the pendulum will begin toswing back toward
gifted education. The general public must
become aware of society’s need for highly
skilled problem-solvers, for critical and cre-
ative thinkers of all kinds. People need to be
reminded that human resources are the most
precious resources of all. Furthermore, re-
forming education for “at risk” and other edu-
cationally disabled groups need not be done at
the expense of gifted students. Gifted children
must not be placed on the “endangered” list.
Businessmen and women, as well as legisla-
tors, must be shown that numerous indepen-
dent evaluation reports have concluded that
GATE is an extremely cost-effective special
program thatrewards the inputofevenmodest
resources with major positive, productive out-
rat. GATE programs really work! Advocates
for the gifted can spread that word and raise
awareness of the need; however, children who
are presently in the school system should not
beneglected. Lntil the pendulum swingsback
and a turnaround occurs on a larger scale,
groupscan support theirlocal GATE programs
by working to improve the support of the su-
perintendent and school board, by organizing
parents,and by providing the addi tional funds
needed to carry on programs of excellence. By
focusing on these factors, we canall protect our
gifted children and the programs they need in
order to flourish.
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Dusk Waves

As my smooth bare feet brush
against the warm golden sand
and the waves crash against
my ankles, ! look out to sce
nothing but rippling biue.

As 1look farther out 1 see

the setting sun's tlp touching
down onto the water, as it
spreads its orange and purple
light into the deep blue sky.

1 can hear the faint cry of a
distant seagull gliding swiftly
through the now violet clouds.

As night takes over day, the
sky is darkened along with

the sea and when the moon
appears, It shines as a dim
flashlight would reflect across
the still rippling waters.

Mandy Barker, Grade 4

Salty Sea Air

[ smell the salty sea air and
hear the crashing of the waves
against the rocks as | walk
through the warm golden sand.

| take a break from the long
walk along the shore and look
out: as far as the eye can see
is the clear, blue, sparkling
water.

| hear the waves crash against
each other; the sound of the
waves fills my ears like children
playing in the summer.

As night comes, | can hear the
roar of the sun meeting the
ocean for another time.

My eyes also meet with the
bright, yellow sun as it spreads
its light for the very last time
today.

Sarah Keeney, Grade 4
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GATE Advocacy: From Your Community

to the State Capitol!

Are you an advocate for gifted and tal-
ented education? If you have ever written a
letter or spoken in supportof GATE education,
you are an advocate for gifted children.

An advocate is someone who supports a
cause for someone else, when that individual
cannot voice support for him/herse”” As par-
ents, educators, and involved community vol-
unteers, it is our task to serve as advocates for
school-aged children. Whether we lend our
support to agroup cffort oractalone, we canbe
an effective force in this area.

Action is more effective than reaction in
the cause of gifted and talented education.
Trying to resurrect a program after it has been
dismantled can be non-productive. Therefore,
you must stay informed at all times as to the
status of GATE programs within your state,
district, and individual schools.

To be a successful advocate, you must:

1) identify the key players who will make
decisions affecting GATE programs, and

2) know the rules and policies that govern
GATE programs at all levels.

At the local district level, find out who is
responsible for theadministration of the GATE
program - a facilitator, a program coordinator,
a curriculumspecialist, a principal, an assistant
superintendent, or even a district secretary.
Get to know the members of your Board of
Trustees (or School Board); they will be voting
onlocal policies. As the elected policy makers
for your school district, they need to be in-
formed about the GATE program in your dis-
trict/ school.

At the state level, get to know your legisla-
tors. They will be the people who will vote on
bills which will directly affect GATE program
funding. Legislatorsare generally interested in
what their constituents have to say. They do
not always have all the facts and information
on a topic. This is your opportunity to help
your legislator to become more informed on
the subject of gifted and talented.

To find out who your local legislators are,
call the Registrar of Voters to determine your
senate and assembly district numbers. Then

by JoAnne Viserta-Galinis

check the government pages int the front partof
your phone book for the names of your legisla-
tors. Legislators have two offices, onein Sacra-
mento, and onein their home district. They are
generally in session in Sacramento the first
four days of the week and spend Fridays at
their home office. Get to know the local staff
personnel, especially your legislator’s educa-
tionalaide. Lettersand telephone calls to your
legislator are important, but visits to the local
office can be more effective. Here are some
basic steps to follow to help you become a
dynamic advocate when writing, visiting, or
telephoning your legislator.

Letter Writing
Letter writing is very effective. Having
letters from constituents to show at legislative
meetings is impressive. When writing a letter
to your senator or assembly member,

1. Identify yourself, position, community,
basis of your interest in gifted/ talented or
expertise in this area.

2. Inthefirst paragraph, state your argument.
Identify legislation by bill number if you
know it.

3. Show your appreciation for privious sup-
port if appropriate.

4. Be specific and clear; support main argu-
ment with facts in a brief manner. Explain
why the issue is important to you.

5. Assume your letter will be read, consid-
ered, filed, and acted upon. (Letters are
counted; phone calls may be counted.)

6. Be courteous; never threaten or you will
lose credibility.

7. Facts must be accurate; cite your sources.

8. Use appropriate stationery, but write the
letter in your own words.

9. Beneat. Grammarand punctuation are not
asimportantas theideas,butdo spell names
correctly.

10. Ask foraresponse;includeaquestion which
the legislator will have to answer.

11. Close with a note of appreciation; use full
name and address.
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12. Share specific knowledge you may have
about the issue; include a copy of a reliable
article supporting your pointof view when-
ever possible.

13.Send a letter of appreciation after he/she
has supported your issue.

14. Send copies of your letter to the Chair and
key staff member of the appropriate Educa-
tion Committee when you write yourlegis-
lator about GATE programs.

Name
Address
Date

The Honorable

California State Assembly (or Senate)
The State Capitol

Sacramento, CA 95814

Dear Senator (or Assembly Member)

S )

Asaresident of (home town), a registered (state party
if you wish or use “voter”) and a parent of a GATE
student, I am writing this in the hope that you will vote to
continue funding for Gifted and Talented Education.

My child has benefited tremendously by being in a
class of academically gifted peers who create a challenge
to achieve, with a stimulating curriculum that helps chil-
dren reach their full potential, and a trained teacher who
can understand how these children think and learn, thus
bringing out the best in them.

I strongly urge that you continue funding for this
valuable program. I also urge that the GATE program be
expanded as soon as possible to make it available to all
gifted children of California, as recommended by both
Sunset Reports on GATE programs.

Telephoning .

Talking with the legislator’s aide is often
very valuable. When telephoning the local
office, give your name, address, and phone
number. Clearly state what you are requesting
of your legislator. If you wish him/her to
support legislation, state the specific bill num-
ber. Telephore cails are usually logged as
“for” or “against” specific legislation. While
phone calls are important, they are the least
effective way to influence your legislator.

FAXing

The newest way to inform and lobby your
legislatoris by FAX. If you want to havea piece
of paper in the legislator’s hand as q dickly as
possible, send a FAX. The FAX numbers for
both the home office and the capitol office are
listed in the annual California Journal Roster
and should also be available if you phone the
legislator’s office and request the FAX number.

Visiting

Visiting yourlegislator is not as intimidat-
ing as you may think. Legislators do want to
know who their constituents areand the views
they represent. To make an appointment to
visit your legislator, call the local office. Inform
the receptionist of the subject of your visit and
the numberof people attending (limit4). Spend
no more than 15 or 20 minutes. Itis effective to
assign one person as the recorder to take notes
on what has been said at the meeting. Some-
times what you assume you have said may not
be what was heard by othersinaattendance. Let
your legislator talk about the issue first. This
will allow you to get his view of the subject,
permitting you time to readjust your delivery
if necessary. End the visitin a courteous man-
ner, requesting the legislator’'s support for
GATE programs, bills, etc.

Legislators can be informed about GATE
programs from Ir . ny sources. A positive, ac-
tiveadvocate can helpGATE students by keep-
ing our legislators knowledgeable in this area.

Sincerely, Commit to becoming an advocate for GATE
Signed students today!
If you wish more information concerning GATE
Sample Letter advocacy, you may contact JoAnne Viserta-Galinis,
former CAG Orange Region Parent Rep and
CAG[PAC member, at 714{963-7093.
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Callahan nificant declines in general selfconfidence are

_ Continued from page 1

associated with declines in confidence about
the ability to do well in mathematics, which
precedes a decline in performance in math-
ematics.

There is also evidence of growing negative
body imageand depression that do not reverse
with maturity.

...the srowing inconsistencies and contradic-
tion; of female adolescence provide greater
stress and fewer coping resources for girls...It
appears that current cohorts of girls experi-
ence stress because of conflicting demands to
achieve in the public sphere and be successful
in interpersonal relations, especially dating
(Bush and Simmons, p. 208).

Not only do we find that gifted females
face the same problems, those problems may
actually be exacerbated by the greater conflict
which comes from greater expectation for suc-
cess academically.

The pre-school experience addresses needs
of boys more adequately than it
addresses the needs of girls

We are all aware that one of the criticisms
of the school experience for gifted children is
the lack of attention to their academic needs. It
may well be that the gifted young girl is faced
with even more exaggerated neglect. The
AAUW report points out that many early edu-
cation environments concentrate on areas in
which girls are more proficient and ignore
those in which girls need experience. For ex-
ample, girls tend to achieve greater compe-
tency in the areas of impulse control, small
muscle developmentand languagebefore com-
ing to school, yet pre-schools and kindergar-
tens tend to focus on these skills and ignore
those girls need most — large motor activities,
investigatory and experimental activities — or
leave such activities for play activities. If left
for play, then they are left to choice. Since we
most often tend to choose those things we are
good at, girls may miss valuable experiences
during formative years.

Girls receive significantly less attention

from classroom teachers than do boys

Conclusions about teacher classroom be-
havior in the reportare of particular concernin
discussions of gifted females. First, in pre-
school classrooms boys are the recipients of
“moreinstructional time, more hugs,and more
teacherattention. This pattern persists through

elementary school and high school” (AAUW,
1992a, p. 68). Not only do they receive more
attention, thereare critical practices which dis-
courage female participation and consequent
learning. For example, boys call out answers
eight times more frequently than girls. Not
only do they call out more often, they are
acknowledged when they do, whereas girls
who call out an answer are instructed to raise
their hands before speaking. Further, when
boys do not participate in a discussion, teack-
ers will actively scek their input, while girls
who do not participate voluntarily are largely
ignored.

Teacher comments also differentially fa-
vored boysintwo ways. First, whenthe teacher
takes the time to comment specifically on per-
formance with detailed and precise feedback,
the comment is most often to a boy. In addi-
tion, boys received the more useful teacher
comments of praise, criticism,and remediation.
Such behaviors on the part of teachers may
result i: a sense of “learned helplessness” on
thepartof females. This phenomenon refers to
alack of perseverance and a loss of self-confi-
dence as one loses a sense of what to do to
succeed. Theauthors of the reportsuggest this
may be the reason that some girls abandon
theirinterest in the mostchallenging academic
pursuits in later years when the challenge is
more difficult and specific feedback is essen-
tial, while boys persist.

Finally, in two recent studies which spe-
cifically addressed the issues of mathematics
and science classes, it was found that science
classes are particularly biased against girls
and that in mathematics classes a few male
students tend to receive the most attention.

Textbooks too often do not reflect the
experiences of girls
A 1989 study cited in the AAUW report

points out that there was only one book-length
work written by a woman among the ten most
frequently taught works in high school En-
glish courses, with little change in the overall
balance from 80 years ago. Textbooks have
changed somewhat, but not strikingly. While
some social studies texts, for example, have
included vignettesof famous womenand some
examples of women in protest movements,
they still fail to presenta balanced treatment of
men and women.

Researchers at a 1990 conference reported

that even texts designed to fit within the
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The AAUW has
produced three
publications (a
full report, a
summary, and a
call to action) and
one video relating
to the report
discussed above.
If you are inter-
ested in these
items, you may
obtain copies by
contacting the
AAUW Sales
Office, P.O. Box
251, Annapolis
Junction, MD
20701-0251.
Phone orders may
be placed at 800/
225-9998 ext. 91.

California guidelines on gender and race eq-
uity for textbook adoption showed subtle lan-
guage bias, neglect of scholarship on women,
omission of women as developers of history
and initiators of events, absence of women
from accounts of technological development
(AAUW, 1992a, pp. 62-63).

It is difficult for young women to imagine
their role and success without adequate role
models and acceptance of the place of women
in the disciplines they study.

While differences in the general popula-
tion between girls and boys in mathematics
achievement is declining, girls are still less
likely than boys to take the most advanced
courses in high school, and among the most
able students, the gender differences are the
largest.

There are numerous studies that suggest
that differences between males and females
are much greater at the top end of the achieve-
ment scale—amongour most talented students
- than in the middle. One of these studies
concluded that “all differences in math perfor-
mance between girls and boys at ages eleven
and fifteen could be accounted for by differ-
ences among those scoring in the top ten to
twenty percent” (AAUW, 1992a, p. 25).

These findings suggest that our gifted fe-
males may, in fact, be the most influenced by
the societal and classroom factors discussed
above.

Gender gap in science may be increasing

Gender differences in scores on the science
tests of National Assessment of Educational
Progress actually increased between 1978 and
1986. Boys’ scores increased while girls’ scores
decreased. Studies of course selection among
the mostableof our studentsisdistressing. For
example, 40% of students enrolled in first-year
high school physics are female and only 30% of
students in second-year physics are female.
Even when females have pursued math and
science successfully in high school, further
pursuit of careers or even college majors in

Something Can Be Done

Oneof the more positive conclusions of the
report is that there are programs and policies
that workinbringingabout changes inmany of
the practices which inhibit the development of
the full potential of young women.

Insist on school policies that are based on
and reflect gender equity
Although we are all aware that policy is
not enough, the studies reported in the AAUW
report found that policies can make a differ-
ence in practice “if they are strongly worded
and vigorously enforced” (AAUW,1992¢,p.1).

Be on the alert

One of the findings of the study is that a
subtle (and sometimes not so subtle) biasseems
to pervade the system, from actions to the
printed word. For example, the publications
distributed to students who are about to take
the SAT indicate that girls do not do as well as
boys - a potential blow to confidence and self-
esteem. Comb literature which you are giving
to your children/students. Protest sexismand
demand that such statements be stricken from
any literature that is distributed and from the
speech and actions of all those who work with
young women.

Scott and Schau (1985), in their reviéew of
studies on changing sex-role stereotypes con-
cluded that “pupils who are exposed to sex-
equitable materials are more likely than others
to:

1) havegender-balanced knowledgeof people
in society,

2) develop more flexible attitudes and more
accurate sex-role knowledge, and

3) imitate role behaviors contained in the ma-

terials” (p. 228).

Examine textbook and other instruction
materials for sex bias, including:
exclusion of girls,
stereotyping of members of both sexes,
subordination or degradation of girls,

Carolyn Callahan can those areas is unlikely. In a recent survey of isolation of materials on women,
be reached at the | seniors, only 18.6% of the females who had superficiality of attention to contemporary
National Center on taken physics or calculus were planning to social problems, and
the Gifted and major in science or engineering in college as ¢ cultural inaccuracy through which most of
Talented at the | compared to 64% of males. the people active ina culture are excluded
University of from view” (AAUW, 1992, p. 63.)
Virginia, Become proactive in looking for curricu-
Charlottesville, VA. lum and programming practices which may
increase the success of gifted girls. The Action
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Guide which accompanies the full report in-
cludes a “Gender Equity Assessment Guide”
which contains specific criteria and a rating
scale for assessing the degree to which policies
and practices of a school encourage or discour-
agegirls. Specificitems whichare of particular
relevance to gifted females include:

e The school board has adopted formal poli-
cies that all courses and activities are open
to all students regardless of sex, race, or
disability. Students are not tracked into
traditional courses of study by gender or
race.

« The rates of participation in gifted and tal-
ented programs, advanced placement, and
honors courses reflect the race, gender and
ethnic population of the student body.

e Girls and boys participate in advanced
mathematics courses such as calculus at
rates that reflect their proportions in the
school population. -

e Consideration is given to hiring women
and men to teach math and science at all
levels.

e In-service training is available to elemen-
tary and secondary teachers to strengthen
their sex-equitable math/science teaching
techniques.

e Guidancecounselorsencouragegirlstocon-
tinue studying math and science.

e Theschool system provides teachers, coun-
selors, and administrators with training in
gender fairness.

e Teachers in each school use available on-
site curricularand background materials to
help them teach a diverse student body.

e The school system has policies in place and
is making on-going efforts to hire women
assuperintendents, principals,andinother
key administrative positions. Womenand
minorities receive state and local scholar-
ships in proportion to the school popula-
tion.

 Counseling on post-secondary education
and career options is gender neutral.

« Girlsreceive non-gender stereotyped coun-
seling on course enrollment throughout el-
ementary and secondary school.

e Teachers/counselors/administratorsdem-
onstrate equally high expectations of all
students regardless of gender.

« The school creates and publicizes (to fac-
ulty and students) policiesand procedures
for reportingand responding to complaints
of sexual harassment and sex discrimina-
tion.

A much more difficult step for most of usis
to examine our own behaviors. Do we unwit-
tingly engage in differential behaviois in our
classrooms, towards our own children? 1t is
not the case that any of us sets out to behavein
biased or discriminatory ways, but what mes-
sagesdowegive? If youarea female teacheror
a Mom, you need to ask yourself whether you
degrade your own abilities (“Oh, I was never
good at math either.”) Allofus neced to record
our reactions to males and females to see
whether we are equal in our responses to all
children. We need to be alert to differential
classroom praise, acceptance of behaviors,and
even feedback of a negative nature.

Take proactive steps to intervene with
new programs and new directions in
curriculum and instruction

Evaluations of programs especially de-
signed to encourage young girls’ interest in
and confidence about mathematicsand science
show that they can be effective in broadening
career interests, reducing feelings of isolation,
and increasing willingness to explore science
topics. Investigate these model programs and
how they might work in your schools. In
California, Berkeley is well known for its suc-
cessinimplementing such programsand work-
ing with school staff to modify instructional
strategies so that the interest and success of
girls in mathematics and science is increased.
Programsdeveloped by the AAUW,Girl Scouts,
and Girls, Incorporated provide additional
models.

Encourage the modification of curriculum
in the early childhood program to formalize
the inclusion of large-motor activities and in-
vestigative and experimental activities.

As teachers, adopt teaching strategies
which encourage girls. Among those which
have been used successfully are:

e havingstudentsread and try out mathand
science problems before they are covered in
class,

« providing a structure in which all students
answer questions, pose questions, and re-
ceive answers rather than one that empha-
sizes target students or those who call out
answers loudest.

Girlsalso respond well tospecial programs
in which they work cooperatively in a relaxed
atmosphere where mathis fun (AAUW, 1992b,
p-32)
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Conclusion

Fully half of the gifted studentsin
our schools are females. There is no
reason to believe that they are immune
to the effects of the behaviors and prac-
tices which discourage all females. We
need to look closely at our policies, our
practices, and our own beliefs and val-
ues to make those changes which will
ensure that we are not subtly perpetu-
ating stereotypes, discouraging the
development of seclf-confidence and
sclf-esteem, and inhibiting the devel-
opment of the full potential of these
young women.

! The AAUW report contains numerous
references to books, articles and documents
relating to the findings we are reporting here.
They have not been referenced here because of
the summary nature of this article.

If you are seeking specific references to any
items in this article, consult the full report
reference in the bibliography.
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My Sister's Footsteps

My footsteps are so like hers.

Overlapping yet not quite together.

They are so similar, yet fighting

to be apart.

Fighting to be individual.

They lead the same way and continue

the same trail.

Though sometimes they stray from
each other

and their qualities shine through.

And other times they stand

side by side.

Standing up for each other.

Hers always a stride before mine.

The stride representing the éight
years

between us.

Hers cross over mine

but mine more so over hers,

it's s0 casy for me to follow her,

to say | know her.

But not always.

I have learmed when to keep my

mouth shut.

Of course she’s wonderful, loving,

caring and sweet,

and | v“vill-'always be proud of her.

But 1 know how to be myseif.

i love her, ' '

and | hope our trails stay

side by side.

With her always a stride before mine.

Joy Pederson
Los Osos Middle School

Students Write from
From Camp Nawaka
Leadership Camp

It was life on another planct for
students fromSanta Ana whoattended
CampNawaka leadership camp. Well,
actually they made up theirown plan-
ets, with myths, distinctive cultures,
national anthems, and much, much
more. The students were enthusiastic
about the fun they had and about what
they learned.

“They showed us how to lead a
group and also how to follow one,”
wrote Art Rios. Manuel Magellan felt
that the camp “showed us that we can
all be leaders.” Thuan Lai “enjoyed
when we got to create our own planet.
It was surprising to me when during
the group presentation no one booed
usor gavenegativeremarks. Now that
greatly inspired me! Itfeels greatwhen
your peers don’t make negative re-
marks.” Thuan also wrote, “Many
people say you can learn a lot in one
day. I never believed that, but during
the weekend I learned so much, and !
met so many nice and intelligent

people.”

The students who wrote were from
Lathrop Intermediate School and were ac-
companied to camp by Santa Ana USD
teacher Barbara Frazee.

The first leadership camp for the
1992-1993 academic year will be at
Point Bonita in Marin County Novem-
ber 13-15. The registration form is on
the next page.
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| EADERSHIP CAMP NORTH

for 7th and 8th grade students
November 13-15, 1992

Point Bonita YMCA Camp
At the Headlands in Golder: Gate National wildlife Preserve

The beautiful Golden Gate National Wildlife Pre-
serve, situated just north of the Golden Gate Bridge, will
again be the site of CAG’s Leadership Camp North for
seventh and eighth grade students.

A weekend of activities will be led by Dave Nettel,
well-known camp coordinator and naturalist. The pro-
gram is designed to include activities which enhance
leadership skills, build trust, examine group dynamics,
promote self-esteem, and improve communication skilis
while exploring this outstanding natural setting.

The weekend begins with dinner on Friday evening
and concludes after lunch on Sunday. Campers should

arrive at camp between 4:00 and 6:30 pm on Friday and
should be picked up between 1:00 and 2:00 pm on Sun-
day. The staff will include professional educators and
high school and college-age cabin leaders for the living
groups of 10-15 campers. The camp has comfortable,
well-equipped, heated dormitories. Campers will need
to bring sleeping bags ot other bedding.

Medical forms, maps, and lists of recommended
clothing and gear will be mailed to registrants.

Camp capacity and enrollment limitis 75. Applica-
tions will be taken on a first-come, first-served basis.

The cost for this program is $90.

A limited number of partial camperships is available.

If applying for a campership, please complete this

registration form and send it without payment, attaching a letter outlining family need. You will be notified of
the amount of campership available to you, and the payment required from your family.

Please complete this registration form and mail by October 20 to:
the CAG office, 23684 Schoenborn St., Canoga Park, CA 91304.
Questions may be directed to Barbara Nelson, Leadership Camp Chair, 619/379-4289
or to the CAG office, 818/888-8846.

Name (for name tag and roster)

Address

City/State Zip code

Phone ( ) Age Sex Grade: 7 8
School Principal

School District

* Please attach a letter if there are special dietary or medical needs for this student.

Conditions and provisions:

e The camp is for students who are gifted, rapid
learners, high achievers, or capable underachievers.

* No discipline problems will be tolerated. Failure to
follow rules of the camp will result in the student
being sent home, with the parent required to provide
transportation.

We agree to the above conditions:

Signature of camper

Signature of parent or guardian

Payment enclosed:
Check #

Charge card information:
Visa Mastercard E> p. Date
Card Number

Signature of
cardholder

o)
o




MEMBERSHIP-APPLICATION

Please share this copy of the Communicator with a friend when you have finished reading it. He or she might like to use this form to
become aCAG member and active supporter of gifted education. Because of CAG's role in lobbying forappropriate education for gifted
and talented students, dues payments to CAG are not tax deductible as charitable cortributions for Federal income tax purposes.

Name: Region:
Last First Middle Initial

Preferred address: Code:
Street address or PO Box

County (not country)

City State Zip code

Phones, home: ( ) Work: { ) Affiliation:
{school disteict of employment or attendance)

Membership/ Service Category: Outside the USA, please add $5 for increased postage costs.

O Individual ($40) [ Family ($50) (J patron ($100) O Sponsor ($300) O Life ($500)
(J Benefactor ($1000) LI Limited Income ($15, attach letter) U Communicator subscription only ($15)
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THE YOUNG GIFTED CHILD

Development of Giftedness

Changes in the Concepts of
Intelligence and Giftedness

Giftedness is a biologically rooted concept that
serves as a label for a high level of intelligence and
indicates an advanced and accelerated development
of functions within the brain, including physical
sensing, emotions, cognition, and intuition. Such
advanced and accelerated function may be expressed
through abilities such as those involved in cogni-
tion, creativity, academic aptitude, leadership, or
the visual and performing arts. Gifted individuals
are those who perform, or who show promise of
performing, at high levels in such areas and who,
because of such advanced and accelerated develop-
ment require services or activities not ordinarily
provided by the schools in order to develop their
capability more fully. (Clark, 1992).

This conceptof giftednessisa change from
earlier formulations, due to the need to con-
sider the data now available from the neuro-
sciencesthat change the conceptof intelligence.
We used to believe that intelligence was com-
pleteat birth, thatit did not change throughout
our lifetime, and indeed diminished after
middle age. It was believed that after 45 years
of age the brain slowly died. From current
work in the neurosciences we now have a very
diffcrent view of the development of intelli-
gence. We now know that just as the brain
changes in a dynamic and interactive way,
intelligence too responds to the enhancement
or inhibition of stimulation and remains dy-
namic in its development throughout our life-
time. High intelligence, whetheritisexpressed
in cognitive abilities such as the capacity to
gencralize, to conceptualize, or to reason ab-
stractly, or whether itis demonstrated by spe-

by Barbara Clark

cific academic ability, leadership, or creative
behavior in the visual or performing arts, re-
sults from the interaction between inherited
and acquired characteristics. This interaction
encompasses all of the physical, mental, and
emotional characteristics of a person and all of
the people, cvents, and objects entering that
person’s awareness. As no two people have
identical physical, mental,and emotional prop-
erties, neither do they have the same environ-
ment. Our reality is unique to each of us.

We could not from this interactive point of
view say which is more important, the inher-
ited abilities or the environmental opportuni-
ties to develop them. Restriction on either
would inhibit highlevels of actualized intellec-
tual ability. As Dobzansky states, “The geno-
type and the environment are equally impor-
tant, because they are indispensable. Thereis
no organism without genes, and any genotype
can act only in some environment.” (Dob-
zansky, 1964). Genes cannot be thought of as
causing particular attributes; rather, they have
a wide range of effects in different environ-
ments.

Even our beliefs about the absolute stabil-
ity of genes must be re-examined. Slavkin
states, “Wenow know that wecanrearrangeall
thegenetic material in the course of expression.
The genes are not stable. The transcription of
genes from DNA to RNA can actually be rear-
ranged.” (Slavkin, 1987). Genes provide us
with a structure or pattern, but they are depen-
dent upon the environment for the particular
characteristic that they will express. A signal
from theenvironmentimpactsona somatic cell
and activates a regulatory gene that codes for

Continued on page 34
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PRESIDENT'S COLUMN

While joining a group of teachers after a
staff development experience, [ overheard
these comments:

“THEY expect me to do THAT and every-
thing else we're expected to do?”
“THIS too shall pass—just wait, we'll live

longer than that idea.”

“THIS isn’t NEW!"

“IT didn’t work twenty years ago, IT won't
work now!”

My first reaction to these statements was to assume they repre-
sented the teachers’ negativism toward change. My second, more
thoughtful, response to these statements was to recognize that they
were provocative challenges to the constant demands for change these
teachers have experienced. These statements could be expressions nf
concern and inquiry rather than statements of disregard and negativ-
ism about educational change. [ realized [ needed to “read” these
statements to determine what is unstated or between the lines, and not
just what is stated or openly expressed.

Teachers who say, “They expect me to do that?” may actually be
questioning how and when they will master the competencies needed
to make the required change.

Teachers who say, “This too shall pass” may actually be recogniz-
ing the oft-time mercurial approach of educators who support a popu-
lareducational idea as fervently as they retreat fromthe sameidea when
it is no longer popular. This attitude also emerges as a consequence of
the greater value placed by changeagentson WHAT should be changed
rather than WHY change is needed. This statement also illustrates the
skeptical nature of teachers who are still trying to implement an
idca just as that very idca :s abandoned for another before it has even
been scrutinized for its effects.

Teachers who say, “This isn’t new” might be uncovering an impor-
tant variable in describing what constitutes resistance to change. This
variable is the lack of established connections between old and new
idcas. More importantly, this variable illustrates how new ideas are
seldom given historical roots. Without such connections, teachers are
not given credit, so to speak, for the leaming experiences they currently
are providing their students and how they relate to the new learning
experiences they are expected to undertake.

Teachers who say, “Itdidn’t work then and it won’t work now” are
criticizing the lack of data often used to determine why an educational
idea failed. Recognition that different times yield different results is
insufficient to explain why an idea that failed years ago can be imple-
mented successfully today. An analysis of evidence is needed to
cradicate memories and stimulate enthusiasm for an idea.

We all admit that educational change is dependent on teacher
support. The teachers’ statements about change need to be heard not as
a stumbling block to restructuring, but as the foundation for developing
a readiness to restructure.

Sandra Kaplan
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EDITOR'S COLUMN

Jean Drum

Back to the Future with Wolfgang Amadeus Mozart

Let’s suppose we've built a time machine
that really works (we’re very gifted) and being
music lovers as well, we decide we want to
bring Mozart, that all-time gifted young child,
into the 20th century. We're ail familiar with
Mozart’s childhood, the incredible precocity,
the years of travel from one European city to
another to eamm money and fame for the family,
irregular hours, indifferent food and lodging,
no friends to play with—in short, about as
unsatisfactory a way to raise a child as can be
imagined. Despite this, however, Mozartscems
to have come out of it relatively well. His gifts
were certainly developed to the highest de-
gree, he didn’t turn against music, his sodial
skills were evidently reasonably good, and I
don’t think anyone blames either his carly
death or his inability to handie his finances on
his childhood experiences. Nevertheless, we
feel that now we have a much better grasp on
how to raise gifted young children, and we

Have you registered?

N
-

4G-199>

31st Annuai CAG Conterence

“heory into Praciice: Orchesiraiing Exceilence

San Jose Conveniion Canter
Marcn 5-7, 1993

want to give Mozart a better chance in life. So,
we bring him here, and our experts begin to
devise an educational program for this five-
year-old prodigy which will maximize his mu-
sical gifts, give him plenty of interaction with
his peers, keep him from feeling too much
pressure, make sure he hasa happy childhood,
and ensure that he is well-rounded. Now, just
how are we going to do this? Good question!

The point of all this is not that we would
wish for any gifted child an upbringing like
Mozart’s. But it does bring into focus the
problemsinherentindealing with young gifted
children. Gifted children are different, and no
educational or child-rearing system is ever
going to change this fact. A fluent three-year-
old reader or akindergartener who plays chess
with skill will never be anything but different,
and it needs to be all right for this child to be
different.

In this age of diversity, this kind of
differentness should be completely acceptable.
It is our task to craft an educational and devel-
opmental experience that accepts and encour-
ages this difference and thereby signals to the
child that his essential self is rightand good. As
Wendy Roedell says in her article in this issue,
the teacher (and this applies equally to parents
and anyone else who interacts with the child)
must validate a gifted child’s advanced abili-
ties. In other words, these abilities must be felt
to be worth something. We must admit that
whatever cise he may have done, Leopold
Mozart did validate his son’s gift.

At the same time we also need to craft an
educational experience that enables the child
to live in the world around her, interact suc-
cessfully with others, and become productive
and happy. This isn’t particularly easy when
working with very different children. Afterall,
whatwould you do if Mozart werein your pre-
school? But it’snot impossible cither, and if, as
Elinor Smith and Rosa Perezsaid in theirarticle
inthe Februaryissue, incorporating differences
should be a piece of cake for us in gifted educa-
tion, we are going to be able to find those ways
to nurture our young gifted children so that
their gifts will blossom joyously.

California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304
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Preschool Gifted: What’s the Rush?

OftenI encounter parents who ask
about getting a young child tested for
giftedness. They are concerned that
somehow their child is “different.” He
may be reading at two years of age, or
obsessively investigating a particular
topic, taking apart mechanical objects
suchas toasters and clocks to “see how
they work,” or demonstrating an abil-
ity to see relationships. She may be
extremely sensitive to the feelings of
others,aswellas the environment, may
havetalked muchearlier thanher peers
(or maybe talked much later), have an
extraordinary memory, or an adult-
like sense of humor and reasoning abil-
ity. Somehow these children seem dif-
ferent from their peers. (Please note
that the gender is interchangeable.)

The question that usually follows
is: should we have our child tested?
Testing can be important for a young
child if it is necessary for educational
planning or if there is a question of a
possible learning disability. Usually
for children ages three to five it is more
important to observe their behavior
and respond to their particular inter-
ests and needs than to know their
“score.”

What is most important is match-
ingyourchild withanappropriate pro-
gram or types of experiences. Some-
times in our zeal to find the right pro-
gram we canoverwhelma child; some-
times it is difficult to know how to sort
out the “right” program.

What should a preschool program
look like? For a gifted child the pro-
gram needs structure and flexibility.
The structure provides the child with
limitsand thesecurity of knowing what
isexpected. Flexibility allows thechild
to explore his/her interests and de-
velop skills as she/he is ready.

The responsiveness of the envi-
ronment to the child’s needs is very
important. Some bright children may
be advanced in reading or math abil-
ity, yet school may be the place they
need to play and experience other im-

portant skiils, such as social interac-
tion and problem-solving. Experien-
tial learning, rather than a formal aca-
demic setting is also very important.
Allowing the child to proceed at his/
her own pace, rather than conformto a
pre-ordained curriculum is more
stimulating for a bright child.

Some preschool programs are too
developmental in their philosophy for
a gifted child; others are too struc-
tured. What is preferred is a “de-
velopmentally appropriate” environ-
ment, allowing the child to explore the
world around him through open-
ended types of activities, yet provid-
ing challenging learning experiences
that stimulate cognitive, as well as so-
cial/emotional development.

Finding the right school can often
beadifficultexperience, yetitis critical
to a young child’s development. In
addition to the program, it is also im-
portant that the teacher have experi-
ence and an interest in working with
bright and gifted children, that the en-
vironment be clean, well-organized,
bright, inviting, and nurturing, with
many interesting activities available.
Askyourself, would you want to spend

ime there?

Ifanappropriateschoolisnotavail-
able, there are many ways you can
support your child at home. Home
does not need to duplicate school to be
rewarding to a bright child. In fact, it
should not duplicate school. Thereare
many activities around the house that
can be stimulating to inquiring young
minds. Ordinary experiences such as
cooking, going to the park, or driving
around town on errands can be turmed
into decision-making opportunities.
Toys thatallow for many uses and are
open-ended, suchasblocks or strategy
games, are much more important to a
growing mind than thelatest commer-
cial success.

Most important of all: READ,
READ. READ. Modeling an enjoy-
ment of reading is critical for young

by Laura Katz Hathaway

children. There is nothing more spe-
cial you can do for your child than curl
up with your child in your lap and a
good storybook in your hands. Even
older children (as much as they might
act as if they are too mature for this
experience) appreciate a reading time
with Mom or Dad. The Read-Aloud
Handbook by Jim Trelease can be found
at your library or local bookstore, and
it has a wealth of suggestions for good
reading. He is an excellent speaker,
and you may want to watch for a time
when he speaks in your area.

Finally, if you think that testing
would be helpful, check with other
parentsof gifted childrenoryourschool
district to find a psychologist who is
experienced in working with gifted
youngsters, especially young children.
The rapport developed between the
psychologist and the child is very im-
portant to the process when testing a
very young cnild.

Mensa has a booklet available to
the public called Nurturing the Gifted
Child: A Resource Guide for Parents,
which contains a description of the
characteristics of the gifted child, as
well as an excellent bibliography and
list of related organizations. If you
would like a copy, address your re-
quest to American Mensa, 2626 E. 14th
St., Brooklyn, NY 11235.

One of the best ways to support
your child is to educate yourself as to
the needs of gifted children and to get
involvedinany localorganizations that
support their education and develop-
ment.

And most of all, enjoy your child
in all phases of his/her development
and remember that the preschooler
who is talking to you like a twenty-
year old is also a four-year old who
needs to enjoy childhood and relies on
you to parent.

Laura Hathaway is the Founder|Director of
The Pegasus School.

Her address is 19692 Lexington Lane,
Huntington Beach, CA 92646.
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These are Pioneering Times
in Early Childhood Gifted Education

At a time in history when we find comput-
ers in kindergarten classrooms, it's hard to
imagine that weare still in the pioneering stage
of identifying and serving gifted children in
their early learning years. Yet itis true.

In an era of skyscrapers, we are working
from log houses. Satellites flash information
around the world in seconds, yet as advocates
for gifted children weoften find ourselvesstuff-
ing messages in bottles and tossing them out to
sea, hoping for the best.

Computers, calculators, and other sophis-
ticated learning tools are nearly commonplace
inpreschool classrooms where, ironically, gifted
young children’sspecial talents and needs typi-
cally are overlooked or ignored.

This is foolish at a time when we know—
the research is voluminous and undisputed—
that for children mcre growth goes on from
Day One to age fourand a halfthanatany other
time. These childrenaremarvelous—theycome
to diversified learning situations with a moti-
vation that isenormous. They want to learn, to
create, to accomplish, and to go forward. Yet
they are so often dismissed as merely “cute”
because they express themselves articulately,
or they read, or they display other inteliectual
or creative talents unusual for someone so
young,.

People commonly think of a child’s early
years as happy preparation time for the day
when they start school and the “real” learning
can begin. For the gifted child, the scenario
plays out quite differently. In the freedom of
early childhood within a supportive family,
few intellectual limitations are placed on this
bright motivated learner. Parents and friends
provide a tireless cheering section for develop-
mental progress and intellectual curiosity.

With that child’s first step into a formal-
ized learning environment—be it nursery, kin-
dergarten, or even aday care center— the more
structured curriculum begins to impose limita-
tions. Some part of that structure may provide
a valuable framework for learning social skills,
but it also can, and typically does, curve intel-
lectual and creative expression along the most
average, manageable line. Only years later—
sometimes in third or fourth grade, or some-

by Joan Franklin Smutny

times not until high school—does much of the
educationsystemacknowledge thesechildren’s
needs with special enrichment or advanced
placement classes. Gifted children are entitled
toappropriate educational opportunitiesmuch
sooner than this, and as articulate as these
children are, theyaren’t capable of speaking up
for their creative and intellectual rights. We
adults must do that for them.

Parents and Teachers as Advocates

Historically, pioneers were self-chosen;
they were made, not born. In this frontier of
advocacy for gifted young children, many of
the most tireless pioneers have been tapped by
an accident of birth; thus, parents of gifted
children discover themselves in territory un-
charted by the standard maps of current child
developmentand educational programs. Edu-
cators sensitive to the special needs of these
children also may find it lonely going, since
comparatively few systems embrace the con-
cept of early identification of, and appropriate
practicesfor, young gifted children. Tales from
the front are a constant reminder.

Ashley, 8, abright and enthusiastic child at
home, is labeled as a poor student by her earli-
estteachers. Atthe end of the second grade her
teacher tells Ashley’s mother that Ashley obvi-
ously has a learning disability and should be
tested by a psychologist. The expert’s conclu-
sion: Ashley’s “disability” is her IQ of 140 and
the bad luck to be in a school and in two
successive classrooms where her special needs
are ignored.

Rachel, 4, an carly and avid reader and
writer enters a traditional junior kindergarten
and soon begins to avoid both books and pa-
per. Herteachersaysit'sdevelopmental. Rachel
confides to her mother that she doesn’t want to
read or write any more because “it’s not al-
lowed in school.” In a different program with
a teacher attuned to her special abilities and
needs, Rachel becomes an enthusiastic con-
tributor to class activities, by reading, writing,
and sharing ideas.

Travis, 3, is an intellectually energetic and
articulate child who is, nonetheless, painfully
shy and traumatized by the idea of attending a

Page 6
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nursery class without his mother. The mother
calls numerous nurseries to review the pro-
grams and to ask the teachers how they will
handle Travis’s situation. Let him cry, they all
say; he’ll be all right once he accepts the new
routine. One teacher alone, in a program for
gifted young children, makes individualized
suggestions which respond to the boy’s com-
plex intellectual and emotional experience of
this new step. Her suggestions prove success-
ful.

All of these examplesillustrate the reasons
for concern and optimism among those of us
who care about gifted young children. The
reasons for concern are obvious to us. In these
early years a child develops cornerstone atti-
tudes about learning, and about the world and
his or her place init. Despite their great poten-
tial, children whoseintellectual or creativeabili-
ties are overlooked or ignored—at home, day
care, or school—are more likely to feel bored,
frustrated, and intellectually isolated. In that
context, how easy itis for these keenly sensitive
children to develop negative attitudes toward
school and themselves.

The reasons for optimism? In each ex-
ample, and in a growing number of others,
parents are becoming perceptive activistsin an
etfort to find or help craft the right educational
fit for their gifted children. Experience also
indicates that the more teachers learn about
gifted educai on theory and practice, the more
likely they are to be responsive to those chil-

- dren who surface in their classrooms. And

finally, it is clear that when teachers follow
through on these efforts to provide appropri-
ate opportunities for gifted children, the re-
sults are usually exciting and satisfying for all
concerned.

When all these variables—parents, teach-
ers, attitudes, and action—come together on
behalf of the child, the results are indeed im-
pressive.

As an example, Creative Children’s Acad-
emy, an clementaryand middle-school for aca-
demically gifted and creatively talented chil-
dren in the Chicago area, provides a won-
derful model of whatan appropriate school
environment can provide for young gifted
children and their families. The school was
founded 11 years ago with an enrollment of 11
and a staff of 6. Today 15C children, ages 3
through grade 8, attend school there each day.
Even for the youngest children, the curriculum
is skillfully developed to provide a well-

rounded educational experience, which for
gifted children means program content and
materials that are challenging, intellectuaily
stimulating, and designed to foster creative
problem-solving skills.

Worlds of Wisdom and Wonder, my own
programs for gifted children, feature diversi-
fied courses for two to six-week sessions dur-
ing the summer and on weekends during the
school year. Inthe summer just past, more than
one thousand children enrolled in this and
related programs. Our course for four- and
five-year olds was filled, and there is a waiting
list for the school-year programs.

Both CCA and the Worlds of Wisdom and
Wonder programs are successful because they
respond to the highest needs of young gifted
children and they draw from a strong base of
parent and teacher involvement. Unfortu-
nately, programs like these don’t exist in every
community. Regardless of the formal educa-
tional programs available, however, commit-
ted teachers and parents can create an optimal
environment for the young gifted child.

Parents Have Valuable Perspective

Parents can be the catalyst for enormous
success with very young gifted children. Char-
acter development—self-esteem, individuality,
and respect for others—begins at home. Par-
entsare role models for attitudes toward learn-
ing, working, and getting along in the world.

Inaddition to providing theirchildren with
stimulating, enriching learning opportunities
at home and through local community activi-
ties, parents can provide valuable guidance to
day care providersand nursery and kindergar-
tenteachersnotfamiliar with thechild. Parents
are, afterall, inthebest position to observe their
young child at quiet play, intellectual activi-
ties, and social interaction.

A parent’s intuition is often as accurate as
any formal test measure in identifying a gifted
child. Evenamong parents who resist labeling
their children as “gifted,” there is typically an
awareness that the child is, in often-used terms,
“different from the others” in a play group,
nursery, or kindergarten, and some research-
ers suggest that this “real-world intelligence”
can be a more accurate reflection of giftedness
than more conventional tests and measures.

Howard Gardner of the Harvard Univer-
sity Graduate School of Education and author
of Frames of Mind suggests that there are seven
broad categories of intelligence to be consid-
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Joan Franklin Smutny is
the Director for the
Center for the Gifted,
National-Louis
University, Evanston, IL
60201.

She may be contacted at
633 Forest Avenue,
Wilmette, IL 60091.

ered. In addition to the conventional ones—
verbal, mathematical, and spatial—- he adds
musical ability, bodily skills, adroitnessindeal-
ing with others, and self-knowledge. WHile
formal testing to identify giftedness in young
children can be useful, Gardner and other re-
searchers pointout that these tests fall far short
of providinga meaningful measure of the multi-
faceted nature of giftedness.

More effective is an observant parent who
maintainsa portfolioofachild’s “products”—
drawings, creative ideas, challenging ques-
tions— to share with the child’s teacher.

Professionals Can Be Advocates

Professionals in early childhood develop-
ment are often overlooked as advocates for
young gifted children, but they too areoften in
a position that allows for special insight into
this very special group of children.

Day-care providers canmake periodicne:ies
regardinga child’sactivitiesand interests. Pre-
school and nursery teachers often share obser-
vations with parents at conference time, but
they should be encouragad to provide some
written evaluation which can be forwarded to
the child’s teacher the following year.

Preschool and primary school teachers are
in the most powerful position to serve asadvo-
cates for gifted young children. By identifying
these children and responding to them with
appropriate practices, they nurture the gifts.
By establishing a written record of their assess-
ment, they improve the odds that subsequent
teachers or principals will take note and—with
growing insight—respond appropriately.

Ideally, parents should meet with their
child’s teacher before the school year even
begins. Why wait to see if a child’s abilities or
interests surface in the classroom milieu? It’s
much more productive—for parents, teacher,
and child—if the teacher knows ahead of time
and can prepare to prcvide the child with
engaging, stimulating activities that may go
beyond what is otherwise planned.

Every teacher should begin his or her year
with an eye toward identifying gifted children.
Teachers need to ask, “Do I have a gifted child
in my class?” Review the common check-lists
for gifted behaviors. Here are just a few.

1. Advanced language development, which
may include proper grammar and sentence
structure, interestinretelling eventsor play-
ing word games, and long attention span
for stories or conversations.

2. Creativity evident in humor, fantasies,
story-telling, theatrical interests, drawing
or art activities and use of art materials.

3. Understanding of and interest in complex
concepts like life and death, time, God,
right and wrong, and fairness; interest and
skill in classifying things; applying knowl-
edge in one area to some other area of life
experience,

4. Leadership ability, which may include
heightened sensitivity to the feelingsofoth-
ers,adaptability todifferent ability levels of
playmates, and use of verbal skills to deal
with conflict or to influence others.

5. Mathematical ability, including a well-de-
veloped sense of order, understanding of
basic concepts of one-to-one correspon-
dence, facility with mental calculations, in-
terestin time, grouping of objects, and facil-
ity with puzzles.

6. Musical ability, including singing on pitch,
identifying tunes that are the same and
different, and learning notes and words to
songs easily, witha minimum of repetition.

7. Intellectualand physical energy,evidenced
by preferred friendships with older chil-
dren and adults, intense powers of concen-
tration, ability to visualize images, and no-
tice of $rali changes in familiar surround-
ings or objects.

Unfortunately, many teachers in the
preprimary programs have had little or no
coursework in gifted education. Their aware-
ness of gifted children may be limited to stereo-
types—the early reader or the math whiz—and
their response to those and other gifted chil-
dren is likely to be inadequate.

Informed parents can become resources
for these teachers, but the teaching profession
itself should address this blind spot in teacher
education and begin to remedy it through in-
service programs and other continuing educa-
tion programs.

The issue is no longer a question, “Can a
very young child be gifted?” but a statement,
“We must make the effort to identify these
children and respond to them in a way that
nurtures the gift and their potential contribu-
tion to the world around them.”

With a commitment to productive advo-
cacy and love, this is an exciting time—albeit a
demanding one—to be pioneers in this field of
early childhood giftedness. An estimated
500,000gifted childrenareborneach year. What
a precious resource and incentive for us all!
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A Learning Center Approach to Providing a
Differentiated Curriculum to Primary Students

Developmental Appropriatenessis thecon-
cept that curriculum and adult interaction
with children should be responsive to indi-
vidual differences. Accordingly, learring re-
sults when individual differences in develop-
ing abilitics, interests, and understanding are
recognized and challenged. (Connecticut De-
partment of Education)
The concept of developmental appropri-
ateness both substantiates the need and pro-

Developing a Learning Center

Topic: |
Introduction Reinforcement Extension
|
i
i
Figure 1
Developing a Learning Center
Topic: Transportation
Introduction Reinforcement Extension

» kinds or modes of
:ransportation

e characteristics of
various modes of

* relationship .
between environ-
ment, industrial-
ization, and modes

influences of
transportation on
social, economic,
and environmental

by Sandra Kaplan

vides the framework for differentiated curricu-
lar experiences for gifted young learners. It
also reinforces the varied levels of readiness or
receptivity to learning which young children
demonstrate both withinand betweendomains
of academic development, such as academic
ability, personal interests, social relationships,
and yhysical behavior. Varied levels of readi-
nessdemand expressionina variety of curricu-
lar opportunities and chailenges. A different-
ated curriculum supports the rights of indi-
viduals who differ from each other to be edu-
cated in ways that respect the characteristics
and behavior that make them differen: from
one another and from other learners.

The translation of theory about develop-
mentally appropriateordifferentiated curricu-
lum into classroom practice can be effected
through the use of context-based learning cen-
ters. The construction of leaming centers is
dependent on presenting students with a col-
lection of learning experiences organized
around a topical or conceptuz! area of study.
This collection of learning experiences repre-
sents a range of activities from simple to com-
plex, concrete to abstract, and known to un-
kncwn. Thus, each learning center contains
activities that introduce, reinforce, and extend
understanding about the area of study. This
range of learning experiences provides varied
levelsof challenge and differentiatesthearea of
study to accommodate the varied abilitiesand
interests of young gifted learners.

(See Figure 1)

Key words are used to stimulate the young
learners’ curiosity about the subject under
study. The key words provide an organizer or
“stem” which young students can use to focus
their attention while investigating the topic or
concept around which the learning center is
organized. Key words include:

of transportation conditiong kinds steps
transportation characteristics relationships
e significant pu-poses influences
inventions affect- functions factors
ing transportaticn ~ conditions concerns
significance
Figure 2 (Sec Figure 2)
L
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Talk-About Center

This center includes items that are changed
frequently to excive students 1o discuss and
debate. items could include posters, headlines
from newspapers, and snippets from a video
telecast.

Museum Center

This center includes an item to be exhibited (2
doll from another country, an unusual antique
farming tooi) that inspires both awe and
appreciation.

Real World Center

This center includes a collection of business
cards, menus, brochures, and other items that
serve 1o excite curiosity and lead to an
investigation.

Production Center

This center includes a range of unusual
materials that can be used to stimulate
creativity: nuts and bolts, PYC pipes and joints,
wallpaper sample books.

Multiple Intelligences Center

J J= This center includes activities related to each
T of the seven types of intelligences. it enables
students to assess themselves and practice in

each of these intelligence areas.

The learning preferences of young gifted
learners can be used as the basis to form the
learning experiences. Each reference to a mo-
dality of learning becomes the stimuius for an
introduction, reinforcement, or extension ac-
tivity in the pursuit of the topic or concept
being studied. (see Figure 3)

While traditional content-based learning
centers are important in differentiating leamn-
ing for primary gifted students, it also is neces-
sary to include more unusual learning centers
whose major focus is to stimulate inquiry and
promote intellectual cpportunities not custom-
arily placed into the primary classroom envi-
ronmen'. (sce Figure 4)

The use of learning centers to provide for
the young gifted student requires more than
their simply being placed into the classroom
environment. A learning center requires the
students’ awareness of how and when to use
the learning center, and the expectations for
workat thecenter. Mostimportantly, theleamn-
ing center does not replace the students’ need
for teacher-directed differentiated instruction.
A learning center cannot satisfy the differenti-
ated needs of a young gifted student without
the constant vigilance of the teacher, who must
introduce, reinforce, and extend the learning
experiences at the center.

Dr. Sandra Kaplan is a Clinical Professor of Education
at the University of Southern California as well as the
Associate Director of the National{State-Leadership
Training Institute-Gifted[Talented.

She is the current president of the California

Association for the Gifted.
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Early Childhood Education for the Gifted:
The Need for Intense Study and Observation

” All true sciences are the result of experience
which has passed through our senses, thus
silencing the tonzues of litigants. Experience
does not feed investigators on dreams, but
always proceeds from accurately determined
principles, step by step in truesequences to the
end...” Leonardo da Vinci (1452-1519)

What can parents and teachers do to im-
provetheidentification of young children who
are potentially gifted? A useful answer to this
question might help our schoolsand American
society to identify hundreds of thousands of
children with highabilities who would usually
“slip through the cracks” of screening and
identification procedures. If young children
with the potential for being/becoming gifted
are overlooked during the preschool and pri-
mary years, we as educators and parents will
miss a crucial opportunity for nurturing and
educating our greatest natural resource — the
young gifted children of America.

Themainreasonthat we mustimprove our
success ratc in the early identification of the
gifted is closely related to the concept of “im-
printing” derived from the study of animal
behavior or ethology. This concept means
there are critical periods in the development of
all animal species, including humankind, dur-
ing which they are most sensitive to environ-
mental influences and opportunities for learn-
ing (Gregory, 1987). Thebasic skills, character-
istics,and behaviors which underlie giftedness
will develop during the critical period from
infancy through five years if the child receives
the proper stimulation from parentsand teach-
ers for cliciting these skills, etc. Therefore,asin
the development of all children, it is essential
for children who show potential forbeing gifted
to receive the most stimulating educational
and social opportunities during this critical
period of their development. These opportuni-
ties must include abundant and stimulating
conversations between the parent/teacherand
the child; intriguing games and toys; numer-
ous opportunities to travel to new educational
environmentssuch asothercities, houses, build-
ings, museums, and zoos; and stimulating op-
portunities for playand social interactions with

by Maurice D. Fisher

other children, siblings, relatives, and other
adults.

As important as providing a stimulating
environment for developing giftedness is the
need to observe behaviors and characteristics
which underlie giftedness. Parents and teach-
ers should become more aware of these behav-
iors and characteristics so they can identify
gifted children at an early age. However, we
must caution the reader to be sensitive to the
term, “potential for giftedness.” We believe
that giftedness is composed of emerging skills,
behaviors, and characteristics which may take
200r more years to develop to the fullest extent
possible, and that it is important to look at
giftedness as being a potential for greataccom-
plishment rather than a particular characteris-
ticor test score. By perceiving giftednessin this
manner, we can open up opportunitics for
children who may not demonstrate the high
test scores or behaviors necessary for being
admitted into a gifted program at a particular
time. However, with proper encouragement
and stimulating educational opportunities,
these children may exhibit giftedness later in
childhood, in adolescence, or as young adults.

When we discuss giftedness in regard to
young children, we are describing something
which is exhibiting itself in small and progres-
sivesteps. Whathappensto the future progress
of these “gifted” characteristics and behaviors
is a function of the child’s social, environmen-
tal, and educational experiences. If giftedness
were viewed in this light as a long-term, pro-
gressive,and emerging capability, there would
be fewer problems in identifying children for
gifted programs and far less rancor among
experts concerning what is the “true” defini-
tion of giftedness.

Given that the child is placed in a stimulat-
ing environment, similar to the one just de-
scribed, how does a parent or teacher become
skilled in identifying the behaviors and charac-
teristics which form the basis for giftedness in
young children? First, it is important to study
and become more knowledgeable about the
great rescarchers of child development and
carly childhood education. In this regard, we
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highly recommend the works of Jean Piaget,
Maria Montessori, and Lev Vygotsky. Second,
it is important to improve one’s observational
skills in order to notice certain characteristics
and behaviors indicative of giftedness. Let us
briefly examine some of the ideas of these
giants of child development and early child-
hood education who unfortunately seem tc
have been forgotten by many contemporary
educators.

Jean Piaget, the famous Swiss psycholo-
gist, has much to offer those who want to
understand giftednessin young children(Fisher
& Fisher, 1981). He said in 1965 that,

"Our school system, as much under left-wing
as under right-wing regimes, has been con-
structed by conservatives (from the pedagogic
point of view) who were thinking much more
in terms of fitting our rising generations into
themolds of traditional learning than in terms
of training inventiveand critical minds. From
the point of view of society's present needs, it
is apparent that those old molds are cracking
in order to make way for broader, more flexible
systems and more active methods...”

Piaget’s detailed and systematic observa-
tions are the basis for studying the growth of
reasoning abilities in young children and their
understanding of the world. This extensive
research (Piaget, 1967;Gruber & Voneche, 1977)
on the Sensory-Motor, Pre-Operational, and
Operational stagesof development canbeused
by teachers and parents to better understand
how reasoning processes follow certain fixed
stages of development. Furthermore, Piaget's
examination of how children perform on con-
servation of substance, space, time, number,
volume, and quantity tasks iillustrates how
children form their perceptions of the world
through constant interactions between their
innate reasoning abilities, and the physical,
psychological, and social world. By studying
the work of this eminent psychologist and phi-
losopher, we can learn an enormous amount
about what types of reasoning abilities to look
for in potentially gifted children and whether
these abilities are advanced far beyond those
expected for a child’s particular chronological
age.

The work of Maria Montessori (Fisher &
Fisher, 1981), provides teachers and parents
with benchmarks of advanced development.
She said,

”No one can be free unless he is independent:
therefore the first, active manifestations of the

child’s individual liberty must be so guided
that through this activity he may arrive at
independence. Little children, from the mo-
ment in which they are weaned, are making
their way toward independence.”

We recommend her seminal book, The
Montessori Method (1964), for a better under-
standing of how teachers and parents can cre-
ate an educational environment that stimu-
lates the high-level abilities of children who
might not usually behave as if they are poten-
tially gifted. We should emphasize that the
Dottoressa was trained as a physician. She
became interested in education through her
medical experiences with children from poor
and disadvantaged homes. Based upon these
experiences, she decided to design a special
school in the slums of Rome, Italy. (Ironically,
most American Montessori schools today are
located inupper-middle-classneighborhoods!)
Through her careful observations of young
children, sheformulated aneducational method
based upon offering stimulating learning ma-
terials organized into a graded sequence of
difficulty levels. These materials were orga-
nized and presented in a manner which caused
children to become self, or intrinsically, moti-
vated. We believe that teachers and parents
should use Montessori’s curriculum ideas to
sct up stimulating learning opportunities for
potentially gifted children. These children
would then be able to “show off” their high
abilities withease and pleasure. Unfortunately,
the Montessori movement never became a
strong force in America’s public schools be-
cause the dominant educational influences of
the 1920’sand 193(0’s objected to its philosophy
and methods. If it had been more widely
accepted by American educators during the
1920’s and included in our present-day cur-
ricula, would Montessori’sideashave produced
abetter public education system for both gifted
and non-gifted children? We think so because
of Montessori’s emphasis upon the maximum
development of each child’s unique abilities.

The third giant of early childhood educa-
tion is Lev Vygotsky (1978), a Russian research
psychologist primarily interested in how lan-
guage affects children’s reasoning abilitiesand
social interactions. Like Piagetand Montessori,
Vygotsky wasa keen observer of children. The
most important aspect of his work related to
the study of giftedness was his research on the
development of classification and reasoning
skills in young children. Unlike Piaget, he
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believed that human language played a crucial
role in the successful development of these
skills. Words followed a systematic progres-
sion from purely emotional meanings in ba-
bies, to concrete designations, toabstract mean-
ings. Vygotsky’s research on assessing
children’s abilities is also important for identi-
fying the gifted because he designed a method
of assessment for use by educational psycholo-
g:sts known as the “zone of potential develop-
ment”—a method of comparing how children
solve problems by themselves and with the
help of a teacher. As individuals concerned
with the study of giftedness in young children,
we should examine Vygotsky’sresearch tolearn
more about which features of children’s lan-
guage and reasoning demonstrate accelerated
learning and exceptional language facility.
By studying the research and writings of
these three individuals, what can we conclude
about the types of behaviorsand learning char-
acteristics indicative of giftedness in young
children? Can we develop a systematic obser-
vation instrument for use with young children
that would be helpful to teachers and parents
inidentifying those who are potentially gifted?
Our work in this arca during the last several
years has concentrated upon using the ideas
and rescarch of Piaget, Montessori, and
Vygotsky to develop such an instrument
(Fisher, 1988; Walters, 1990). We would like to
discuss some of the observational categories
which have been included in this instrument.
Accelerated Reasoning Abilities
Educatorshaveusually concentrated upon
the training of children’s reasoning abilities
and thinking skills beginning at the upper el-
ementaryleveland through thesecondary level.
But Piaget’s rescarch demonstrates that these
abilities and skills begin in infancy and make
significant gains during the preschool and pri-
mary years. As Piaget has shown, babies and
young childreninitially reason and solve prob-
lems primarily by means of their motor move-
ments. We must systematically observe how
children use their motor abilities to reason in
ordertoidentify advanced thinkersat thecarly
childhood levels from infancy through ages 3
or 4. In addition, we must observe the se-
quence of preschoolers’ behavior to determine
if they are engaging in logical, step-by-step
sequences of problem solving. If we observe
rclatively complex sequences of problem solv-
ing in a child between about 2 and 8 years, this
behavior isan excellent indicator of giftedness.

Intrinsic or Self-Motivation

The Montessori method concentrates upon
developing self-motivation in young childrea.
This is achieved by designing the proper match
between the child’s ability and the difficuity
level of the curriculum. If a young child consis-
tently demonstrates this type of motivation in
her/his play, problem-solving behavior, and
powers of concentration, then we can validly
say this child exhibits a characteristic of gifted-
ness. Related to intrinsic motivation is the
child’s willingness to spend large amounts of
time on difficult tasks, to work independently,
and to attend to solving problems for much
longer periods than is typical for his or her age.
The eminent psychologist, I. McV. Hunt (1961),
said that intrinsic motivation was the key to
high levels of learning and achievement. He
was the first American psychologist (in the
1960's) to show his colleagues how the study of
Piaget and Montessori can help educators to
design learning environments which encour-
age children to become self-motivated. A more
recent exploration of the importance of self-
motivation is discussed by Csikszentmihalyi,
related to what he calls “flow” behavior (1990).

Accelerated Musical Abilities

All great musical geniuses such as Mozart
and Haydn exhibited their abilities at an early
age. Composing and playing music involve
the use of extensive and complex cognitive
skills such as reasoning, classification, encod-
ing musical sounds into musical scores, and
rhythmic interpretation. A child who shows
early musical ability is not only engaging in
aesthetic and affective activities, but is also
using complex reasoning abilities. Therefore,
musical abilities (both performance and com-
position) in young childrenare clear indicators
of the ability to think and recason effectively.

Advanced Memory Abilities

Dr. Mary Meeker has said that the single
best measure of giftedness, based upon her
Structure of Intellect research, is high-level
memory (1991). Why? The physiological and
mental operations which underlie an excellent
memory arerelated to theability torecall many
different events or things from the past in a
coherent fashion, and to recall complex ideas
quickly and vividly. In regard to memory, the
great psychologist William James said, “The
one who thinks over his experiences most, and
weaves them into systematic relations with
cach other will be the one with the best
memory.”
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Sensibility,
the Sine Qua Non of Giftedness

This characteristic of giftedness is
seriously overlooked in selecting pro-
gram participants, mainly because it is
difficult to measure with a standard-
ized test, and it does not “fit in” with
current behavioristapproaches tomea-
suring human abilities. Through our
researchand observation we havecon-
cluded that giftedness is almost syn-
onymous with high levels of sensibil-
ity. By this, we mean that gifted chil-
dren show high levels of awareness to
the nuances and gradations of differ-
entideas, problems, theories,and meth-
ods in art, music, literature, history.
politics, and the sciences. The result of
this sensibility is to engage in behav-
iors we typically associate with gifted-
ness, such as an interdisciplinary atti-
tude towards learning, ethical aware-
ness and analysis, concern with learn-
ing both content and process, an affin-
ity for discussing ideas and problems,
preference for higher-level thinking,
and the need for ongoing challenges
from teachers, parents,and peers. Sen-
sibility involves a unique way of per-
ceiving the world, as demonstrated by
the writings, compositions, artisticcre-
ations, and theories of great authors,
musicians, painters, and scientists.

We also have concluded that the
behaviorsand characteristics of poten-
tially gifted children discussed in this
essay, such as high-level problem solv-
ingand memory, culminate in produc-
ing the highlevels of sensibility associ-
ated with giftedness. Although most
types of sensibility are not expressed
until the upper clementary and sec-
ondary levels, preschoolers can show
some basic forms of sensibility which
combine their reasoning abilitics with
divergent production skills. For ex-
ample, a4-year-old might become very
interested in the “flying images” in
Chagall’s paintings and tell imagina-
tive stories about what they mean. Or
a 5-yecar-old might become very con-
cerned with the plight of homeless
people and organize his/her kinder-
garten to send food ormoncy o groups
serving the homeless.

Conclusion

Educators of the gifted should not
abandon standardized tests in identi-
fying young children who are poten-
tially gifted. These tests, such as the
Stanford-Binetand Wechsler Preschool
and Primary Scalesof Intelligence, have
along and illustrious history in identi-
fying the gifted. During the last 60
years, Lewis M. Terman'’s conception
of giftedness (1925), based upon using
IQ tests, has been the predominant
force in the gifted field. Hisidentifica-
tionprocedureserved many commend-
able purposes in the early days of this
field, such as the use of standardized
procedures for assessing children’s
abilities, and the design of statistically
rcliableand valid norm: tive scales(de-
viation IQ’s) for comparing children’s
abilities. However, because of theedu-
cational and social dynamics of the
1990’s, wehighly recommend thatiden-
tification procedures be reconcep-
tualized to reflect the needs of our
current socicty and today’s students.
Instead of “identifying the gifted,” the
classroomteacher, in cooperation with
parentsand gifted program personnel,
should become more concerned with
documenting giftedness as a dynamic
combination of in-school and out-of-
school behaviors and characteristics.
This documentation process will re-
quire teachers to become highly skilled
at observing and recording those be-
haviorsassociated with giftedness. The
foundation for honing such skills de-
pends upon first studying the great
observers of young children, such as
Piaget, Montessori, and Vygotsky. By
systematically studying theseindividu-
als and applying what they have
learned to screening and identifica-
tion, teachers will add an important
ingredient to the selection process—
the observation of giftednessin action.
Furthermore, teachers will have more
control over selecting children for
gifted programs because their obser-
vations will become equal in impor-
tance to psychologists’ test results.

In summary, our main ideas re-
lated to identifying young children for
gifted programs are as follows (based

on a paper presented at the 1991 meet-

ing of the Pennsylvania Association

for Gifted Education):

1. Educators of young children need
to place more emphasis upon ob-
serving and recording the behav-
iors and characteristics which un-
derlie giftedness.

2. Theidentification of the gifted must

start in the classroom based upon

the teacher’s observations of her/
his students’ behavior.

Educators of the gifted need to sys-

tematically establish BEHAV-

IORAL DATA BANKS of gifted

behaviors for use in training teach-

ers to know “what to look for” in
their classrooms.

4. Behavioral assessments of gifted-
nesscan beeffectively used toiden-
tify different types of giftedness
and to select gifted children from
different ethnic groups.

5. The concept of SENSIBILITY un-
derlies cffective and useful behav-
joral indicators of giftedness.

S.x)
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The Music Changes
(a poem in the Whitmanesque style)

| hear the music of the ages,

Bach at his organ, a joyous melody, Mozart at his harpsichord,
singing through his hands,

Beethoven at his piano, composing at only age five,

The music changes,

Joplin and his rags, a new idea to entertain,
The new generation of music, changea forever but not unchangeable,
For the music changes,

Miller and his band, always in the moed, Davis and his sax, Gillespie
and his trumpet, puffing out his cheeks,

But once again as always,

The music changes,

Berry through his guitar, changing music forever,

A new era to replace the old,

And the music develops,

Always changing, yet never vanishing, millions of sounds heard
throughout time,

The music changes,
but the audience remains.,

Mike Poland
Rio Americano High School

An Emily Dickinson
Metamorphosis

Half by Half She scoots across the
Swaying Grass and fruitful
Trees—seeking Food to satisfy
Her Hunger—mnever dull,

Chewing down Food—5he finds a Place
To spend the Time to rest—
Wrapped in Threads and huddled tightly—-
Turning into her best.

Metamorphosis occurs as
She dreams—Warm and cozy—
Thinking of the Change that will make
Her feel happy and free.

Waking up, She breaks awzy from

The Nest She slumbered in—
Able to fly across the Sky—

With Wings as light as a pin.

She lands on colorful Flowers—
Her Thoughts are nonchalant.
The Wind is slowly blowing—pushing
Her towards a green Plant.

Robin Polansky
Rio Americano High School
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“We Have To Be On The Cutting Edge”

Talking with Elinor Smith isan experience
in enthusiasm. She loves children, she loves
educating children, and she is dedicated to
seeing that all children reach high and grasp
everything that is possiblie to them. She’s an
idealist and a realist at the same time, never
giving up on one or losing sight of the other.
Her commitment to gifted education is deep,
both because of her own life experience and
because of her interest in sceing all children
function at their highest level.

Elinor says she entered teaching by the
back door. She didn’t originally prepare to
teach, but decided she needed a year of doing
a “mindless job” between her Master’'s and her
PhD (in Slavic languages). Not finding one,
she went back to her alma mater, Boston Girls’
Latin School, as a substitute teacher, and what
she expected to be a two weeks’ job replacing
the German and Latin teacher turned into a
two-year experienceand a conviction that teach-
ing would be her life. She had gone to Girls’
Latin in the 7th grade and remembers it as a
“breath of fresh air” fora gifted girl. Marriage,
a move to California, teaching in a private
school while she compicted a California cre-
dential, many years of teaching, work inSacra-
mento in the State Department of Education,
and now her own educational consulting busi-
ness have filled her life.

On the most important issues facirg gifted
education:

One of the most important nceds facing
gifted education is to become a part of the
larger school reform movement and be sure
that what we do in educating gifted children
keepsusmovingahead. Gifted education must
always be on the cutting edge, and while we
must keep our goals for gifted children firmly
in mind and remember why gifted education
exists, we cannot afford to drag our feet or feel
threatened by an idea because it is new. For
example, we need to look at identification in
some new ways—make true use of multiple
criteria and portfolio assessment and expand
the role of observation in the identification
process. Itisimportant that we do a better job
of finding the gifted children from a variety of
populations.

A Conversation with Elinor Smith

On gifted girls:

Being gifted and being a girl is a definite
plus, providing more options for surviving
and more ways to contribute. What about the
difficulties that gifted girls face? They’re there,
no doubt about it, but they can be met. Asa
product of an all-girls scheoling (Girls” Latin
School and Radcliffe), 1 feel that it has been an
advantage to be educated in an atmosphere
where women do not have to compare them-
selves with men or fit into the specific roles
which society outlines for females (and there
was no problem adjusting to “coed life” after
graduation). The challenges faced by gifted
girls are the same ones faced by women in
general, and itisimportant to work with teach-
ersso thatthey understand thesubtle messages
of limitation which society sends to women
about their abilities and roles. Research on
girls in general and gifted girls in particular
suggests that as teachers we reinforce those
messages, thereby short-changing girls. A
wonderful book describing the limitlessness of
women's approach to their lives is Mary
Catherine Bateson’s Composing a Life. The au-
thor focuses on the multiplicity of carcers and
lives that people of today will experience, in-
stead of the lifetime commitment that was the
rule for former generations. She suggests that
being female makes it easier to handle a life
which is always redefining itsclf, with chang-
ing roles and responsibilitics. Women, after
all, have always lived this way.

On the best kind of gifted program:

This happens when tcachers look for gift-
edness in many ways and from different view-
points, and when we translate what is known
about the nature of gifted students and how
theylearn into strategics to helpus understand
and meet student needs. Teachers should be
looking at current research, using it continu-
ally, and be involved in continuous self-evalu-
ation. Teachers who are themselves bright
have an intuitive understanding of giftedness
and they can combine this with training in the
use of many strategies and approaches to teach-
ing gifted students. They must see studentsas
individuals with individual needs. They must
be able to see through the exterior and find the
inner student. They should have leadership
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with vision. These teachers will never confuse
giftedness with achievement.

A good program will have a framework to
insure consistency across the levels, and if we
have this kind of program, with multiple crite-
ria assessment, well-planned differentiation,
and creative teaching strategies, we can serve
all gifted children equally.

There is a need to create an atmosphere in
gifted programs (in all education, really) which
will give a sense of empowerment to parents
and studentsinunderrepresented populations.
Groups which see themselves as valued per-
form at a higher level than groups that have a
low sense of esteem. Experimentation with
different teaching strategies which would im-
prove learning among low socio-economic
groups—moreholisticlearningand peercoach-
ing, teaching teachers how to be better ques-
tioners, less rote learning—is vital. We must

create an atmosphere that includes the parents
in their child's learning, making thema needed
part of their children’s school experience.
On her confribution to gifted education:

It's the satisfaction of having been able to
help as many teachers as possible understand
giftedness in the many waysin which it shows
itself and to appreciate the needs of gifted
children.

Her work goes on. Her consulting busi-
ness has taken her all over California, across
the courtry, and around the world, with
Singapore one of her latest stops. She contin-
ues to be involved with the San Diego Unified
School District in developing their long-range
plans to continually improve their already ex-
cellent program. Elinor Smith is dedicated to
bringing that “breath of fresh air” she first
experienced at the Girls’ Latin School to gifted
children in all parts of the globe.

THE
BOOKSHELF

Playing Smart

by Susan K. Perry
Free Spirit Publishing, Inc.
Minneapolis, MN

Would you and your child like to “find adventure in ordinary

places?” Or perhaps enjoy “physical activities that exercise the mind?”
Maybe you would rather explore “dirt, worms, bugs, and mud” before
tasting “mind snacks: recipes for kitchen learning.”

Playing Smart contains 210 pages with eleven such chapters, plusa
special supplement titled “Introducing famous authors through their
books for children.” This book is advertised as a parent’s guide, but it
is also useful for teachers, aides, and child care providers. Thecollection
of activities is varied, from simple to complex, and ranges from age 4 to
age 14.

These enriching, offbeat learning activities can cause one idca to
lead to another toanother and so on, until theactivii ris moreindividual
and personalized. There may be nothing new under the sun, but there
are always new ways to look at our world, a different way to express
something, a change in perspective, and fun to be had along the way.

Each chapter contains numerous activities and suggestions, and
concludes with several pages of resources. These resources are a fine

Reviewed by Emelie

Neher, Joshua Tree  SUpplemental source for further exploration. This book can be used to
Region Parent develop quality time together for the child and adult, creating learning
Representative and ~ and interaction between generations. Don’t read this chapter!, besides
Special Education catching your attention, offers intriguing paradoxes and mind stretch-
teacher, San Bernardino  ©rs for child and adult alike. (Can we adults rise to the challenge?)
City USD. Playing Smart definitely has a lot of food for thought.
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“The Sky’s Not the Limit Here”

Walk into Christine Hoehner’s room at
Washington School in Montebello and your
senses are assailed by all the things in the
room—things to read, things to write, things
to see, furry things to pet, colorful things, things
to experiment with, things to stimulate young
minds. It's chaotic order and it’s wonderful.

Christine teachesa 2-3-4 highly gifted class
of culturally diverse students, whose IQ scores
are 140 or above. Hers is one of four highly
gifted classes in Montebello, all of which rely
on parent transportation.

Parents are deeply involved in all aspects
of the program. Christine looks on the parent
conference, not justasa time to give the parents
information, but as an opportunity to learn
about her children, and her first question to the
parents is, “What do you want me to know
about your child?” All of the highly gifted
classesin Montebello join in four parent nights
held at the district office. These include a pot-
luck dinner followed bya program, which may
be the exploration of a subjectarca toenrich the
parents’ understanding of what is happening
in the classroom, or it may be the high school
counselor to help them look ahead, or perhaps
parent panel discussions with a parent-help-
parent approach, or former students who re-
turn and tell about their experiences.

Christine’s students hold their own class
parent night in June. The students plan this
event (which starts with a pot-luck dinner) to
show their parents what they have learned
during the school year. They may put on a
debate, set up a puzzle for the parents to solve,
do a paper and pencil science activity, a read-
ers’ theater presentation, dance (parents dance
too!), set up the stores for parents to be custom-
ers, or prepare a slide show of the year’s activi-
ties.

Christine also has her own rlass parent
advisory committce. She makes sureit’s ethni-
cally balanced, and she asks parents to advise
her on curriculum. What most excites the
children? What is most useful to them? What
gives them problems? Last year one of her
questions was, “How about a class trip to the
Biosphere?” and the parents enthusiastically
agreed!

A Visit to Christine Hoehner’s Class

Math in the class is individual, and cach
child is encouraged to move ahead as rapidly
as understanding permits. Above-grade-level
math material is provided when it is neceded,
and the approach is highly flexible. In several
instances arrangements have been made for
children to go to the intermediate school or the
high school for math. That these arrangements
have been successful is due to the good rapport
set up between the class and the teachers at the
high school, and to careful monitoring of the
progress of the students.

Economics becomes practical and imme-
diate in Room 21. Chris begins the year with
some hands-on lessons in the history of eco-
nomics, and the children get involved in a
barter system. As they realize just how cum-
bersome this is as a way of paying for things,
theclass works intoa money {(purplebeansand
gold aquarium pebbles) economy. This gives
way to a modern banking system with checks,
savings accounts, paper money, and credit
cards. In the spring the class beginsto setup a
market place. Every Tuesday is “stores day”
for a part of the morning. Students may apply
to set up a store to sell goods (second-hand
stuff to homemade cookies to whatever). They
apply to the bank for approval, pay rent, keep
accounts of their profits, pay sales and income
taxes, and make decisions about the future of
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Vicws of the 2-3-4 grade highly-gifted
class in Montebello

theirbusiness. The class visits a local bank and local businesses
as part of this activity to sce the real thing in action.

Language artsis richly varied, and lots of reading happens.
The younger children meet and read together cach day, while
the older ones may be reading independently most of the time,
using theliterature text, books of poetry, plays, and trade books.
Very little emphasis is put on written assignments for reading,
but there is much discussion. The class walks to the public
library every other week to get books and to do a library skills
assignment. Read-aloud guests are invited to the class, and
when the mayor of Montebello comes to read aloud, everyone
knows reading is important. There is journal writing, silent
rcading, a weekly specch (a speech is videoed and shown at the
November parent conference), a weekly book report, and a
readers’ theater. A poetry unitintroduces the students to rhyme
and meter and different types of poetry, and the children read,
write, and memorize poetry.

Another feature of language arts is debate. Christine has
four-student, mixed-grade teams, with a speaker on each side 1
for the opening, first rebuttal, defense, and last rebuttal. The
debate teams choose from a number of topics, spend several
weceks collecting information and practicing, and then present
the debate to the class. The entire class acts as judges, using a
point system and a carefully worked-out judging sheet.

What's the secret of all this? Bright kids, dedicated and
caring parents who are involved in their children’s education,

Spotlight features are researched and writlen by Jean and an innovative teacher who doesn’t believe there’s a limit to
Drum, Communicator Editor. progress. It’s a winning combination in Montebello.
November, 1992 California Association for the Gifted - 23684 Schoenborn Street - Canoga Park, CA 91304 Page 19
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Reprinted by permission
of the publisher from
Roedell, W.(1989). Early
development of gifted
children. InJ.
VanTas:2l-Baska & P.
Olszewski-Kubilius
(Eds.), Patterns of
influence on gifted
learners, the home, the
sclf, and the school
(pp.13-28). New York:
Teachers College Press,
copyright 1989 by
Teachers College,
Columbia University.

Nurturing Giftedness in Young Children

Versions of the following conversation can
often be heard when young gifted children
start school. “Billdoesn’t belongin kindergar-
ten!” the parent cries. “Look, he’s reading at
the fourth grade level and has already learned
two-column addition.” The teacher or princi-
pal, having already decided this is a “pushy
parent,” replies, “Well, Mrs. Smith, Bill cer-
tainly doesn’t belong in first grade; he hasn’t
learned to tie his shoelaces, and he can’thold a
pencil properly, and he had a tantrum yester-
day in the hall.”

The problem in this continuing contro-
versy is that both parties are usually correct.
Some gifted children entering kindergarten
haveacquired academic skillsfarbeyond those
of their age mates. Such children master the
academic content of kindergarten when they
are 3 years old. However, their physical and
social development may be similar to that of
other 5 year olds, making an accelerated place-
ment a mismatchas well. The usual solutionis
to place a child like Bill ir a program matched
to his weaknesses, rather than his strengths.
Bill usually ends up in kindergarten, where his
advanced intellectual devclopment becomes a
frustration to his teacher, an embarrassment to
his peers, and a burden to Bill.

Educators justify this placement by say-
ing, “Bill needs socialization; he’s already so
far ahead academically, h- doesn’t need any-
thing in that area.” There are two major prob-
lems with this rationale. First, educators are
essentially telling such students that there isno
need for them to learn anything in school. The
second problem is revealed by examining the
so-called socialization experienced by a bril-
liant 5-year-old like Bill in a kindergarten class
of 25 to 30 students. A major component of
early socialization involves a child’s feeling
that she or he is accepted by otners—teachers
and children alike. If the teacher does not
validate a gifted child’sadvanced abilitics and
intellectual interests by making them part of
the ongoing curriculum, the child experiences
no feelings of acceptance from the teacher. If,
as is highly likely, this child makes the addi-
tional discovery that she or he isquite different
from most classmates and that communication

by Wendy C. Roedell

is extremely difficult because of differences in
vocabulary and modes of expression, then the
child misses peer acceptance as well. In fact,
this first school experience, which should fur-
nish the impetus for future enthusiasm about
learning, canbe adismal failure for the brilliant
child in a lockstep kindergarten program. Of-
ten these children learn to hide or deny their
abilities so as to fit in better with the other
children. Or, they may develop behavioral
problems or psychosomatic symptoms such as
stomach-aches and headaches, causing par-
ents to confront the school with justifiable con-
cern.

Understanding Uneven Development

Itisimportant to remember that these chil-
dren very often do not develop evenly. Infact,
young gifted children frequently show peaks
of extraordinary performance rather than
equally high skill levels in al} cognitive areas.
The child who learns to read at age 3 or who
shows unusually advanced spatial reasoning
ability, for example, may not be the child with
the highestIQor theearliest language develop-
ment. Unique patterns of development canbe
observed withina group of gifted children, and
uneven development is frequently evident in
the pattern of a single child. In some cases, it
seems as though children’s abilities develop in
spurts, guided by changes in inierest and op-
portunity. Reading ability, for example, might
developalmostovernight. Children who know
all their letters and letter sounds by age 21/2
may remainatthatlevel for sometime, perhaps
until age 4 or 5, and then in a matter of months
develop fluent reading skills at the third or
fourth grade level.

Another area of uncvenness in the devel-
opment of gifted young childrenisfound inthe
relationship between advanced inteliectual
developmentand developmentof physicaland
social skills. Evidence seems to indicate that
intellectually gifted children’s performance in
the physical domain may only be advanced to
theextent thatthe physical tasks involve cogni-
tive organization. And, although intellectually
advanced children tend to possess some ad-
vanced social-cognitive skills, they do not nec-
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essarily demonstrate those skills in their social
behavior. In other words, they may under-
stand how to solve social conflicts and interact
cooperatively but not know how to translate
their understanding into concrete behavior.

It is not uncommon to find gifted young
children experiencing a vast gap between their
advanced intellectual skills and their less ad-
vanced physical and emotional competencies.
For example, 4- and 5-year-old children may
converse intelligently about abstract concepts
such as time and death and read fluently at the
fourth grade level, yet find it difficult to hold a
pencil or share their toys with others.

Often these uneven developmental levels
canlead to extreme frustration, aschildren find
that their limited physical skills are not suffi-
ciently developed to carry out the complex
projects they have imagined. These children
may throw tantrumsoreven giveup on projects
without trying. Adult guidance in developing
coping strategies can help such children set
more realistic goals for themselves and learn
how to solve problems effectively when their
original efforts do not meet their high expecta-
tions.

Adults, too, can be misled by children’s
advanced verbal ability or reasoning skill into
expecting equally advanced behavior in all
other areas. Itis unsettling to hold a high-level
conversation with a 5- year-old who then turns
around and punches a classmate who stole her
pencil. Sometimes young children’s age-ap-
propriate social behavioris interpreted as will-
ful or lazy by parents and teachers whose ex-
pectations are unrealistically high. The only
accurate generalization thatcan be madeabout
thecharacteristics of intellectually gifted young
childrenis thatthey demonstrate their unusual
intellectual skillsin a wide variety of waysand
that they form an extremely heterogeneous
group with respect to interests, skill levels in
particularareas, social development, and physi-
cal abilities.

Understanding the unique developmental
patternsoften present in gifted young children
can help both parents and teachers adjust their
expectations of academic performance toamore
rcasonable level.

Choosing a Program or School
One of the few psychological truths educa-
torsand psychologists agrec onisthat the most
learning occurs when an optimal match be-
tween thelearner’s current understanding and

the challenge of new learning material has
been carefully engineered. Choosing a pro-
gram or school for a gifted child who masters
ideas and concepts quickly but behaves like a
typical 4-or 5-year-old child is indeed a chal-
lenge.

Many intellectually gifted children master
the cognitive content of most preschool and
kindergarten programsquite early. They come
to school ready and eager to learn concepts not
usually taught until an older age. However,
academic tasks designed for older children
often require the learner to carry out teacher-
directed activities while sitting still and con-
centrating on written worksheets. Young chil-
dren, no matter how bright they are, require
active involvementwith learning materialsand
often do not have the writing skills required for
above-grade-level work.

Since many gifted children will hide their
abilities in order to fit in more closcly with
classmates in a regular program, teachers may
not be able to observe advanced intellectual or
academic abilities directly. If a kindergartner
enters school with fluent rcading ability, the
parent should share this information at the
beginning of the year instead of waiting until
the end of the year to complain that the teacher
did not find out that the child could read.
When parents and teachers pool their observa-
tions of a child’s skills, they begin to work
together to develop appropriate educational
options for nurturing those abilities. Parents
whose children have some unusual character-
istics that wilt affect their learning needs have
an obligation to share that information with
educators, justas educatorshave an obligation
to listen carefully to parent concerns.

When the entry level of learners is gener-
ally high but extremely diverse, an appropriate
program must be highly individualized. Chil-
dren should be encouraged to progress at their
own learning rate, which will result in most
cases in subject matter acceleration. The pro-
gram should be broadly based, with planned
opportunitics for development of social, physi-
cal, and cognitive skills in the informal atmo-
sphere of an carly childhood classroom.

One primary task of teachers is to make
appropriately advanced content accessible to
young children, taking into account individual
social and physical skills. Lessons can be bro-
ken into short units, activities presented as
games, and many concepts taught through in-
quiry-oriented dialogue and experimentation
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with manipulatable materials. Language ex-
perience activities in reading and the use of
manipulatable mathematics materials, as de-
scribed in products such as Mathematics Their
Way (Baratta-Lorton, 1976), are good examples
of appropriate curriculum approaches.

An appropriate learning environment
should also offer a gifted young child the op-
portunity todiscover true peersatan early age.
Parents of gifted children frequently find that,
while their child can get along with other chil-
dren in the neighborhood, an intense friend-
ship is likely to develop with a more develop-
mentally equal peer met in a special class or
interest-based activity. Such parents may be
dismayed to discover that this best friend does
not live next door but across town, and they
may wonder whether or not to give in to their
child’s pleas for inconvenient visits. Probably

ON THE LIGHT SIDE

by Jean Watts

DT watts /95,

2 e
Well, since you asked... It's the travels of a worm who intended to

go to Cincinnati but was distracted by an alien who convinced him
there was an invasion of rabid armadillos (those are their tracks)
that he should trip by sliming their paths before he finished
digesting the earth for the plants, even though he promised them
first because their roots were starved from acid rain...

one of the most supportive activities a parent
canengageinisto helpa childfind a truefriend
and make the effort required to permit the
friendship to flower.

Inlooking for an appropriate program for
their gifted preschooler, then, parents must be
aware of the learning needs of young children
and not be misled by so-called experts who
advocate rigid academic approaches with an
emphasis on rote memorization and repeti-
tion. Rather, wise parents will look for open-
endedness, flexible grouping, and opportuni-
ties for advanced activities in a program that
allows their child to learn in the company of
intellectual peers.

Resources

Allen, R.V. & Allen, C. (1970). Language expe-
riences in reading (Vols. 1 & 2). Chicago:
Encyclopedia Britannica Press.

Baratta-Lorton, M. (1976). Mathematics their
way: An activity center mathematics program
for early childhood education. Menlo Park, CA:
Addison-Wesley.

Roedell, W.C. (1989). Early development of
gifted children. InJ. VanTassel-Baska, & P.
Olszewski-Kubilius (Eds.), Patterns of influ-
ence on gifted learners (pp. 13-28). New York:
Teachers College Press.

Roedell, W.C., Jackson, N.E. & Robinson, H.B,
(1980). Gifted young children. New York:
Teachers College Press.

Spivack, G. & Shure, M.B.  (1974). Social
adjustment of young children. San Francisco:
Jossey-Bass.

Additional Reading

Smutny, J.F., Veenker, K., & Veenker, S.
(1989). Your gifted child: How fo recognize and
develop the special talents in your child from birth
toageseven. A practical sourcebook containing
a wealth of information for parents and educa-
tors of young gifted children. Leads parents
through infancy and early childhood, discuss-
ing topics st~h as language development, cre-
ativity, and how to choose schools. Providesa
developmental checklist. New York: Factson
File.

Wendy C. Roedell is the director of the Early Childhood
Education and Assistance Program, Educational
Service District 121, Seattle, Washington, and senior
author of Gifted Young Children.
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Alison Steube attended
Duke's Talent
Identification Program
(TIP) Summer
Residential Program for
four summers and was a
freshman and Angier B.
Duke Scholar at Duke
Universi'y when she
wrote this anicle. It has
been reprinted with
permission from

TIP Network News,
Fall 1991.

STUDENT PERSPECTIVE

Being gifted is a little like adopting a stray
cat It seems like a nice idea to have a cute,
furry, cuddly plaything, until you realize that
you need to change the kitty litter, buy the
food, clip its claws, pay the vet bills, and lock
the catin the closet when friends with allergies
come to visit.

Like the stray cat, being gifted just shows
up on your doorstep and becomes a responsi-
bility. You need to constantly find new chal-
lenges to keep it happy, you need to satisfy its
curiosity, you need to keep it from becoming
obnoxious, and you need to maintain it with
activities outside of school. For a teenager,
being gifted can be a severe liability, perma-
nently locked in the closet because everyone
between the agesof twelveand seventeen seems
to be allergic to it.

I actually left the stray cat our family
adopted at home when I left for college, but
having made it through the first 18 years of my
life without too many scratch marks, I wanted
to offer a few reflections,

As a seventh grade talent search partici-
pant, I was a confirmed “math nerd.” I had
skipped two years of math, and I was the bane
of my geometry class for always messing up
the curve. With stringy blond hair, millions of
split ends, braces, very little coordination, and
a conviction that, while I did OK in English
classes, I had a quantitative mind designed
primarily for multi-variable analysis, I desper-
ately needed a summer at TIP.

After I took my SAT's and pulled off a
respectable verbal score, Dr. Sawyer, then Di-
rector of TIP, suggested that perhaps I should
pursue a course in the humanities. My first
sumimer, I enrolled in Writing I, and I returned
home as a “math and verbal semi-nerd.” 1
came back for three more years and took Euro-
pecan History, International Relations, and
Amecrican History. Now, as a freshman at
Duke, I plan to double major in history and
biology, largely because of the incredible expe-
riences in the humanities I had at TIP.

While my academic experiences were im-
portant, the most significant impact of the TIP
summer program grew out of the friends I

by Alison Steube

made and the confidence I developed. My
second summer, I “decided to become an ex-
trovert,” as I wrote in my journal at the time,
and I introduced myself to anyone and every-
one I met, secure in the knowledge that, even if
Imadea complete idiotout of myself, [ wouldn’t
sce these people again for at least a year.

I ended up realizing that high SAT scores
did not make me a social outcast, and I re-
turned to my high school determined to be a
“new person.” However, becoming a “new
person” among people I had known for ten
years was more of a challenge than any course
I had taken at TIP. In one particularly memo-
rable conversation, a classmate who had at-
tended TIP with me said to a mutual friend,
You know, it was unbelievable! At TIP Alison
was popular.” These kinds of comments send
TIPalumniback to their photo albums, longing
even for the taste of DUFS food in the face of
“real life” at home.

Inaddition to adjusting to old images after
a “transformation” at TIP, coming home to
ordinary classes wassomewhatdisappcinting.
I went to a small, independent, all-girls school
whose administration went out of its way to
accommodate my interests, allowing me to
moveahead in math and take ad vanced courses
in history and physics.

But taking ad vanced courses did not trans-
formreallife into TIP. Asa Calculus studentin
ninth grade, I was learning more advanced
material, but T still understood the concepts
more quickly than the cleventh graders in my
class, and I still ended up doing my histoty
homework instead of paying attention. Being
at a higher level does not guarantee a greater
challenge.

In some cases, grade skipping or taking
advanced courses may be the only way to stay
awake in class. But would recommend look-
ing for challenges in extracurricular activities
instcad. [ decided not to graduate from high
school a ycar early, and as the fall of my serior
yearapproached and many of my close friends
headed off to college, I had serious misgiving
about my decision. But in retrospect, I'm ex-
tremely glad I stayed and graduated with my
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class. Senior year is a unique experi-
ence, and high school offers a lot more
than algebra, trigonometry, Shake-
speare, and chemistry—it can teach
gifted studentsto overcomechallenges,
to relate to other people, and to act as
effective leaders while contributing
their talents to their school and their
community.

As a “gifted” student, one of the
things that bothered me most was
whether I deserved the good grades I
received or simply had gotten theright
strands of DNA and thus “naturally”
succeeded. Being “gifted” implies that
achievement is presented ina box with
red and gold ribbons, and that the
"gifted” (so called hope of the future)
just got lucky.

Thisimplicationreallyirritated me,
and I desperately wanted to achieve
something that was completely my
own. So, in eighth grade, I decided to
try out for the volleyball tcam. I wasa
dismal volleyball player—I couldn’t
get the ball fo the net with an under-
hand serve, much less hitit over, but 1
refused to give up and spent all of
March, April, May, and June of eighth
grade in the gym. My parents were a
bit confused—after all I could have
been taking Greek outside of my six
regular classes, and instead, I was pur-
suing a hopeless quest for a spoton the
1996 US Olympic Volleyball Team.

My Olympicaspirationshavesince
faded, but after months of grim deter-
mination, I found myselfaccepting the
1987 JV Volleyball League Champion-
ship Trophy as Co-Captain of the
Team—and I knew I had earned it, all
by myself.

With that experience in mind, rec-
ognize that, if your completely
uncoordinated daughter suddenly de-
mands to take ballet lessons (I tried
that too, and I learned to pirouctte—
sort of), she may just want to prove
something to herself. “Giftees” need
to know they can achieve something
on their own, without a “natural” ad-
vantage.

Speech and debate offered me an-
other kind of challenge. Pcople who
do forensics (meaning speech and de-

bate, notautopsies) areastrangebreed.
We get up early on Saturday morn-
ings, we memorize hundreds of facts
and pages of oratory, and we devote
hoursto standing up in front of people
and talking. Asa result, students who
compete tend to be a lotlike TIPsters—
motivated, intelligent, and genuinely
fun to talk with.

Inaddition, the actual competitive
events offer enormous challenges.
Competing in Extemporaneous Speak-
ing, I had thirty minutes to prepare a
coherent answer to questions ranging
from “How will Barbara Bush differ
from Nancy Reagan as first lady?” to
“Should the Federal Reserve lower in-
terest rates to help prevent a reces-
sion?” 1 also competed in Original
Oratory, writing, revising, and memo-
rizing three different ten minute
speeches on topics I chose and devel-
oped. Students can also compete in
dramatic categories and debate, so the
opportunitics areimmense. Bestof all,
forensicsteacheshow toorganizeideas
and speak effectively, skills which I
know I will use after high school.

Ialso recommend gettinginvolved
with a school newspaper. [ started
writing for Limelight, our school paper,
on a whim, and ended up Editor-in-
Chief three years later. Journalism of-
fers students who enjoy writing a
chance to do first-hand research and
see their work in print, and leadership
positions challenge them to delegate
responsibility and deal with crisis situ-
ations on a day-to-day level.

For example, in one particularly
harrowing escapade, oneof Limel ight's
zcalous reporters somehow got on the
phone with a press spokesman at the
White House and engaged in an argu-
ment that ended with his calling the
school to identify her as “the rudest
person I have ever spoken to in my
entire life.” Blurry or non-existent
photographs, misspellings of the
headmistress’s name, statisticsoffby a
factor of ten, computer viruses, and
other minorand not-so-minor mishaps
ensured that the job was never boring
and prepared me to take ori leadership
responsibilities in college and real life.

Inaddition to traditional extracur-
ricularactivities, gifted studentsshould
consider doing some sort of commu-
nity service. At Duke, I'm involved
with a club that goes into a Durham
inner city school and does science ex-
periments with third and fourth grad-
ers. Working with these children has
helped me realize how lucky I was to
go to an independent school with ex-
cellent facilities, and it has given me
the chance to get kids excited about
science. Gifted students have tremen-
dous potential to act as role models,
and doing community service is one
way to use their talents to inspireother
people to succeed.

Extracurricularactivities provided
me with dozens of challenges, and at
home. my parents supported all my
endeavors. Although they had their
doubts about my professional volley-
ball career, they had the patience to
listen to my tirades about Limelight
and my ever vacillating political views.
Perhaps the best thing they did was to
insist on the whole family eating din-
ner together every night. Ever since
could sit up in a high chair, I've had
dinner with my parents, and they have
always treated me as an adult.

Wediscussed anything and every-
thing over dinner, from neurobiology
to real estate development, and I was
forced to defend my views and thirk
about my ideas. Ioften resented hav-
ing to give up forty-five minutes to
dinner, when I had tests to study for
and deadlines to meet, but I look back
on those meals as one of the most im-
portant parts of my childhood.

At school and at home, growing
up gifted wasanadventure. Even wita
fantastic extracurricular activities,
meaningful classes, and intellectual
dinner-time conversations, being gifted
has its bad days. The frustrations, the
stercotypes,and the senseof somebur-
geoningresponsibility to humanityare
constantly scraping at the back of my
mind, and unlike a stray cat, being
gifted can’t be declawed. Fortunately,
in college, fewer people are allergic to
giftedness.
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How Culture Influences Gender Stereotyping:

Awareness Activities

Our culture is defined by the ways that we
live—our beliefs, our traditions, and our val-
ues. These are influenced by family, friends,
schools, churches, governiments, associations,
and the media. To examine your own belicfs,
dividea piece of paper into four sections. Take
aminute and think about something youlike to
do that is typical for females. Record these
ideas in one of the quarters of your paper.
Label this quarter “Positive Activities—Fe-
male.” Now take another minute to think
about something you don’t like to do that is
typical for females. Record these ideas in an-
other quarter of your paper. Label this quarter
“Negative Activitics—Female.” Now take an-
other minute and think about something you
like to do thatis typical for males. Record these
ideas in the third quarter of your raper and
label it “Positive Activitics—Male. Now take
onelast minuteand thinkabout something you
don't like to do thatis typical for males. Record
these ideas in the final quarter of your paper
and label it “Negative Activities—Male.” Now
think about what you have listed. Did you
have any difficulty identifying the male and
female activities? How are the activities that
you labeled “male” different fromthe ones that
youlabeled “female?” Were there many activi-
ties that were the same for both genders?

While some of you may have found this
categorization of activities difficult, our cul-
ture still tends to define many aspects of our
everyday life by gender. For example, when
recently purchasing a McDonald’s Happy Meal
for my seven-year-old son, I was asked if the
youngster wasa boy ora girl. In this case, boys
received racing cars while girls received Barbie
dolls. Walking into a large toy store, a young
boy or girl often can identify casily the “girls’
aisles” and the “boys’ aisles” simply by the
color and the nature of the items. Many girls
play with toys that stimulate less aggressive
and more nurturing behaviors. The reverse is
true for boys. Even when parents attempt to
provide less stereotypical activities and more
gender-fair expectations for their youngsters,
our culture still, and often unintentionally, fos-
ters more standardized roles for cach gender.

by Susan Johnsen

In fact, even with equal ability, gifted girls do

not often achieve the success and satisfaction

thatthey mightdesire (Reisand Callahan, 1989).

Statistics tend to corroborate these opinions:

¢ Between childhood and adolescence girls
lose self-confidenceat twice therateasboys.
An American Association of University
Women (AAUW) survey showed that in
elementary schools 60% of girls and 67% of
boys said that they were “happy the way [
am.” Eight years later, however, 46% of
boys and only 29% of girls agreed with that
statement. (AAUW, 19990).

* Even though gifted girls’ and bcys’ aca-
demic achievement levels are equal, the
gifted girls perceive themselves as being
less capableand competent thanboys (Kelly
and Jordan, 1990).

» High-achieving girls receive theleast atten-
tion from teachers (Sadker & Sadker, 1985).

¢ Parents of daughters believe that their
daughters must work harder in math
courses, as compared to the opinions of
parents of sons (Parsons, ct al., 1982).

¢ Girls are less likely than boys to take the
most advanced courses and be in the top-
scoring math groups (AAUW, 1992).

» Girls who are highly competent in math
and science are much less likely than boys
topursuescientific or technological carcers.
Only 29% of girls want to be scientists ver-
sus 52% of boys (AAUW, 1992).

¢ Women consti*ite over 45% of the
workforce, but 1ly 7.6% of the engineers
(U.S. Burcau of Labor Statistics, 1989).

» At the prekindergarten and kindergarten
level, 97.8% of the teachersare female; at the
secondary level, 52.6%; and at the univer-
sity level, 38.7% (U.S. Burcau of Labor Sta-
tistics, 1989).

* Some 94.2% of the registered nurses are
women while only 17.9% are physicians
(U.S. Burcau of Labor Statistics, 1989).

*  Women constitute 98% of the country’s sec-
retaries, 41% of the managerial positions,
and only 3% of the senior executive posi-
tions (Segal & Zellner, 1992).
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» The U.S. Senate is Y8% and the U.S. House
is 93.4% male.

e From 1954 to 1989, only eight women ap-
peared on the cover of Sports Illustrated as
compared with 173 men (Larson, 1992).

Gifted girls initially have equal scores on
achievement tests, but by the time they reach
high school, they appear to take less challeng-
ing courses and sclect more female-dominated
carcers. Reis and Callahan (1989) provide an
excellent overview of factors that might con-
tribute to the preceding described differences,
and while some progress has been made, cul-
tural expectations still appear to limit a gifted
young woman'’s carcer opportunities and
choices.

The literature is filled with recommenda-
tions that might produce equal opportunity
amongbothgenders and that might encourage
gifted girls in establishing, developing, and
attaining goals that would match their abilities
and interests (Higham & Navarre, 1984;
Hollinger & Fleming, 1988; Noble, 1987; Reis,
1987). In her book Smart Girls, Gifted Women,
Barbara Kerralso discussesimportant clements
in the guidance of gifted girls, such as time
alone, the value of mentorships, the failure to
accept sex role stereotypes, and the develop-
ment of a strong sense of identity and mission
for one’s life. Recently, the American Associa-
tion of University Women (1992) made cight
recommendations for ensuring equity between
genders. They include the strengthening of
Title IX; increasing awareness of gender equity
among teachers, administrators, and counscl-
ors in our schools; including cxperiences of
women and men from all walks of life within
the school curriculum; encouraging girls in
science and mathematics; continuing attention
to gender equity in vocational education pro-
grams;incorporating gender fairness in testing
and assessment; including girlsand women in
decision-making positions that focus on edu-
cational reform; and enabling educators to as-
sist students in dealing cffectively with the
realities of theirlives, particularly inarcas such
as sexuality and health.

In the majority of cases, rcseaichers em-
phasize the need for educating teachers, par-
ents, and students about those aspects of our
culture that may reinforce gender-specificroles
that may limit carcer and lifestyle options. A
firststep in this education processis to createa
conscious awareness about subtle and direct
messages that are found in our language and

other communication systems. The activity at
the beginning of this article could be used with
students and teachers alike in creating such an
awareness. Some additional gender aware-
ness activities that might be used in the class-
room or in staff development workshops are
included with this article.

Activity Discussion: At the end of the activ-
ity evaluations, graph the results. Have the
participantdescribe similaritiesand differences
between their results and national or state sta-
tistics. Generate a set of implications and con-
sequences fromtheir studies. The teacher might
want to pose their findings as a possible prob-
lem or “fuzzy,” using the creative problem-
solving process in designing an action plan.

Insummary, much research and many rec-
ommendations have been generated in thelast
twenty yearsregarding the equalization of op-
portunities for both genders. The culture still
tends to define more limiting roles for females,
thereby inhibiting the satisfaction and achieve-
ment of many gifted girls and young women.
Education needs to be continuous. Educators
and their students need to becomeaware of the
influences that are present in their everyday
lives that shape their beliefs and attitudesabout
their lifestyles and their future. itisonlyatthat
point that we may all gain insights into what
must change to ensure an achievable match
between a gifted youngster’s abilities and her
interests.
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Activity 1. Put together acommonly-read set of magazines and newspapers in
your community or school. In small groups, have the participants evaluate the
magazines and the newspapers using the forms shown in Figures 1 and 2.

Figure 1. Magazine Evaluation

Tally the number of

Females Males

Publishers

Editors in Chief

Managing Editors

Senior Editors

Features Editors

Others (iist titles)

Advertisements featuring

perfume.

In advertisements, what do each sell? For
example: detergent, dog food, cat food,
diet drinks, car parts, aspirin, jeans,

Articles, stories, or photos featuring

photos?

What do each do in the articles, stories, or

For example: sell a company, demonstrate
new invention, describe a new way for
cooking pasta.

Q

Parsons, J., Adler, T. & Kaczala, C. (1382).
Socialization of achievement attitudes and
beliefs: Parental influences. Child Develop-
ment, 53(4), 310-321.

Reis, S.M. (1987). We can’t change what we
don’t recognize: Understanding the special
needs of gifted females. Gifted Child Quar-
terly, 31(2), 83-89.

Reis, S.M, & Callahan, C.M. (1989). Gifted
females: They've comealong way—orhave
they? Journal for the Education of the Gifted,
12(2), 99-1117.

Sadker, M. & Sadker, D. (1985). Sexism in the
schoolroom of the 80’s. Psychology Today,
19(3), 54-57.

Segal, A.T. & Zellner, W. (June 8, 1992). Busi-
ness Week, 74-78.

U.S. Burcau of Labor Statistics (1989). Employ-
ment and Earnings, 36(1). Washington, D.C.

Editor's note: The following section should be included
witheach of Figures 1-4, wiih the namc of the type of media
substituted for “magazine.”

According to the magazine, which of the words
below best describe males and females? indicate by
wriling an “M” or “F” beside the appropriate words.
If the word describes both, write “M/F”. If the word
describes neither, leave blank.

Active Knowledgeable
Affectionale Leader
Amb;tious Loud
Baby/Child-Oriented Loving
Bossy Modeast
Capable Poised
Clever Rebellious
Competitive Responsible
Concerned about Saracaslic
Appearance Sentimental
Condescending Serves Others
Confident Sexy
Dependent Sincere
Dominant Smug
Emotional Soft-hearted
Flintatious Strong
Forceful Submissive
Gentle Tough
Home Oriented Violent
In Charge Worrying*
Independent

*Add other words which describe the subtle and
direct messages in this magazine
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Figure 2. Newspaper Evaluation

Figure 3. Radio Evaluation

For example: sold a company, won Nobel
prize, organized the symphony ball,
running for Senate.

Tally the number of Females Males Tally the number of Females Males
Editors in Chief Disk }OCI(OYS
Managing Editors Newscasters
News Editors
People in the news
Sports Editors
Songs sung by
“Life Style” Editors
Background voices in commercials
Entertainment Editors
Products advertised by
Photographers
In advertisements, what do each sell? For
On the front page (photos or news) example: detergent, dog food, cat food,
diet drinks, car parts, aspirin, jeans,
On the editorial pages perfume.
On the sports pages Why are each in the news?
For example: sold a company, senator,
In the “Life Style” sent to prison, won a sports event.
1
Others
In advertisements, what do each sell?
For example: detergent, dog food, cat food,
diet drinks, car parts, aspirin, jeans, . . . .
perfume. P pinin. J Figure 4. Television Evaluation
Why are they in the news? Tally the number of Females Males

Leading characters

Sccondary characters

will have a common set of experiences.

Activity 2. Give each of the participants one or both of the
evaluation forms in Figures 3 1nd 4 to examin local radio and/
or television programming. Have the participants watch or
listen for a specificperiod of time and then have them bring their
results back to the remaining group members. The leader may
wish to record radio and TV broadcasts so that all participants

Characters mentioned but not shown

Producers

Directors

Screen writers

In advertisements, what do each sell?

For example: detergent, dog food, cat food,
diet drinks, car parts, aspirin, jeans,
perfume.

What do each do in the TV program?
For example: laugh, run, answer
questions, give instructions.

What roles do each play?
For example: reporter, boss, doctor,

{awyer, CEO, detective, explorer.
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An Analysis of the Research on Ability Grouping:

Historical and Contemporary Perspectives...Executive Summary

Researchliteratureonability grouping used
to be like the Bible. You could quote fromit to
support almost any view. Both advocates and
opponents of grouping cited it to back their
positions. Now, reviewers are using new sta-
tistical methods to organize and summarize
theliterature on grouping, and its message has
become clearer.

The reviewers have painstakingly cata-
loguced the features and results of hundreds of
studies, and with the help of new statistical
methods, they are drawinga composite picture
of thestudies and their findings. Theirreviews
have alrecady shown that certain approaches to
grouping consistently produce positive cffects
on children while other programs scldom pro-
duce measurable effects.

These scientific analyses of the research
literature could hardly be more timely. In
school systems around the country, parents,
teachers, and school administrators are wres-
tling as never before with questions about abil-
ity grouping. They have read Jeannie Oakes’s
book Keeping Track, and they know the argu-
ments against grouping. They also know the
arguments in favor of the practice. Now, they
want dependable answers. What does the
rescarch say?

What is Ability Grouping?

Ability grouping, or homogencous
grouping, isthe scparation of same-grad.e school
childreninto groupsorclasses thatdiffermark-
edly in school aptitude. School personnel usu-
ally separate childrenintoability groupsonthe
basis of test scores and school rccords. Ability
grouping plays a key role ina number of school
programs: scparate classes in clementary
schools for children of high, middle, and low
aptitude;single-subject groupinginhigh school;
cross-gradegrouping for reading orarithmetic;
special classes for the gifted and talented; and
within-class grouping.

Writers on educational issues usually dis-
tinguish between ability grouping and track-
ing. They reserve the term tracking, or curricu-
lar tracking, for high schocl programsin which
students choose, on the basis of their educa-
tional and job goals, cither college-prepara-

by James A. Kulik

tory, general, or vocational classes in English,
mathematics, and other subjects. Such track-
ing differs from ability grouping in several
respects. First, curricular tracking occurs only
in high schools, whereas ability grouping can
and does occur at all levels of education. Sec-
ond, students themselves make course deci-
sions in tracking programs, whereas prefer-
ences of pupils and their parents seldom play a
role in placement into ability groups. Third,
same-grade courses in different curricular
tracks have different curricular objectives,
whereas ali ability-grouped classesin the same
grade may have the same objectives.

The Art of Research Reviews

Rescarchers have been conducting con-
trolied experiments on ability grouping for
more than a half century. One of the first of
these experiments took place in 1927 in Salt
Lake City. At the beginning of the school year,
a researcher identified two equivalent groups
of elementary school children. Pupils in one
group were scparated by ability into homoge-
neous classes; the other group was assigned to
mixed-ability classes. At the end of the school
year, the researcher found that children from
the homogeneous classes outperformed those
from the mixed classes by about 2 monthson a
grade-equivalent scale. In the years that fol-
lowed, hundreds of other rescarchers carried
outsimilar experiments, and dozensof review-
ers attempted to make sense of their findings.

The rescarch reviewers, however, have
painted at least four different pictures of the
experimental results. Eachof the picturescomes
from a different era, and cach reflects the edu-
cational concerns of its times. Each of the
pictures also clashes with the other picturesin
the set. Viewed together, the four portraits
show that rescarch reviewers sometimes sce
different things in the same studies. Although
rescarch experimentation is a science, research
reviewing is too often a subjective art.

The original picturc of the rescarch comes
down to usfrom the late 1920s when the mental
testing movement was at its height in Ameri-
can ceducation. Mental tests had just proven
their value in the evaluation of recruits during
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World War [, and many mental testers ex-
pected even greater benefits from the use of
tests for selection and placement of children in
schools. Reviewers of the time shared the
optimism about testing, and not surprisingly,
they had positive things to say about ability
grouping. Their most important conclusions,
repeated in review after review in the early
1930s, was that grouping led to better school
outcomes only when ability groups worked
with methods and materials that suited their
aptitude levels. The reviewers also noted that
grouping programs had little or no effect when
groupsatall levels used the same methods and
materials.

In the 1930s, John Dewey’s philosophy of
progressive education became an important
influence on American schools, and with its
rise, enthusiasm about grouping began to fade.
Progressive educators held that the social spirit
of the classroom did as much for children as
formal instruction did, and they criticized
grouping programs for fostering undemocratic
feeling and traditional content teaching. Their
reviews of the research on ability grouping
focused on negative effects. Reviews of the
time reported that students learned less and
also declined in self-concept and leadership
skills in grouped classes.

During the 1950s, the pendulum of opin-
ion about grouping began to swing back. The
United States and Russia were fighting a cold
war for scientificand technological supremacy,
and American schools were expected to con-
tribute to the struggle by emphasizing aca-
demic and scientificexcellence. Reviewers did
their part by re-examining research results on
grouping. The new reviews reported that
higheraptitude youngsters made notable gains
when taught in special enriched and acceler-
ated classes. Thereviewersreported thataccel-
crated and enriched classes helped talented
children academically and also seemed to have
no detrimental effects on their social and emo-
tional adjustment.

The civil rights movement of the 1960s
inspired rescarchersto think more deeplyabout
questions of educational equity, and it led ulti-
matcly tostillanother re-evaluation of grouping
rescarch. After the 1960s many reviewers re-
ported sceing a different pattern in the re-
search results on grouping. In Keeping Track,
Jeannie Oakes expressed this newer point of
view when she wrote that no one benefits from
ability grouping and that children who are in

the middle and lower groups clearly suffer a
loss in achievement, academic motivation, and
self-esteem.

Areany of these portraits accurate? Or do
they each contain a bit of the truth? Until
recently, there was no scientific way to answer
such questions. Research reviews were the last
word in research interpretation. ¥Vhen re-
search reviewers disagreed, appeal to a higher
authority was impossible.

Scientific Reviews of Research

The situation changed dramatically dur-
ing the 1970s. In his 1976 presidential address
to the American Educational Research Asso-
ciation, Gene V.Glass urged reviewers to aban-
don their subjective approach and to adopt
instead rigorously scientific standards for re-
search reviews. Glass’s address had a power-
ful impact. It helped transform the art of re-
search reviewing into a science.

Glass used the term meta-analysis to de-
scribe the new approach. Reviewers who use
meta-analyticmethods firstlocate studies ofan
issueby ciearly specified, objective procedures.
They then characterize the outcomes and fea-
tures of these studies in quantitative terins.
Finally, they use statistics to describe findings
and to relate characteristics of the studies to
outcomes. This meta-analytic approach helps
reviewers to maintain objectivity and to de-
scribe precisely the benefits and losses associ-
ated with "-arious educational alternatives.

Several research groups have carried out
meta-analyses on grouping findings. Among
the most comprehensive analyses are those
carried out by Robert Slavin at johns Hopkins
University and thoseconducted by my research
group at the University of Michigan. These
meta-analyses show that different grouping
programs produce different effects. Some pro-
grams have little or no effect on students, other
programs have moderate effects, and still other
programs have large effects. The key distinc-
tion is among (a) programs in which all ability
groups follow the same curriculum; (b) pro-
grams in which all groups follow curricula
adjusted to their ability; and (c) programs that
make curricular and other adjustments for the
special needs of highly talented learners.

Grouping Without Curricular Adjustment
Some school administrators think that it is
casier for teachers to teach and for learners to
learn in classes where students resemble one
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another in learning rate. They therefore assign
same-grade students to classes by aptitude.
The high, middle, and low classes in many of
the programs use the same text materials and
follow the same basic course of study. The
traditional name for this approach is XYZ
groupir g, but XYZ classes have also been called
multilevel, multitrack, and homogeneous classes.
RobertSlavin of JohnsHopkins University calls
the approach ability-grouped class-assignment.

Although small school systems were ex-
perimenting with XYZ classes at the turn of the
century, Detroit in 1919 became the first large
city to introduce a formal XYZ plan. Teachers
in the Detroit schools tested all children at the
startof Grade 1 and placed them by test results
into X, Y, and Z groups. The top 20 per cent
went to the X classes, the middle 60 per cent to
Y classes, and the bottom 20 per cent to Z
classes. The X, Y, and Z groups studied from
the same texts and followed the same course of
study. This model became popular through-
out the country both for all-day programs of
grouping in clementary schools and for single-
subject grouping in high schools. No other
approach to grouping has been the subject of
more research scrutiny over the years.

Our meta-analyses at Michigan covered 51
scparate studies of XYZ classes, and the Johns
Hopkins analyses covered 47 studies. Both
analyses reached the same conclusion about
lower and middle ability students: These stu-
dentslearn the sameamountin XYZ and mixed
classes. The evidence from the higher aptitude
groups was less clear. Our meta-analyses at
Michigan found that higher aptitude learners
make slightly larger gainsin XYZ programs. A
higher aptitude student who gained 1.0 years
on a grade-equivalent scale after a year in a
mixed class would gain 1.1 years in an XYZ
class. The Johns Hopkins meta-analysis sug-
gested that gains for higher aptitude students
were cqual in XYZ and mixed classes.

Some of the studies of XYZ classes exam-
ined student self-concepts. Our meta-analysis
showed that the average scores on self-esteem
scales were nearly identical for studeats from
XYZ and mixed classes. Nonetheless, XYZ
classes had a small effect on student sclf-es-
teem.  We found that seclf-estcem went up
slightly for low-aptitude learners in XYZ pro-
grams, and it went down slightly for high-
aptitudelearners. Brighter children losta little
of their self-assurance when they were put into
classes with equally talented children. Slower

children gained a little in self-confidence when
they were taught in classes with other slower
learners.

Why were the effects of XYZ classes so
small? The main problem with XYZ classes is
probably their curricular uniformity. Sckool
personncl are usually careful in placing chil-
dren into high, middle, and low classes, but
they seldomadjust the curriculumto the ability
levels of the classes. For example, children in
the high group in a Grade 5 program may be
ready for work at the sixth gradelevel; children
in themiddle group are usually ready for work
at the fifth grade level; and children in the low
group may necd remedia! help to cover fifth
grade material. But all groups work with the
same materials and follow the same course of
study in most XYZ classes. XYZ programs are
thus programs of differential placement but
not differential treatment.

Grouping With Curricular Adjustment

Unlike XYZ plans, programs of cross-grade
and within-class grouping provide different
curricula for children at different ability levels.
Both group placement and curricula vary with
student aptitude in these programs.

The best known approach to cross-grade
grouping is the Joplin plan, which was first
used during the 1950s for reading instruction
in the Joplin, Missouri, elementary schools.
During the hour reserved for reading in the
Joplin schools, children in Grades 4, 5, and 6
brokeintonine different groups thatwereread-
ing at anything from the Grade 2 to Grade 9
level. Thechildren wentto their reading classes
without regard to their regular grade place-
ment but returned to their regular age-graded
classrooms at the end of the hour. Almost all
formal evaluations of cross-grade grouping
involve the Joplin plan for reading instruction
in elementary schools.

Apopularmodel for within-classgrouping
of children in arithmetic wasalso developed in
the 1950s. A teacher following the model would
use test scores and school records to divide her
class into three groups for their arithmetic les-
sons, and she would use textbook material
fromseveralgradelevelsto instruct thegroups.
The high group in Grade 6, for example, woud
use texts from Grades 6, 7, and 8§; tl.e middle
group would use texts from Grades 5,6,and 7;
and thelow group would use texts from Grades
4,5,and 6. The teacher would present material
to one group for approximately 15 minutes
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Guidelines From: Meta-Analytic
Studies of Ability Grouping

Guideline One:

Although some school programs that group children by ability
have only small effects, other grouping programs help cnil-
dren a great deal. Schools should therefore resist calls for the
wholesale elimination of ability grouping.
Research support: The effect of a grouping program depends on
its features. It is important to distinguish among programs that
(a) make curricular and other adjustments for the special needs
of highly talented learners, (b) make curricular adjustments for
several ability groups at a grade level, and (c) provide the same
curriculum for all ability grou s in a grade.

Guidel.ae Two:
Highly talented youngsters profit greatly from work in accel-
erated classes. Schools should therefore try to maintain
programs of accelerated work.
Resecarch support: Talented students from accelerated classes
outperform nonaccelerates of the same age and 1Q by almost onc
full year on the grade-cquivalent scales of standardized achieve-
ment tests.

Guideline Three:
Highly talented youngsters also profit greatly from an en-
riched curriculum designed to broaden and deepen their
learning. Schools should therefore try to maintain programs
of enrichment.
Research support: Talented students from enriched classes
outperform control students from conventional classes by 4 to 5
months on grade-cquivalent scales.

Guideline Four:
Bright, average, and slow youngsters profit from grouping
programs that adjust the curriculum to the aptitude levels of
the groups. Schools should try to use ability grouping in this
way.
Research support: Cross-grade and within-class programs are
examples of programs that provide both grouping and curricu-
lar adjustment. Children from such grouping programs outper-
form control children from mixed classes by 2 to 3 months on
grade-equivalent scales.

Guideline Five:

Benefits are slight from programs that group children by
ability but prescribe common curricular experiences for all
ability groups. Schools should not expect student achieve-
ment to change dramatically with either establishment or
elimination of such programs.
Research support: In XYZ grouping, all ability groups follow
the same course of study. Middle and lower ability students
learn the same amount in schools with and without XYZ classes.
Higher ability students in schools with XYZ classes outperform
equivalent students from mixed classes by about one month on a
grade-equivalent scale.

before moving on to another group. Other
approaches to within-class grouping are pos-
sible, but almost all controlled evaluations ex-
amine within-class programs that follow this
model

Both the Michigan and Johns Hopkins
meta-analyses found that cross-grade and
within-class programs usually produce posi-
tive results. The Michigan analysis, for ex-
ample, covered 14 studies of cross-grade
grouping and 11 studies of within-class
grouping. More than 80 per cent of the studies
of each type reported positive results. The
average gain attributable to cross-grade or
within-class grouping was between 2 and 3
months on a grade equivalent scale. The typi-
cal pupilin a mixed-ability class might gain 1.U
years on a grade-equivalent scale in a year,
whereas the typical pupil in a cross-grade or
within-class program would gain 1.2 to 1.3
years. Effects were similar for high, middle,
and low aptitude pupils.

Cross-grade and within-class programs
appear to work because they provide different
curricula for pupils with different aptitude. In
cross-grade programs, students move up or
down grades to ensure a match between their
rcading ability and their reading instruction.
In within-class programs, tcachers divide stu-
dents into ability groups so that they can work
on different materials with children of differ-
ing ability levels. Curriculum varies with stu-
dent aptitude in these programs. The pro-
grams thus differ in an important respect from
multilevel classes.

Special Accelerated and Enriched Classes
American education has along tradition of
offering special classes for students with spe-
cial needs. Schools offer special classes for
children who are physically handicapped,
emotionally or socially maladjusted, lackingin
proficiency inEnglish, and so on. Many educa-
torsalso lookongifted and talented childrenas
learners with special needs. Schools have tra-
ditionally used two different approaches with

such children: acceleration and enrichment.
Thefirst classes devised especially for gifted
and talented children were accelerated ones.
The Cambridge Double Track Plan of 1891, for
example, putbright childreninto special classes
that covered the work of six years in four, and
the special-progress classes of New York City,
established in 1900, allowed bright pupils to
complete the work of three years in two. Other
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school systems introduced other forms of ac-
celeration early in the century,and by the 1920s
accclerated instruction seemed tobeestablished
as the basic method for dealing with gifted
school children.

By the 1920s, however, some educators
began to question the wisdom of accelerating
children through theirschool work. Their main
concern was that accelerated programs might
not meet children’semotional and social needs,
whereas programs of enriched instruction
might meet such needs. Ina program of enrich-
ment that Leta Hollingworth set upinthe New
York City schools in 1916, for example, gifted
and talented children did not simply follow a
telescoped regular curriculum. Instead, they
spent about half of their school hours working
on the prescribed curriculum, and about half
pursuing enrichingactivities. In Hollingworth’s
class for seven- to nine-ycar olds, enriching
activities included conversational French, bi-
ography, history of civilization, and a good
deal of extra work in science, mathematics,
English composition, and music.

Our meta-analysis covered 23 studics of
acceleration. The studiescompared theachieve-
ment of equivalent students in accelerated
classes and nonaccelerated control classes. All
of the studics examined moderate acceleration
of a whole class of students rather than accel-
eration of individual children. In each of the
comparisons involving students who were ini-
tially equivalent in age and intelligence, the
accelerates outperformed the nonaccelerates.
In the typical study, the average superiority for
the accelerates was nearly one year on a grade-
equivalent scale of a standardized achic*>-
ment test.

Our meta-analysis also covered 25 studies
of enriched classes for highly talented students.
Twenty-two of the 25 studies found that tal-
erted students achieved more when they were
taught in enriched rather than regular mixed-
ability classes. In the average study. students
in the enriched classes outperformed equiva-
lent students in mixed classes by about 4 to 5
months. Children receiving enriched instruc-
tion gained 1.4 to 1.5 years on a grade-equiva-
lent scale in the same period during which
equivalent control children gained only 1.0
year.

Why do these classes have such strong
effects? First, the adjustment in curriculumin
accelerated and enriched classes is substantial
because thechildrenin these classes are unusu-

ally talented academically. Second, special
resources are usually available for enriched
and accelerated classes. The teachers of en-
riched and accelerated classes often have spe-
cial training for work with gifted and talented
students. Parentsof youngsters in these classes
sometirnesband together in formal or informal
networks to support their children. Special
funding is sometimes available for theseclasses.
Any of these resources could add to the success
of accelerated and enriched classes.

What About Tracking?

Research reviewers have not conducted
meta-analyses of findings on curricular track-
ing because almost no experimentalstudiesare
available on the topic. Instead of comparing
tracked versus untracked high schools, re-
searchers interested intracking have compared
student performance or teacher behaviors in
high and low tracks. Although not without
interest, such comparisons shed no lighton the
relative effectiveness of tracked versus
untracked high schools.

Jeannie Oakes, in her book Keeping Track,
uses research on ability grouping in her cri-
tique of tracking. Unfortunately, the findings
thatshecites come fromstudies of XYZ classes.
Studies of XYZ classes are not directly relevant
to the question of curricular tracking because
XYZ classes follow a common curriculum
whereas curricular tracks by definition do not.
To evaluate adequately the effectiveness of
high schools with tracks, we need controlled
studies comparing the performance of initially
cquivalent students who weretaught intracked
and untracked classes.

Conclusion

The questions that people ask about
grouping are not casy to answer. Do children
benefit from it? Who benefits most? Does
grouping harm anyone? How™ Why? The
answers depend on the type of grouping pro-
gram. Resultsdiffer in programs that (a) group
students by aptitude but prescribe a common
curriculum for all groups; (b) group students
by aptitude and prescribe different curricula
for the groups; and (c) place highly talented
students into special enriched and accelerated
classes that differ from other classes in both
curricuia and other resources. Benefits from
the first type of program are positive but very
small. Benefits from the second type are posi-
tive and larger. Benefits from the third type of
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program are positive, large, and important.

Theseresultsare relevant to Jeannie Oakes’s
call for the elimination of all forms of ability
grouping from American schools. Meta-ana-
lytic evidence suggests that this proposed re-
form could greatly damage American educa-
tion. Teachers, counselors,administrators,and
parents should be aware that student achieve-
ment would suffer with the total elimination of
all school programs that group students by
aptitude.

The harm would be relatively small from
the simple climination of XYZ programs in
which high, middle, and low classes cover the
same basic curriculum. If schools replaced all
their XYZ classes with mixed ones, the achieve-
ment level of higher aptitude students would
fall slightly, but the achievement level of other
students would remain about the same. If
schoolscliminated grouping programsinwi "%
all groups follow curricula adjusted to their

ability, the damage would be greater, and it
would be felt more broadly. Bright, average,
and slow students would suffer academically
from elimination of such programs. The dam-
age would be greatest, however, if schools, in
the name of de-tracking, eliminated enriched
and accelerated classes for their brightestlearn-
ers. The achievement level of such students
fallsdramatically when they are required todo
routine work at a routine pace. No one can be
certain that there would be a way to repair the
harm that would be done if schools eliminated
all programs of acceleration and enrichinent.
References
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proteins that trigger a specific somatic expres-
sion within the system. Whereas genes pro-
vide us with our own unique menu, the envi-
ronment makes the actual sclection within that
range of choice. Any reference to a “high-1Q”
genes must be seen as a misnomer because the
discernible characteristics of an organism al-
ways depend on its particular environmental
history. As teachers at home or at school we
must be aware that the decisions for environ-
mental intervention, that is, how we structure
theenvironment for children, change both neu-
rological and biological structure.

Environmental interaction with the genetic
program of the individual occurs whether
planned or left to chance. By conservative
estimatcs, this interaction can result in a 20-
pointdifference in measured intelligence; some
allow for a 40-point variation or even more.
For example, two individuals with approxi-
mately the same genetic capacity for develop-
ing intelligence, could be regarded as poten-
tially gifted or as educably retarded, depend-
ing on the environment with which they inter-
act. Those who work with gifted children must
acquire an understanding of the power of this
interaction between the organism and the en-
vironment.

The Brain and Gifted.iess

To understand how some individuals be-
come gifted and others do not, we need to
become familiar with the basic structure and
function of the human brain. At birth the
human brain contains some 100 to 200 billion
brain cells. Each neural cell is in place and
ready to be developed, ready to be used for
actualizing the highest levels of human poten-
tial. With a very small number of exceptions,
all human infants come equipped with this
marvelous, complex heritage. While we never
develop more neural cells, it is hardly neces-
sary, as those we have, if used, would allow us
to process several trillion bits of information in
our lifetime. Itisestimated that weactually use
lessthan 5% of this capability. How we use this
complex system becomes critical to our devel-
opment of intelligence and personality, and to
the very quality of life experienced by usas we
grow.

Characteristics of Gifted Individuals

When the brain becomes more accelerated
and integrative in its functions, we find the
individual expressing characteristics that we
identify with high intelligence. Some of those
characteristics canbe scen to be the direct result
of changes in the brain structures. For ex-
ample, the amount of dendritic branching and
the number of dendritic spines increase, thus
enhancing the potential for interconnections
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between neurons. The neurons then bevome
biochemically richer, allowing for more com-
plex patterns of thought, and the size of the
synapticcontactsincreases,allowing fasterand
more complex communication within the sys-
tem. More use is then made of the activity of
the prefrontal cortex of the brain, which allows
more future planning, insightful thinking, and
intuitive experiences. These changes will con-
tinue to occur as long as appropriate stimula-
tion is available. One of the most consistently
noted ccncepts coming from brain research is
the dynamic nature of the brain’s growth. We
must continue to challenge the individual at
that individual’s level of development or
growth cannot continue; the individual will
indeed lose power.

Summary

In this discussion we have seen that the
interaction between the unique genetic pat-
terns of all individuals and their ernvironment
results in a whole-brain function we call intel-
ligence. Enriching and appropriately stimu-
lating that interaction results in high levels of
function that we refer to as giftedness. While
giftedness expresses itself in many ways, we
can now postulate from the brain research that
individuals with high levels of intelligence—
gifted individuals—show measurable biologi-
cal differences, not at birth, but as the result of
this continuous interaction.

What we believe about how people be-
come intelligent will influence the way we plan
for their educational development. If we be-
lievethatindividualscometo usaiready gifted,
that they were born that way, we will probably
feel that we can do little to influence their
development. Wemay believe enrichment wiii
be sufficient for people of this ability to “get by
ontheirown.” If, however, we considergifted-
ness as a dynamic process in which a person’s
innate ability is in constant and continuous
interaction with the environment, and if we
believe that the strength of that interaction will
determine just how much ability this person
will be able to develop, we will become highly
sensitive to the needs he or she expresses. Our
awareness will allow us to support and chal-
lenge this developing intellect. Without such
efforts, intellectual abilities will be wasted and
untold potential will never berealized. Forour
children, itis a matter of who they are and who
they may become. Childrenare not borngifted,
only with a potential for such development.
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