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This issue is lovingly dedicated to Jeanne Delp who was
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PRESIDENTS COLUMN

This Communicator issuc is amemorial for Jeanne Delp. Interspersed
throughout thisissuc are memories of Jeanne Delp shared by her friends
and colleaguces.

I too remember Jeanne:

[ remember the millions of chocolate calories we consumed at one sitting
tocompensate for the session we gave at an out-of-state conferencewhere
we felt we were less than enthusiastically received.

[ remember the day we played tennis during the break at a teacher
institute and how each of us believed we were exhibiting tennis talent
worthy of Chris Evert. [ remember how shocked we werewhen orne of the
teacher participants attending our afternoon seminar blatantly said,
“You both are better presenters thar tennis players. I really was worried
about attending your session after I saw you play tennis.”

I remember the long and arduous arguments we had over politics and
educational issues. | remember how convinced we were that we were
right and had influenced the other in some significant way.

And I remiember feeling pride in receiving her accolades after she had
heard or read something I had shared about gifted education.

This publication also contains the spoken words of Jeanne Delp
originally presented in major speeches given during her carcer. Words
read do not have the same impact as words spoken, and words seen do
not have the same impact as words heard. This printed version of these
speeches lack Jeanne’s personality and enthusiastic delivery that so
thoroughly engaged the listener. As printed text, these words can
engage you, thereader, indifferent ways. Itis anticipated thatas written
text these words will add ideas to your existing knowledge about gifted
education, stimulate reflective thought and provide you with a vision of
gifted education for your family, classroom, and school district.

This collection of words from Jeanne Delp, like color and linc on a
canvas, give form to an individual. These words represent the knowl-
edge, values, and individuality of Jeanne Delp. More than just painting
a portrait of Jeanne, these words have affected the lives of educators,
parents, and students. We appreciate the person who spoke these words
and these words are appreciated by those people who were transformed
by them.

Sandra Kaplan
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CALENDAR

IN THIS ISSUE

January 22, 1994 ‘
City/County Conference on Gifted and Talented Educa-
tion

John Muir High School, 1905 Lincoln Ave., Pasadena

9:00 am-12:30 pm

January 29, 1994

CAG/Orange County Council for Gifted and Talented
Education, 21st Annual Conference

Estancia High School, Costa Mesa

For information call Karen Grinfeld, 714/679-5834 or Pat
Phelan, 714 /957-2846.

January 29, 1994

Bringing It All Togethe : GATE Across the Curriculum
Sowers Middle School, 9300 Indianapolis Ave., Hunting-
ton Beach, 8:00 am-1:00 pm

For information call Margaret Gosfield, 805/652-7229.

January 29, 1994

Children’s Author Workshop for Parents and Students
Presenters: Robin Rector Krupp and Jody Fickes
Ventura

For information call Margaret Gosfield, 805 /652-7229.

February 26, 1994

The Black Child Gifted Conference sponsored by the
Central Cities Gifted Children’s Association, Los Angeles
For information call Anita Still, 213/751-0132.

February 18-20, 1994

CIMI (Catalina Island Marine Institute) Weekend
CAG-sponsored weekend for students, ages 9-13
For information call Anita Stll, 213/751-0132.

March 4-6, 1994

32nd Annual CAG Conference
Oasis for Cultural Diversity

Palm Springs Convention Center and
Wyndham Hotel

For information call 415/965-0653.

March 19, 1994

Mini-Conference for Parents, Educators and Students
Keynoter: Barbara Clark

Ventura

For information call Margaret Gosfield, 805/652-7229.

May 19-21, 1994

Student Leadership Conference for 7th-8th graders
Westmont College

For information call Margaret Gosfield, 805/652-7229.

”I See Jeanne...”
Judith ROSEDEITY ..o v 4

Who is Virgil T. Frey?
Jeanne Delp ..o 6

How to Live Successfully with the Gifted Child
Jeanne DRIP w..vevie s 10

Strangers Among the Gifted—the Underachievers

Jeanne Delp ..ot 18
Developing Leadership
Jeanne Delp ...t 23

Accepting the Ruth Martinson Award
Jeanne Delp oo e 31

A Conversation with Jeanne Delp ......c.cocoenrniinnnnnss 33

NEWS BRIEFS

Memorial Contributions for Summer
Seminar

Jeanne Delp was very supportive of the CAG High
School Summer Seminar. Contributions in her memory to
support students for the 1994 seminar may be sent to Judy
Roseberry, 18548 Hawthorn St., Fountain Valley, CA 92708.

Art Contest Deadline Approaches

CAG will hold a juried art contest for studentsingrades
3 to 12. Entry deadline is January 31, 1994. Send art entries
to Cari Matheson, 6968 Stardune Ave., Twenty-Nine Palms,
CA 92277, 619/367-4281.

This issue was prepared with many hours of
dedicated work by Elaine Wiener, Marge Hoctor,
¢ and Judy Roseberry in tribute to their colleague
! Jeanne Delp.
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“] See Jeanne...”

Judy Roseberry remembered Jeannewith thesewords
at Jeanne's Service of Celebration on September 4,
1993.

It is my honor to speak with you today
about our friend and colleague, Jeanne Delp.

I had the opportunity to spend soine of
Jeanne’s last carthly hours with her. I want to
thank her family—Logan, Barbara, Duncan, and
Douglas—for that most precious gift, the gift of
tire to be 2¢ Jeanne's side. '

I may cry as I speak this morning. | know
you’ll understand. But my memories are any-

‘thing but sad. Some of my memories of Jeanie
are quitehilarious, infact. Some I can even share
here today as we celebrate the life of Jeanne
Delp.

Jeanne and 1 had plans to be very old ladies
together. We were going to have huge three-
wheel cycles with tall flags of some fluorescent
color. Not to protect us, you understand, but to
warn others. Jeanne’s driving was always in
two speeds, fast and faster. We knew that
wouldn’t change with age. We would have
Clarice crochet little capelets to wear over our
shoulders whenwe wentout. We'd wear strange
hats, spots of rouge on our checks and go to
lunich. We'd order outrageous items, complain
about the prices, ask for take-home containers
and forget to tip the waitress. And we’d laugh.

There was a lot of laughter in Jeanne's life.

I met Jeanne in 1960 when she came to
Garden Grove Unified School District to start a
program for gifted youngsters. There were ten
of us chosen to be the original teachers of the
new Major Work Class. Some of you are here
today, and [ thank you for your presence. With
Jeanne’s guidance and leadership and by meet-
ing every Friday after school for two and some-
times three hours, we forged a program to serve
the gifted youngsters of our district.

1 knew [ was being challenged as a teacher
to learn and mature, to be the best teacher |
could be. I knew [ was receiving more training
than I ever had received at the university about
curriculum writingand child psychology. What
1 didn’t know was how my life was being
changed because of who Jeanne Delp was.

Jeanne took me into her circle of lifetime
learning and into her life. My family and 1 took
Jeanne into our hearts.

by Judith Roseberry

Jeanne was a constant source of encourage-
ment. She demanded the best we could offer.
She also required that we grow and learn, even
at times when we didn’t particularly want to
grow and learn. Jeanne would never “feed a
weakness” as she so aptly put it. We promised
her the same courtesy in return.

So many of Jeanne’s words live on in her
family, her colleagues and friends.

“When in doubt.. .tell the truth.”

One of my favorites and, I might add, very
effective, “What's the worst thing that can hap-
pen?” Many problem solving sessions began
with that question.

“Is this the best thing 10 do for kids?”

“Choose your battles.” I remember sharing
with Jeanne what seemed to be a monumental
problem at the time. Ouroldest daughter, Kary,
who was five, refused to wear anything but
white anklets. Now you must know that as a
good mother, I had purchased white and pink
and blue and yellow and all the colors I could
find. Jeanne asked me to choose my battle. Did
itreally matterthat Kary only
wanted to wear white an-
klets? Didn’t she have the
right to have control over
some parts of herlife? Jeanne
told me about her mother’s
insistence that Jeanne weara
big bow in her short blond
hair. Every day, Jeanne’s
mom would attach the bow
and every day Jeanne would
discard it somewhere after
she left home. Her mother
continued to affix bows and
Jeanne continued to “lose”
them. Jeanne taught me carly
onthatevenlittle pcople needed to have control
over their lives.

“Whatis your objective?” How many times
these words have saved the day both profes-
sionally and personally. Clear thinking was
required and Jeanne would accept no less.

“Growth is painful.” We all learned that
from time to time, including Jeanne.

“What you arc may make people reflect
upon what they are not.” This quict reminder
encouraged us in difficult times.

Page 4
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Memories of Jeanne do not sort
themselves neatly into professional and
personal categories.

As an administrator in the Garden
Grove Unified School District, Jeanne
monitored and was responsible for
several million dollars in categorical
statc and federal monies. This same
woman kept three checking accounts
in three different banks. Balancing the
check book was not a strength, or at
least not a priority. Jeanne would use
one account one month, move to bank
#2 the next month, etc., until the origi-
nal account would be balanced and
reported by the bank. She took their
word forthe balance, corrected herbook
when necessary and was on her way.

Jeanne was highly respected in the
state and across the nation for her
untiring work on behalf of gifted and
talented youngsters. Through her ef-
forts and those of her colleagues, the
state of California became a leader
across the nation in providing for the
unique needs of gifted learners.

She was one of the founders of the
California Association for the Gifted.
Her leadership, her guidance and her
constant interest helped shape and de-
finetheorganization. Herinfluencecon-
tinues to this day.

The Association has designated a
special time during its annual confer-
ence as the Jeanne Delp Lecture Series.
When CAG’ sdesire to honor her in this
way was presented to Jeanne several
weceks before her passing, she was
greatly pleased. Speakers of special note
will be invited cach year to use that
time to enhance and promote the edu-
cation of gifted and talented
youngsters...a task Jeanne found wor-
thy and noble.

Jeanne’s ability to problem solve,
her clear thinking and her devotion to

all children allowed her to continue in
the GGUSD in other roles after she left
the gifted program. She was a princi-
pal, director of instruction, director of
categorical programs and director of
special education.

Jeanne found the art of friendship
to beanoblecallingas well. On the wall
inherdenisa poem by Felice Mancini.
The poem was hand-stitched and
framed for Jeanne by Judy Felt. The
poem reads...

Sometimes, not too often, we reflect upon
the good things, .

And our thoughts always center around
those we love.

And | think abouit those people who mean
50 much to me

And for so any years have made me so
very happy

And Icount the times I've forgotten to say
“Thank you"

And just how much I love them.

We canlearn this lesson anew from
Jeanne, to take time, to take effort, to let
those weloveknow it. Friendsare truly
the rarest of gifts and should be cher-
ished. Jeanne cherished us as we cher-
i-hed her.

I'see Jeanne in my many memories.
1 know ecach of you have memories of
your own. How rich we are tc all have
a bank of Delp stories to draw upon.

I see Jeanne learning to shoot skeet
and having the sorest shoulder you can
imagine...butgoingrightback formore
the next day.

1 see Jeanne out on the desert road
seeing just how fast this new car could
really go.

I see Jeanne challenging the State
Department of Education in the most
gracious of ways. If an edict from Sac-
ramento came down and Jeanne
thought it was illogical (it happened

more than once), she would call and
say, "I justcan’t seem to find thisin the
regs. Could you help me?” The con-
sultants in the department seldom
found it in the regs either (they make
most of itupanyway)and told her they
would get back to her. Delp logic won
out again.

I see Jeanne in the thoughts you
haveshared with me this past week. As
you called, I jotted down your words.

There will never be another like her.

This is the end of an era for gifted educa-
tior and for us persomally.

She introduced me to niy wife and I'mi so
thankful for that.

She was a unigue lady.
Shewas a special guiding light in my life.

Shewasa role model for meas [ grew to be
a professional woman without losing niy
femininity and loving care for people.
She clways insisted on specific praise and
I'want to specifically say how she worked
with me to improve my praise-giving to
students.

She was a leader to be remembered.

She was a risk taker, for herself and oth-
ers.

J.M. Barrie has said that God gave
us memory so we could have roses in
December. God has given us memory
also so we can always have Jeanne
with us.

1 believe with all my heart that
Jeanne is in a better place.

The rhythm that powers her new
being is strong, regular and unfailing.

A nourishing spirit fills her new
being with energy, delight and joy.

No defect nor blemish marks her
new being,.

No pain limits her spirit.

Jeanne is whole.

We will miss you, most dear and
special friend.

“Growth is painful.”

—Jeanne Delp

January 1994
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Who is Virgil T. Frey?

Jeanne inspired the maverick in
teachers, all the while encourag-
ing self-discipline.

T'want to share with you this
afternoon, a story—a favorite
story of mine because it speaks
to all of us who are concerned
about theeducationof gifted stu-
dents. It speaks of many things
butmost particularly, Ithink this
story speaks to me, at least, of
the qualities and conditions
which are necessary for a suc-
cessful MGM program. This is
not my story. It is James
Michener’s story. James
Michener,as you perhapsknow,
before he became well known as a writer, was a
social studies teacher in a smalil high school in
Indiana. He went to that high school following
on the footsteps of a young man who he learned
had been fired for incompetency. So as you
listen to this modified story about Virgil T. Frey,
1 want you to be thinking, “Yes, bul what's this
got to do with gifted education?” [ want you, as
you hear this modified version of Virgil T. Frey,
to keep wondering, “What is she saying to us
that this story says about the education of gifted
students?” This, then, with apologics to James
Michener, is “Who is Virgil T. Frey?”

The first person that James Michener en-
countered in that small town in Indiana who
spoke to him about the history and the reputa-
tion of Virgil T. Frey was none other than the
superintendent of schools. His comments to
Michener were these: “That man was impos-
sible to work with. He never gotanything in on
time, he never took advice, and he had an ex-
tremely poor professional spirit.” The next per-
son who spoke to him about Virgil T. Frey was
the principal who, if you can believe it, was
considerably more blunt. But e did start outon
a positive note. He said to Michener, “You have
a great chance here. Virgil T. Frey was a very
poor teacher. He antagonized everyone, he was
a constant source of friction, and 1 never had
more dissension on my faculty.” The next en-
counter that he had with the reputation of Virgil
T. Frey came from a woman of some years who
was head of the English department in that

by Jeanne Delp

small Indiana high
school. Her judgment
about Virgil T. Frey
was that he was an
intolerable person.
“Henotonly thought
he could teach social
studies and made a
mess of it, but,” so
said the head of the
English department,
“he also thought he
could tell us how to
teach English better
than we were doing.
Therestof the staff in
this high school felt
exactly the same way
about Virgil T. Frey. He not only insulted the
music department, the art department, the sci-
ence department, butabove everything else, he
insulted the P.E. department!” By this time
James Michener was anxious to talk to the men
in the P.E. department. When he did encounter
that coach he said to him, “Tell me about Virgil
T.Frey.” All the P.E. man would say was, “That
sissy?!” .

Ultimately, Virgil T. Frey’s landlady be-
came James Michener’s landlady. And so with
this increasing curiosity about Virgil T. Frey he
said to his landlady one day, “Tell me about
Virgil T. Frey. Did he ever date? Did he like the
girls? What did he do with his free time?” The
landlady responded by saying, “Him? He
courted like it was his sole occupation. He en-
joyed every minute of it. I think he finally mar-
ried someone from around here.” By this timeit
seemed apparent to Michener that the opinion
about Virgil T. Frey was unanimous, except he
still had this gnawing question inside of him:
“Who is Virgil T. Frey?”

One day, carly in the school year, he ven-
tured into the far reaches of the corner of the
desk and he found theroll books of the previous
year with Virgil T. Frey’s name inscribed in the
teacher’s place. Just for the fun of it he took
those roll books and he distributed the grades
along ancar normal curve. And whathediscov-
ered absolutely appalled him. There were eigh-
teen percent A’s where there should only have
been ecight. Furthermore, the B's were just as
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skewed in the same direction. That
made him feel a little bit more comfort-
able. Finally, helooked further into the
closets of that classroom and he felt
magnificent when he found two hun-
dred and forty-seventerm papers which
appeared to have never been cor-
rected——and never, certainly, had been
graded. At this point Michener was
feeling very smug because he at least
corrected term papers.

On that very afternoon as he was
reflecting on all of this, one of his six-
teen-year-old students, Doris Kelly,
whose father was on the school board,
entered his classroom. She chatted a
fow moments and then she paused as if
trying to find the courage to ask the
question. Finally, shesaid to Michener,
“May I ask you a question?” "Of

)

“Jeanne Delp has made a

signiticant difterence incthe
lives ot hiterally thousands
of teadhers, students and
parents. Having herasa
mentor and as a friend has
had a protound and
permanent cttect onme,
both professionallv and
poersonallv . Fmiss her, but
<he wall alwayvs be wath
me.”

- Alarge Froctor . Coordimator
K12 Programs and Sercices,
. GGUSD

course,” hesaid. “But you may notlike
it.” “Try me,” said Michener. And then
itcame. "Why don’t you teach like M.
Frey?” “How did he teach?” asked
Michener. The answer that Doris Kelly
gave him was this: “IHe made every-
thing interesting. He taughtasif every-
thing we talked about was of the ut-
mostimportance. Flealwayshad ajoke.
He was not afraid to skip chapters in
the textbook. He could teach us to write

a sentence better than the English de-
partment ever thought they could.
And,” she said, “everyone liked him.”
She paused and Michener didn’t know
what to say so he kept quiet. “None of
uslikes your teaching very much,” said
Doris Kelly. “It’s so very dull.”
Michener now tried to find the courage
to verbalize his question but the six-
teen-ycar-old beat him to it. “You're
wondering aren’t you,” she said, “why
he was fired?” And the answer she
gave him was one word. “Jealousy.”

Alarmed and confused about what
he now knew about Virgil T. Frey,
Michener decided he was going to con-
ductan experiment. So in cliass the next
day, the class in which Doris Kelly was
nota member, he stood before the class
and he said to them, “"Now that we are
near the end of this first unit, 1’d like to
review the big ideas of this unit.” He
paused, and then said, “You know, the
way Mr. Frey used to.” Immediately,
every member of that class sat up, had
their cyes full on him, and Michener
paused because he didi't know how
Mr. Frey taught. So hesaid to one of his
students, “Tom, will you take over?”
Tom came to the front of the room,
pulled himself up to his five feet three
inches, and said, “Okay, who will
dare?” Suddenly, thatclassroom which
had beenlistening and quict for several
weeks, came alive. One girl said, “1
will,” and she made the statement that
Columbus came to this country more
for religious reasons than for commer-
cial ones. Another student challenged
that. Another one said, “You're both
full of malarkey.” Michener winced at
the word “malarkey,” but he didn't
wince at the interest and the thinking
and thedrawing together of ail kinds of
information and the willingness to
stand and defend it. That discussion
was the bestdiscussion James Michener
had ever seen in his classroom.

That very night, following that ¢x-
periment, Michener was on his way
back from a basketball game for the

“Jeanne Delpwasa fniend. a

mentor and an educator of
the haghest order because
<he shared her expertise
and msight through
questions which caused
one to retlect and scarch. -
Her mtluence was <o
pervasive that one has a
htelong protessional
conwcrence and personal
puide”

) Ll Wiener,
GATE teacher, GGUSD

. /
1/

high school bringing with him several
of the students. He dropped off all but
onc and this boy said to him, “You
know what, Mr. Michener? Class has
sure beenaa lot better the last day or so.
More like Mr. Frey’s.” "Washereally a
good teacher?” Michener asked. “T'll
say he was. I learned more from him, 1
read morebooks, and lliked it too. And
furthermore,” said thisyoungman, “the
best thing about it all was that [ learned
to trust my own thinking.” Michener,
who couldn’tresist, said, “I thought he
was somewhat of a sissy.” “Oh, no. It’s
true he didn’t like the P.E. department,
but he was not a sissy.”

That night, after he had dropped
off his last passenger, he was so dis-
traught by the confusion of the judg-
ment about Virgil T. Frey that he went
to see Dr. Kelly, the school board mem-
ber. And he asked him, “"Why was Frey
fired?” Dr. Kelly’s answer was this:
“Frey thought education consisted of
stirring up and creating. He made him-
self very unpopular. He was excellent
with pupilsbut he madeamessofadult
relationships. To tell you the truth,”
said Dr. Kelly to James Michener, “I'd
rather have Doris study under Frey
thanunderyou. She'dlearnmorein the
long run.” Then Michener said to him,
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“Tell me, Sir, did you concur in his
dismissal?” And the answer: ”I didn’t
go to the school board meeting that
night. Iknew that issue was coming up
and so 1 just avoided it. Frey was a
disturbing force but he also was a very
great teacher.”

As Dr. Kelly showed Michener to
the door he said, probably in an at-
tempt to make Micherer feel better, ”I

status of the funding. It is the teacher
who counts.

I think secondly, this story sug-
gests to me, that Virgil T. Frey was a
man who dared to ask grestions, to
takerisks, to see relationships between
sacred subject matter and sacred learn-
ing experiences. No MGM program of
any real merit will exist in an environ-
ment where no one—teacher, parent,

“leanne Delp possessed many unigque characteristics. She was able to

tahe an objective and trank look at education and with her taster-than

. Mmeteoric sense of “seizing the moement " charge ahead. With wilhing

and unwilling plavers, she would move past tomt hearts pohticking

and passing-the-budk tointroduce inpovaton Her goal was always

excellence tor gitted students and may Tadd tor teaghers ot the witted

as weil,

Teanne Joved cluldren. whom shecharmed wath anease envied by

many teachers, feanne understood peopie, whether nve or nittv, She

was a teacher at heart and became a loved and loving membor of the

gitted tanuly of educators, parents and chaldren.

She Wwas my inspiration and 1s sorelv missed. ™

—- Dorothy Sisk, Professor, Lanuar Uniccrsity Beawmont . Texvas

should tell you, Jim, that the superin-
tendent feels the same way. He did
everything he could to try and keep
Virgil T. Frey.”

Michener concludes hisstory about
Virgil T. Frey with this statement, ”1
havenever known aperson so fascinat-
ing as Virgil T. Frey. Not one member
of his staff or any of his professional
associates had a good word to say for
him.Notone pupil had anunkind word
to say for him.”

That ends, with apologies to James
Michener, his story of Virgil T. Frey.
Now, what does that story say to us
who sit in this room? What signifi-
cance, what implications does it have
for those of us who have concerns and
dedication to the gifted? To me, atleast,
itsaysthese things. First, itisthe teacher
who counts, not the structure of the
school..notthecadministrativeattitude.
Indeed, if you will in California, not the

student, administrator, governor, state
superintendent and his staff—takes
risks. Notice, I did not say cannot. 1 said
does not take risks.

Third, 1 believe that his story tells
us that Virgil T. Frey saw learning as a
process as well as a product. He judged
the results of his teaching by theactions
of the kids not just by what they puton
the paper. (Remember the term papers
and the grade book.)

Fourth, I think also, that Virgil T.
Frey had courage. He not only had it;
he displayed it. He trusted the kids’
ability to learn apart from him. To him
there was not just one rightanswer. He
could accept divergent views. He had
the courage to confront the subject
matter, the methodology, the estab-
lished procedures. There are, [ think,
some significant implications in that.

A fifth suggestion that this story
reveals to me was that [ know that

Virgil T. Frey was committed to acting
out his belief in kids in spite of the
hostility that he as a teacher encoun-
tered. He believed in those kids and
their learning and their needs; and so
despite the stumbling blocks, despite
the put-downs he continued to act out
his belief in kids. Mark well, even
though this is our thirteenth annual
conference, and even though in the
State of California since 1957 and be-
fore, we’ve been concerned about the
education of gifted kids, hostility to-
wargifted programsand students still
doesexist. Virgil T. Frey recognized, as
we mustrecognize, that what he was—
and in fact, indeed what he did, caused
others to reflect upon what they did not
do. Therefore, he encountered somehos-
tility. That hostility, however, did not
deter him from acting out his belief in
kids.

A sixth suggestion that comes to
me from this story was that Virgil T.
Frey loved learning. His commitment
to kids was to their learning. It is obvi-
ous, | think, that he used higher levels
of intellectual operation; that heindeed
wanted kids to challenge gencraliza-
tions.

A sceventh suggestion from this
story is that this was a resourceful man.
What he did for kids in that small high
school in Indiana did not require dol-
lars in order to get it off the ground. Do
you recall the statement, ”I learned to
trust my thinking”?

An cighth suggestion from this
story is that Virgil T. Frey was known.
I am certain we could have walked on
thatcampusand asked where the social
studies teacher was holding his class,
and everyone would have told us—
from the janitor, to the principal, to the
kidsoutonthe track. T have visited high
schools and junior high schools and
clementary schools throughout this
nation and indeed in this state. | would
say, "I am here as a part of a study to
visit such and such—your gifted pro-
gram. Could you tell me wherel would
find it?” “Well, let’s see...I think you’d

“Never feed weakness.”
—Jeanne Delp
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have to...” and then they don’t know.
When a program exists in time and
space it is known.

Sometimes the Virgil T. Freys are
principals and superintendents. Some-
times they are teachers, parents, dis-
trict office personnel. Wherever you
find them they challeage us. They chal-
lenge our concept of learning; they
challenge our concept of education;
they challenge our conceptof teaching;
they challenge our conceptof program;
they challenge our concept of the im-
portance of materials, and of the im-
portanc of grades. | wonder, are there
any Virgil T. Freys here? —maybe who
once were but are not now? Have you
ever worked with any? And if you did,
how did you react? There's the super-
intendent who complained that he
never gotanything in on time or there's
the principal who talked about the dis-
sension, or the department head with
resentment, or the board member who
avoided the whole issue. Or did you
react as a staff member who rejected
himand ridiculed him? Any successful
MGM program requires that we be
Virgil T. Freys.

[ cannot, however, leave this story
without raising a question with you.
Who, in fact, caused the dismissal of
Virgil T. Frey? Was it the principal, or
the superintendent, or the board mem-
ber, or the staff, or perhaps the man
himself? And I think there’s a message
there too. Each of us can be a better
teacher, a better ad ministrator than we
currently are and our commitment to
the gifted mustextend to the education
and edification of the uninformed—be
they students, parents, board members,
governors, or legislators. Virgil T. Frey
was indeed noble, but he was also a
paradox. It is in his paradoxical aspect
that perhaps the greatest messages
come to us.

To paraphrase and to modify, |
want to close by sharing with you a
statement called Dichotomy—-not writ-
ten by me but written by a director of
instruction in a Southern California
school district and tucked away in one
of those professional journals we never
read.

“I'have supervised a school with effi-

ciency and I've run a tight ship. But
many have been strangled by its rou-
tine. I have innovated but haveleft the
souls of children untouched. 1 have
claimed throughout educational
circles my role as an instructional
leader yet I exert little influence on
curriculumnatters that confront me.
I have built an educational program
that shines in the country, but I have
used it to beam my accomplishmnents.
I have prided myself on the achieve-
ments of my students, yet I've offered
1o access to success for many. I have
spoken of commitinent, but I have
beent uncommitted. I have expected
others to be overachievers, but yet |
underachieve. I have carved a path
towsrd professionalisin yet my con-
tributions to my professional organi-
zation are so small. I define goals and
objectives for others, yet tolerate un-
clear goals for myself. I live in a state
that prides itselfon offering the great-
est education to each child, and I have
chosen educational alternatives to the
masses. [ am committed to planning,
but 1 spend the majority of my ener-
gies reacting. I have striven for har-
mony with my staff to gain security
rather than to tolerate imbalance so
that change can take place. Children,
the center of the school is my cry, and

This poem of Ralph Waldo Emerson was a favorite of Jeanne’s and was l

hung above her desk.

yet lesson plans aredeveloped for com-
fort und convenience. 1 have solved
many problems but I have failed to
attend toso many more.lamproud to
be an educational leader, yet I am
ashamed.”

And finally, what youshould have
been listening to today and talking
about is the format for the future. 1
salute the Virgil T. Freys in this room—
those who are now, who once were,
and I hope, will again be. But it seems
clear to me that the format for the fu-
ture is in this room and in our own soul
searching about the Virgil T. Freys and
the paradox of him. Thank you very
much.

“Reminders ot Jeanne’s
cloquence, knowledype,
sense ot humor, quick wit,
and commitment to vitted

2
cducation are evident

throughout her speeches,
Her words will abso renind
us ot her warmth,

carmy and compassion tor
others.”

Barbara Barmard  Assictant
Superntendent GGUSD

To laugh often and love much; '

to win the respect of intelligent persons and !

the affections of children; |

to earn the approbation of honest critics and
endure the betrayal of false friends;

to appreciate beauty; to find the best in others;

to give one’s self; to leave the world a bit better,
whether by a healthy child, a garden patch,
or a redeemed social condition;

to have played and laughed with enthusiasm,
and sung with exultation;

to know even one life has breathed easier because

you have lived-

This is to have succeeded.
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How to Live Successfully With the Gifted Child

This speech presents Jeanne's basic
beliefsabout gifted children, their
characteristics and how to
capitalize on those traits as par-
ents and educators.

Tonight we’re going to talk
about how to live successfully
withagifted child, and thereare
a few basic premises I'd like to
share with you:

e High-level intelligence
makes certain demands
upon its possessor.

*These demands of high-level intelligence
result in certain kinds of behavior.

* If you understand which behavior results
from those demands, then there are some
suggestions implicit in that understanding
~hich determine how you treat or handle
situationsso youlive more comfortably with
gifted children—with less stress and less
arguing,

» There are curriculum implications in these
demands, and there are psychological im-
plications and family relationship implica-
tions inherent in those demands. “achers
and parents of gifted kids need to be aware
of this.

Any good textbook on gifted children will
have a list of characteristics of gifted students.
A large vocabulary is one characteristic, a long
attention span is another. Curiosity is another.
So. while I'm talking about those kinds of char-
acteristics that all good textbooks list, more
than that [ am talking about twenty-five sepa-
rate kinds of demands that, over the years, I've
seen ascribed to gifted children because of the
presence of their intelligence.

One demand that a high level of intelli-
gence makes on its possessor is a tremendous
craving for knowledge and a need to feel a sense
of progress in what is being learned. That's
more than just being curious. It suggests that
gifted kids, and indeed I’'m sure you can verify
this in your own experience with them, are
individuals who have a tremendous fund of
information and have a need to file it away.
They often have a need, at some poiny ‘o their
life, to tell you everything they know. But there
isalso a certain time—and I've never been able

by Jeanne Delp

to identify whether it comes chro-
20logically or sequentially inrela-
tion to other behaviors or atti-
tudes—when gifted children only
take in information. If you are the
teacher of a gifted child like that,
desperately trying to getsome evi-
dence of this kid acquiring infor-
mation when he's at the absorp-
tion stage only, you need to know
that not giving it back to you does
not necessarily mean that nothing
is being absorbed.

If you are the father of a gifted student
whom you see absorbing all kinds of informa-
tion about the stock market, pro football, or
whatever his particular interest happens to be
at the moment, and the child doesn’tever talk to
anyone about any of it, you begin to wonder
why. Why is it that the child reads, talks, listens
and gathers all kinds of information but is un-
willing to share it with anyone? This does not
mean he is unsocial or unable to use the infor-
mationorshareit with other peopleina conver-
sational way. The child may simply be in the
absorption stage. I suggest to you that perhaps
you neced to reflect upon whether or not the
child isat the absorption stage. That craving for
knowledge, to the exclusion of some of the
things that you may think are more important
forhimto know, is a function of his intelligence.

Thechild may oftenbe frustrated withinac-
tivity orlack of progressin whatis being learned.
Being asked to do things over and over again,
things that he alrcady knows how to do, brings

“Through her deep understandimy, o
the witted Jeane brichgened our
hves and helped rse \ children”
to new henghts o achieyeme it and
awareness Vs strrocate maothg
personal coursclor and doar frend
Jeanne had o protowd mttoone e on

our tanuly oShe ennched the Bives o

herchildbren and oy o b e

parenlttocope

oy [Loe o,
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anger. This anger is reflected some-
times in refusal to do the work. This
doesn’t necessarily mean that you fail
togive himorher asense of the value of
education; it may mean that thechild is
being given the kinds of questions au-
tomatically known so casily that ke just
figures that it isn’t worth the energy or
cffort.

One of the things that a gifted pro-
gram needs to do is to provide some
ways for gifted kids to feel a sease of
progressin whatthey’relearning. They
should know where they were when
they started in the subject and where
they're going. There are kindergarten
children who go to school knowing
how to read and add and subtract. This
carly reading ability is not because the
parentssatthemdownand taught them
how to read, but because they started
recognizing McDonalds signs at age
threeand could identifya Ford Granada
asopposed to a Mercedes at age four or
five. (I've often thought we ought to
have a new IQ test which would re-
quire the identification of cars. Gifted
kids recognize the configurations of
carsaboutasquickly asanyone lknow.)
Kindergarten kids who go to school
withallthose kinds of experiences, per-
haps reading without even knowing it
and being very familiar with numbers,
get to kindergarten and they hate it.
They are learning things they need to
know in order to get along in school
and indeed that may be true They do
need to have group settings and they
do need kindergarten activities, but
these kids also need a feeling of
progress. Someday they’re going to get
frustrated and often will react as one
child did when he came home from
kindergarten the first day crying. When
his mother asked what was wrong, he
said, “They don’t even know how to
addinthatschool.” Hisfrustration was
not so much with the cutting of paper
or playing with blocks, butwith the fact
that he was not learning anything that
mattered to him. The questions, the
curiosily, and the craving for knowl-
edge are characteristic demands made
upon ownersof high-levelintelligence.
It is, I think, an obligation of schools,
programs for gifted students, and par-

S R VG

’ 4
2 Jeagme was the brillhant
©educitor whoinspired me

. durnimy my teachimy davsan
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ents to help kids who are extremely
brig:*t to be aware of their progress.
Yousay toa five-year-old ora ten-year-
old or a fifteen-yecar-old, “Gee, today
you know something that you didn’t
know six weeks ago.” That helps the
kid have some sense of progress in
what he is learning.

A second characteristic of gifted
students is the demand placed upon
them by their intelligence to devour a
subject to the exclusion of everything
clse. The interesting thing is that they
pick the subject. The teacher doesn’t,
the father doesn’t, the mother doesn’t.
The kid does. Maybe when he’s seven
years old, it's the weapons of the Civil
War. The inclination of the adults
around him, who know nothing about
weapons of the Civil War is to say,
“You'll learn more about this when
you'rein the fifth grade or in the eighth
grade or tenth grade.” His reaction is
that he needs to know now because he
has closen that as the topic he's going
to devour. What happens to a child
who does that is that he is often seen to
be persistent and stubborn. We then
haveaten-year-old who hasbeen read-
ing, talking, and thinking about weap-
ons of the Civil War for three years. We
think, “Is he never going to get off the
weapons of the Civil War?” The conse-
quenceis thatlots of times teachers and
parents alike keep trying to bring in
new books, new topics and take him to
different kinds of muscums. But that
kid is sticking to weapons of the Civil
Warasif hislifc depended onit. Adults
often view that as stubbornness. I'm
suggesting to you that it is, perhaps, a
function of intelligence and a demand
that must be met: “1 need to know all

about thisand therefore Ineed to geton
with it.”

What happens to a gifted kid like
that, as a consequence of those intense
interests, is thatif he’shad an interestin
astronomy since he was two, by the
time he is seven hell probably have
already asked 52,000 questions about
the stars, the heavens and all things
astronomical. At seven, he has a tre-
mendously larger fund of information
aboutastronomy thanany other seven-
year-old will ever have. Sometimes a
teacher will encounter this child and
say, “I know this kid is interested in
astronomy.” So the teacher gathers to-
gethera wholelotof material and brings
it to school and says, “Andrew, [ know
you’'re really interested in astronomy,
and so I've gotten together all of these
materials for you, and I'm sure you're
going to be really interested in them.”
The kid, the seven-year-old, looks the
teacher right in the eye and says, “I
already know about astronomy.” One
of the negative consequences of this
demand of giftedness is that the child
may be seen as arrogant when he says,
“I know all about astronomy.” Maybe
all that teacher has to say to him is,
“That’s marvelous. I'm glad you feel
that way. If that’s true then you prob-
ably know what it is that Michelangelo
had to do with astronormy.” He'll tell
you Michelangelo is an artist. You’'ll
say, "I know, but he also had some-
thing to do with astronomy.” That sets
the kid off and now he will go and find
out.

So the “Tknow allaboutastronomy”
comment is perhaps not a sign of arro-
gance somuchasa reflection on the fact
that these kids in their environment
have a tremendous fund of informa-
tion about a particular topic, greater
than anyone else they’ve ever encoun-
tered. These arekids whose intelligence
demands that they make observations
and see relationships about all kinds of
subject matter. They will do it about
important, significant things in school,
or they will do itabout adult behavior,
orinsignificantand unimportantthings
both at school and at home.

A favorite story of mine which il-
lustrates this has to do with a gifted
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“It1s not possible to think of
my own work i dentifving
gilted children or developing
curnicula tor them without
thinking ot eanne Delp’s
tirm but tender purdance and
mtluence. Hler svit and

wisdom touched my whole
fanuly.”

—Bea Kranz, one of the ten
feachers i e origmal GGUSD
Sifted program

child in the Los Angeles City School
Systeminthe ' 30s. There wasa particu-
lar classroom organized for these kids,
and they had the opportunity to arrive
by streetear. The teacher of the class
told me that one of these kids was
always late on Tuesday mornings. It
wasn’t enough that he was late, but he
came incarrying picces of alarm clocks
and otherkinds of broken objects, some-
times a two-by-four, or sometimes the
head of a hammer, broken picture
frames, or a part of a musical instru-
ment. There was chaos in the class-
room because he had to tell the class
everything he had seen. The teacher
found out the kid was late because
Tuesday was the day the trash was out
and thought, “Well, that's probably
good for his curiosity.” She talked to
him about getting his own alarm clock
and getting up an hour carlicer. She
tried to do all the kinds of things to
accommodate that need of his, butnone
of it worked.

So, finally, one day he came in on
Tucsdaylate and upsct the entire class-
roomagain.Shetook himinto thecloak-
room, becauselike all adults who work
with very bright children and try cv-
erythinginreasonablefashion, shehad
arrived at the point where she could no
longer be reasonable. She began to lec-
ture himabout his sense of responsibil-
ity orlackofit, his lack of consideration
for other human beings, how she had
tried to cooperate with him and why
couldn’t he understand that she was
trying to cooperate with him. He lis-
tened to her with eyes glued to her face

and she thought for sure that he was
really hearing her this time. She talked
longer and went on and on. He still
kept his cyes on her face. When she
finally stopped for a breath, he said to
her, “You know something? It's the
lower jaw that moves, ain’t it?”

He had not heard one word that
she had said to him, but he was making
observations, he was seeing relation-
ships,and he wascommentingon them.
That same kind of need for making
observations and seeing relationships
is a demand which gifted kids must
meel.

[t can operate in other wavs. I'm
reminded of a five-vear-old who lis-
tened to her mother talk about a new
refrigerator. One of the things that |
think we certainly know about gifted
children, certainly in middie-class
homes, is that their mothers talk to them
a great deal. So, she had talked to her
daughter about a new refrigerator and
how she had all the information about
where to get the best buy.

When Dad came home she pro-
ceeded to tellhimabouthow she looked,
in the newspapers, had gathered all this
information, and here was the place to
get the refrigerator for the best price.
She said all this to her husband after he
had picked up the newspaper and sat
down to read. He made some strange
sound frombcehind the newspaper. She
kept talkingand got no response. So the
five-ycar-old gifted kid in that house
went up and pulled her by the skirtand
said, “"Hey Mom, don’t you know you
should never talk to Dad until after he's
finished thenewspaper?” The child had
madc that obscrvation after five years
of living with her father. The mother
had lived with him longer than that but
had not yet put all that together.

Now ithasatremendousimpacton
you, at thirty-five, whenit'sa five-year-
old kid who points it out to you. The
consequence of making observations
and secing relationshipsand comment-
ing on them can be viewed as cither a
positive or negative behavior. 1'm sug-
gesting toyou both as parentsand teach-
crs thatif indeed that is a characteristic
of the gifted student wholives with you
or works with you, and you find him

making observations and seeing rela-
tionships about behavior that you'd
prefer not mentioned, perhaps that's a
clue that there may not be enough go-
ing on in the academic or learning set-
ting for observations and relationship
comments that are appropriate.

Gifted individuals place very high
standards on themselves. They have a
sense of insight coming from this high
level of intelligence that savs, “1 ought
todo very well.” A consequence of that
demand is that the child often starts an
assignment and gets part way through
and then thinks that this isn’t good
enough. So he tears that paper up and
throws it away, starts over, gets an-
other idea, starts over, gets halfway
through thai, and decides to start over.
Nobody is standing there insisting ona
standard of excellence other than the
gifted students themselves.

Another consequence of this sense
of “I'have to do very well” is that gifted
children seldom feel really successful,

: ’

“Jeanne Delp was one of
those rare individuals
whose vastaccomplish-
ments exceeded her own
orgmal expectations, while

never quite reaghmy, her

rapidly expanding vision.”

Fod Dundon
Supcnmtbendont, GGUSD

and thatiskind of a tragedy. Ithappens
to them because they sense how much
they don’t know. It happens to them
because those adults around them who
know them to be gifted and bright ex-
pectso much of them. ] can recalla time
in the California State Study in the late
'50s when the law made it possible for
school districts to get some financial
assistance for gifted programs. We
asked 26 gifted cighth graders ina spe-
cial program in northern California
what subject they would choose if they
could choose anything they wanted to
learn more about. Every one of them
said something like this: “I’d really like
to know more about atomic medicine,
but since I'm not very good at art, I'd
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better take art” or “I'd really like to
know about physics, but I don’t do too
well in English, so I suppose I’d better
study English.”

Here are kids who are given the
opportunity to pickanything they want,
with no holds barred but they're still
conscious of what they don’t know.
They don’t choose the thing they are
mostinterested in, butthey choose what
they think they need to improve in.

One of the things we've done, as
adults, is to assume that because a kid:
has been identified as gifted, he or she
is equally gifted in every arca. While
the reality may be that they could be
equally gifted in every area, they prob-
ablyarcnot. If you are fascinated by art,
any art form, and you give all your
sparc thinking time to that, then you
are obviously going to neglect formal
mathematics because you don’t have
time for it. It may not be that the child
would not be successful in math, but
rather that his interest and personality
lead into other kinds of clioices.

Gifted kids are also individuals
who question generalizationsand chal-
lenge them. I think school teachers and
parents are given to making generali-
zations. You may have encountered a
situation similar to this one which oc-
curred when [ was teaching fifth grade.
Imade the statement that the only place
in the United States where truck farm-
ing was carried on was in the Imperial
Valley in California. I knew that to be
true because that's where I was raised.
One of the gifted kids stood up in the
back of the room, pointed his finger at
me and said, “Miss Delp, you're
wrong.”

I had several gut level reactions to
that. Something went through my gut
and my head like, “Too bad this kid has
beenraised by parents who have never
taughthim te respectauthority.” Ididn't
say that to him, but I'm sure that must
have crossed my mind. A second thing
that probably occurred to me was to
say, “Sit down, David, I'm teaching
thisclass.” Ididnt say that cither. What

[said to him was, “That’s very interest-
ing, David. Whatevidencedoyou have
to supportthe factthatl’'m wrong?” He
wrinkled up his very small forehead
and said to me, “I don’t know whether
you call it evidence or not, but my dad
and Iweretraveling in Kansas last sum-
merand there was a truckin frontof us
carrying sugar beets. My dad looked
up and said, ‘Hey, there goes a truck
farmer.”” _

I said to him, "David, I think it is
just great that you remembered that
experience and that you could relate it

to my comment about truck farming.

I'mglad you shared it with us, butl am
looking forward to the time when you
can learn to tell me that I'm wrong in a
more socially acceptable manner.” But
yousee, hisintelligencedidn’tsay “chal-
lenge generalizations politely.” It just
said “challenge gencralizations.” We
asadults, as parentsand teachers, have
an obligation to help kids learn how to
challenge generalizationsinsucha way
that they don’t alienate the people they
are questioning. 1 wish we had a few
gifted Senators around, or Governors
or legislators who would challenge the
generalizationsaboutincometax, about
how we raise taxes to support our gov-
ernment. I wish we had more gifted
scientistsaround who would challenge
the generalizations abeut smog, who
would challenge generalizations and
get large sums of money for research
grants to solve some of these problems.

As anadult who lives with a gifted
kid, you will find your generalizations
being challenged, asindecd you should.
“How come I have to go to bed at 8:30
when 1 don’t go to sleep until nine?” If
you respond to that challenge by say-
ing, “At your age in this house, you go
to bed at 8:30,” that kid is going to
continue to challenge that generaliza-
tion. The challenge is not so much to
deny your authority on bedtime as it is
his intelligence saying, “Here’s a gen-
cralization! Let’s have some evidence
to the contrary. Challenge it!”

You might try saying to that kid,

“That’s true. I notice that when you go
to bed at 8:30, there’s water, books, this
and that, and it is 9 o’clock before you
go to sleep. Tell you what—I'll makea
deal with you. Let’s try going to bed at
9 o’clock for a week, and if I don’t have
to get after you in the moming to get
yourself up and off to school, we'lllive
with 9 o’clock.” What often happens is
that the kid has challenged a generali-

“How many times did Jeanne .

promwu: the cause of gift:%\
education by encouraging
prople to partiapate? Twas
first intmd:ucvd to Jeanne by
ludy Roscbrry when Fwas
considering whether or not
to run tor the presidency of ¢
CAG. In that brief ‘moctmg,""'
Jeanne not only encouraged
me but helped add real
substance to the ideas that
would give form to my term
in ofhice. Alwavs atter, there
was that special Delp
rapport which feanne
extended to so many ot us”
RorFontame,
Past Prosident CAG

zation that indeed needed to be chal-
lenged.

There are also individuals in the
aifted population whose intelligence
demands that they should be creative
and innovative, sceking unusual and
unique ways of doing certain kinds of
things. Now whenever you talk about
creativity, you really need to define it.
WhatI'mreally saying here s that gifted
childrenhaveademand placed onthem
by their high-level intelligence not to
do things the way everyone else does
all the time. That includes such things
as how you make your bed or how the
dishwasher should be stacked and un-
loaded. There is, you know, for most
adults only one way to stack a dish-

“When what you are makes others reflect upon what they are not, you get hostility.”

—Jeanne Delp
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washer, but that's not true for gifted
kids. So you say, “I've told you forty-
two times not to put the pots and pans
in the bottom.” And the kid says, “This
is polyurethane. It doesn’t melt at such
and such a temperature, and I don’t see
why I can’t putitup here.” If you want
to live with that kid unsuccessfully,
you fight him on every challenge of a
generalization hemakes. If you want to
live together successfully, I think you’ll
learntolisten to the generalization chal-
lenged and then decide whether or not
itought to be modified.

Letmeshareastory with you about
inventive and creative ideas on how to
mow the lawn.] know some gifted kids
who have been taught that you mow
the lawn across just like this, back and
forth. Then they begin to do it in zigs
and zags or they write words or make
designs. The point of all that is thatit's
adull and boring job. The gifted set out
to find ways to be innovative in their
approach to ordinary kinds of things.
Whether that is always a positive con-
sequence is not the question, but the
reason gifted kids challenge thingsand
take creative and innovative ap-
preaches to ordinary experiences is
because of the demand that their intel-
ligence places upon them.

These are kids who tend to be seri-
ous minded, whichis not to say they do
nothaveasense of humor. They do. But
they areinterested ata very carly agein
world affairs, things adults talk about
at dinner tables, and they have a great
deal of knowledge and information
about those things. They are the kinds
of kids who will write, very early, state-
ments about a philosophy of life that
will be, for most of us, amazing. Often
we suspect, certainly as teachers, that
they must have gotten this from home
or some place. That's a kid who prob-
ably doesn’t remember 0 make his bed
every day or to hang hisclothes up, but
who nevertheless has some very seri-
ous aspects to his personality and his
being. Thoseare, I think, ademand that
his intelligence makes on him to ex-
press some serious-minded concemns.

These are also individuals who
have tremendous powers of concentra-
tion. They cangoand shut of f the whole

world, and they do that in a positive
way. They tune outall the argtiments of
little brothers and sisters and continue
to do the work they’re concentrating
on. This ability also can shut off some-
one who doesn’t want to be shut off. So
you see the second grader or the fifth
graderor the tenth grader who's sitting
over therelooking like heisdoing noth-
ing, and you say, “Jimmy, it’s time to

“1962.1 was e vears old
when she walked through
that classroom door.
‘Follow me,” she sard, and
we did id <he know how
she changed our ives? Or
how I <till hear her i the
vorces of men and women
who dream of something,

~ditterent. somethimy,
better.”

Aot Hock,
NGM <hdent
L ]

set the table.” No response. “Jimmy!”
you say louder, “It's time to set the
table.” You get maybe a movementofa
shoulder. Then if you're like the rest of
us, you yell, “You heard me the first
time!” He says, “Uh huh,” and sits.
Finally you have to go and touch him
and say, “Get up and set the table.”
Oftenasadults wereact to thatasif that
kid has deliberately defied us by hear-
ing us and ignoring us. I'm suggesting
to you that the power of concentration
and the demand to concentrate onsome-
thing at the timeis so greatin these kids
that they have the ability to be utterly
absorbed in a task with much longer
attentionspansand to resistail kinds of
interruption. Therefore, you may save
yourself alotof anguishif you forgetall
those steps in between and walk over
to him, touch him on the shoulder and
say, “Jimmy, you will have to get up
now and go set the table.” Then you've
broken his concentration; your voice
has a whole different quality, and per-
haps that will help to make living with
thatkind of concentration powereasier.

There are gifted children whose

interests are wide, expansive, covering
a wide range of topics and often puz-
zling to parents. “How come,” says the
father, “this kid who lives in a house
where we are athletically inclined has
taken up an interest in Picasso? I don’t
even like Picasso.” Next week, or three
months later, itisn’t Picasso any more,
it's now the statistics related to field
kickers in pro football.

Let me share with you the range of
experiences of one kid. Parents with
these kinds of kids think, “Is this kid
never going to settle on one thing?”
Contrastthis with the parentsofa gifted
kid who sticks with one thing forever.
Here is the comment of a girl who
wrote a paper on opera and we asked
her why. “Well, in the first place I really
didn’t want to do it on opera. I wanted
to do it on philosophy, on beauty, you
know like Marcus Aurelius, Plato,
Aristotle, Kant, what the great philoso-
phers’ points of view were, what they
felt made someone beautiful, beauty in
the arts, drama and dance, stuff like
that. But then Ilooked all through both
sections of our library, and I saw one
little tiny book section called opera-
tional philosophy which didn’t give
me a bit of help. So | went to another
library and they didn’t have anything.
Not anything. I could have gone to the
college branch library except I didn’t
have any way to get down there, and it
wastenmilesaway. Soldid notdoiton
philosophy. I was then going todoiton
architecture, but the teacher said it
would be better if I did it on something
simpler because architecture involves
the same theories that philosophy in-
volves, and why didn’t I wait until 1
could go into philosophy. So I decided
to do it on ballet. Then all of a sudden 1
saw this whole great big sectionof books
that just glared out, in bright red and
gray letters...O-P-E-R-A. It just caught
my eye, and I said, ‘Aha, Ishalldoiton
opera!’ And that's why I'm doing it on
opera.”

That is an example of how a gifted
child can move from one thing to an-
other very easily. She didn’t have to be
so totally committed to one particular
kind of thing, and she explored inter-
estsata maturity level well beyond her
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chronological age. When very young
gifted children have interests that are
well beyond their chronological age,
weoften become very concerned about
them. For example, the seven-year-old
who is always down the street talking
to the retired admiral who raises or-
chids and who is fascinated with the
whole process of hybridization and
whathappens when you cross thiskind
of orchid with that kind of orchid. The
admiral wiwo raises the orchids has
talked to him about Mendelian laws,
and you think, “Is this seven-ycar-old
ever going to play with other seven-
year-olds?” He has such interests at a
maturity level beyond his chronologi-
cal age that he will generally have to
find older kids to talk to about hisinter-
ests. We have to keep that in mind as
we evaluate the interests of our kids
and the kinds of topics they pick in
school whick often are not the topics
that we assign to their age level. We
need some flexibility in assignments so
that gifted kids with unique interests
well beyond their chronological age
will have some basis for selection.
These kids are generally sensitive
to some of the values of honor, truth,
and other things that you and I have
valued for a Jong time. They will re-
spond to those things inliterature; they
will take strong stands about integrity,
honesty, living up to certain kinds of
virtues; and they willbe extremely criti-
cal of adults who live in the real world
with modifications of standards. These
kids are sensitive to our value systems.
They are also individuals who will
resist routines. Intelligence seems to
say, “I don’t have to do this over and
over all the time. ] can’t stand it.” They
resist drill in school. They are the kids
who will ook for new ways to do mul-
tiplication tables. Sometimes, if school
is notinteresting for them, they want to
do their homework in code. They write
their names in code, a code they made
up, and they don’t give you the secret.
When they have to do drills, they doit
allin their own unique ways. You may

“Pay close attention to your intuition—your gut feeling.”

see this at home if you have a work
schedule for sharing home responsi-
bilities. When this kind of kid is given
the same task over and »ver again, he
soon begins to resist by not doing it.

A gifted kid isan individual whose
intelligence says to him, “I need time to
work alone. I don’t always want to be
on committees.” Sometimes that both-
ers teachers. Sometimes it bothers par-
ents because the kid needs time alone,
but it is because his intelligence de-
mands it. There are lots of thoughts
running around in his head. He needs
time to think about them, to sort them
out, and to put them into catcgories. So
ifyouarcanadultraised inanerawhen
a kid alone meant that something was
wrong, then you need to reassess this
child and what he is doing with this
“alone” time. Is he or she reading or
sitting and doing nothing? According
to the work ethic we’ve all had to live
by, “doing nothing” (or seeming to)isa
bad thing. For gifted kids, uninter-
rupted time to think, to read, to absorb
is one of the demands that their intelli-
gence places on them.

They are also individuals whose
intelligence tells them to be intolerant
of stupidity, particularly when it mas-
querades as authority. That sometimes
happens to gifted kids. I know a high
school student with an intense interest
inmythology. It was he who taught me
that there was something other than
Greek mythology; as a third grader, he
talked about Nordic mythology, Ro-
man mythology, Indian mythology.
When he was a ninth grader in an hon-
ors program, he called me up one day
and said, “Miss Delp, I'm in this class
that I don't think is going to be benefi-
cial to me.” I said, “What evidence do
you have to support that conclusion?”

He said, “Well, the other day the
teacher was talking about the Grecks
and talked about ‘MED-ia’. | said to
him, ‘Mr.So-and-So, Ibelieve I veheard
that pronounced Me-DEE-ah.” The
teacher’sresponse was, Thank you very
much. 1 don’t know that I needed you

to tell me that, but thank you anyway.’
Now every single time he comes to any
word that comes out of Greek mythol-
ogy that has more than two syllables,
he always turnsto me and sarcastically
says, "How do you pronounce it?’ I just
don't think that's going to be beneficial
to me.”

[ have to tell you, | agree with that
kid. I don’t think he needed that expe-
rience. He had learned how to correct
an adult without being insulting, and
he had doneit. But thatteacher’simma-
turity made it impossible for him to
accept that child on any kind of decent
basis. So, we got the student out of that
class. Rightor wrong, I think that high-
level intelligence says to the possessor,
“Be intolerant of stupidity, particularly
when it masquerades as authority.”

The gifted child also has an intelli-
gence which suggests to him to scek
order, structure, and consistency of
some kind. The child wants to under-
stand why things are the way they are

“T topk copious notes during
my first class i gitted

cducation trom Jeanne n
1964, 1 referred to thnw\\
notes so often i the next

uptecivvears that even

today. almost thifty years

later, T <tll recall most of the
material and at s ust as
relevant today asitwas
then'

Mavie Schonck Coordonator

Grtted Fducation rctoed Orange
Liniticd School District

and why people are the way they are.
This particular demand of intelligence
most often gets him into conflict with
adults. Adults have learned to modify
behavior in order to get along in the
world welive in. These kids are always
questioning that; they are individuals
who do critical and evaluative think-

—Jeanne Delp
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ing. They are always saying to them-
selves and often to alt of us, “"Wouldn't
it be better if... Wouldn't it be better if,
instead of going skiing cvery single
Christmas, this family did something
else?” And you say, “Well, we've al-
ways gone skiing. Everybody likes to
ski.” And thatkid’s evaluating. Critical
thinking canbe seenby adults as “pick-
ing at you” when it is really a response
to a demand that his intelligence is
making to look for better ways to do
things. As a consequence of this de-
mand, very often he is conceived to be,
and indeed is, critical of others and of
himself.

These are kids whose intelligence
causes them to be rarely satisfied with
the simple and the obvious, and they
tend to overcomplicate simple things.
When you know that about these kids,
and you are teaching them subject mat-
ter likemath, you can say to them ahead
of time, “This is a very simple process.
Don’t try to make it more difficult.”
Then the kid listens differently.

There’s anitem on one of the intel-
ligencetests used to identify gifted kids
which sets up a certain situation. The
kid is all dressed up, his family is get-
ting ready to visit grandmother, and
his mother says, “Why don’t you go
outside and start walking down the
road, and we'll pick you upas weleave.
Butdon’t go off the sidewalk. Don’t go
into the woods.” So the kid goes out the
door and comes back in a very fow
minutes, carrying his shoes and hold-
ing his nose. In this story the mother
take his new shoes and his clothes and
burns them in the fireplace. Then the
tester says to the kid, “What do you
suppose happened?”

Very gifted kids will sit and pon-
der and ponder and ponder and will
very often say, ”I don’t know.” The
psychologist, who knows gifted kids
and how they overcomplicate simple
things, will very oftensay, “Well, okay,
you don’t know, but tell me the first
thing you thought.” And the kid says,
“Well, he probably ran into a skunk.”
The point is that that answer scems so
obvious and o simple that the child’s
thought is, “They can’t possibly mean
that.”

These are kids who are very re-
sponsive to “underdog” causes, and in
school they often take political posi-
tions supporting things that parents
may’ become very upset about. This is
not because they are defying the politi-
cal position of the family, but because
they are sensitive, empathetic, and re-
sponsive to underdog causes.

They are individuals who have a
need, a demand, to have their intelli-
genceresponded to. We've often asked
parents who are having difficulty with
the gifted kid at home, “If you were in
this same situation with a very bright
adult, how would you deal with it?”
Treat the gifted youngster like an intel-
ligent person rather than an intelligent
child. An illustration which will make
this clear comes out of one of Haim
Ginott's books. An adult has a neigh-
bor who comes over to visit, sits down
and drinks coffee two or three times a
week andalwaysleavesherdark glasses
on the table. What do you say to her as
she gets up to leave the table? “Helen,
your glasses.”

You don’t say to her, "My gosh,
you've been coming over to this house
every day for six months and you al-
waysleave your glasses!” Youdon’tdo
that to an intelligent adult, but you do
ittokidsall the time. If they forget their
lunch money, you harangue themabout
it. If your husband forgot his briefcase,
you would say, “Sam, your bricfcase.”
wouldn’tyou? You wouldn’tsay, “This
is the sixteenth day in a row I've told
younotto forgetyourbriefcase!” Gifted
children’s intelligence demands that
peoplerespond to them at alevel equal
to theirintelligence. If adults are to live
and work successfully with gifted kids,
they need to keep that in mind.

Gifted children will seck out their
mental peers, whether they be children
or adults.

They tend to be friendly and out-
going. That doesn’t mean necessarily
gregarious, or thatthere’s no such thing
as a shy gifted child. Gifted children
gencerally need to be part of many types
of groups, which may not necessarily
be the group you, the parent, may pre-
fer. They need a variety of kinds of
people to interact with and they will

find ways to do that.

The gifted child is also an indi-
vidual who may be outstanding in cer-
tain general arcas and only average in
some. They are individuals who havea
learning pace of their own. Sometimes
there is such a thing as a slow-pace
rapid learner—a kid who is exceed-
ingly meticulous about acquiring in-
formation. Yes, he can learn concepts
well above the chronological age. And
yes, he or she can read materials that
are much higher than the reading level
ofootherkids the sameagge, butitisdone
inameticulous, slow way, and we need
to recognize that.

So how can parents and teachers
live successfully with gifted kids?

* Keep in mind that they are indeed
gifted. That means a unique ability
to learn, but they are also children.

* Youshould love your gifted child as
a person, not for any achievements,
and the child should know, really
know, this.

* You need to keep in mind that your
reputation does not rest on how well
your child does in school.

* Remember to talk to the child, notat -
him.

* Respond to the gifted child as an
intelligent person.

* Accept the fact that the gifted may
indeed have different views from
yours.

*- Respect curiosity as a value to be
rewarded.

® Remember that the best gift you can
give your child is to help him de-
velop self-discipline.

® Remember that this gifted child is
notnow more valuablein your home
justbecause the school has identified
him or her as a gifted student.

What I've tried to share with you
here is designed only to give you some
«:ew parameters and ways in which to
view the behavior of gifted students,
both at school and at home. Finally,
remember a quotation from Anatole
France in terms of how you deal with
gifted kids. “The error of enthusiasmis
more valuable than the wisdom of in-
difference.”
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The Demands of Giftedness

1. To crave for knowledge—to satisfy the need to feel progress in what he is
learning.

To feel the need to focus on or devour a subject.
To malke observations; to see relationships.

To place high standards on himself.

A R

To be creative or inventive; to seek an unusual or unique approach to an
assignment.

o

To question generalizations.
7. To be serious-minded; to be intolerant (usually) of foolishness or siiliness.

8. To concentrate—to become totally absorbed in a task; to have a longer
attention span.

9. To explore wide interests at a maturity beyond his chronological age.
10. To be sensitive to honor and truth.
11. To express ideas and reactions. (Sometimes scen as argumentative.)
12. To resist routine, drill; to require unique ways of pursuing drill.
13. To work alone.
14. To be intolerant of stupidity.
15. To seek order, structure and consistency.

16. To do critical, evaluative thinking. (May lead to critical attitude toward
self and others.)

17. To be rarely satisfied with the simple and obvious.

18. To be impatient with sloppy or disorganized thinking.
19. To nave his intelligence responded to.

20. To scek out his mental peers.

21. Tobe friendly and outgoing.

22. To use his power of abstraction; to see and point out cause and effect
relationships.

23. To have time for thinking—solitude.
24. To pursue a learning pace of his own. (May be fast or slow.)

25. To be outstanding in several arcas, but # 7erage in some.
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Strangers Among the Gifted - The Underachievers

The gifted underachiever hasalways been apuzzie
to everyone—even Jeanne Delp.

What we are talking about today are the
strangers among the gifted—and 1 want to be-
gin that by capsulizing for you in seme very
short statements the things which we tradition-
ally and historically, and I believe convinc-
ingly, say about gifted kids. Listen to them
because 1'm going to contrast them later.

Thegifted are great. They arecager tolearn;
they are curious; they are independent work-
ers; they like school; they have intense interests
and a well-developed sense of humor. They are
interested in many things and do almost every-
thing well. They challenge genceralizations. They
have a need to do assignments in creative and
innovative and unusual ways. Oh, once in a
while they procrastinate and do things at the
last minute. To be sure they occasionally are
exasperating, but they are overall great!
Capsulized, that concept of the gifted is one
which we most often express. We talk of the
gifted as if they are all alike, and yet in reality,
it scems to me, the gifted are the most complex
and idiosyncratic—the most unlike one another
of all human beings.

Now havingsaid that on the one hand they
are great and on the other hand talking about
the complexity of the gifted, let me warn you
that I think we must be cautious with generali-
zations. Alfred North Whitchead says, “Seek
simplicity and then distrust it.” The gifted are
great, but among them waik some strangers.
The word “strange” suggests unfamiliarity. If
you look it up in Webster’s Dictionary, it will
say “a personwith whomoneisnotacquainted,
anintruder, a forcigner: one who is ignorant or
unfamiliar with a specific objective.” The syn-
onym, of course, is “odd,” meaning a departure
from the normal or regular. Now most people
that 1 know—keep those definitions in mind,
those suggested definitions, an intruder, a for-
cigner, ignorant with the unfamiliar or specific
objective--most people that | know, including
educators and parents, seem to be most com-
fortable with what they know. We fear the
unknown. The unknown is strange, and the
strangers among the gifted—-who are they?

By way of definition, let’s talk about Mark.
Heisa stranger among the gifted. He hasa Binet

by Jeanne Delp

IQ 0f 145. He can’t o~ won't stay at a task very
long. He has a tremendous fund of information,
but he doesn’t very often choose to share it. He
has an interest in unidentified flying objects
and he reads and thinks about them often. He
expresses his ideas very well, but he almost
never finishes an assignment. He's a wandcerer
in the classroom. You may ask him to sit down
and he will, but within a very few minutes heis
up and wandering again. He almost always
starts assignments, at least the reading and the
research and the data gathering part, but there
it ends. His parents are usually cager for himto
do well in school and have expressed concern
about the fact that he is not productive. Heis the
youngest member of his family. He has two
older sisters and one older brother, and those
three children in that family have always been
productive. He is well-liked, but the kids do get
annoyed with him because he goofs off. They
oftensay to him, “How come you never do your
work?”

Heonce gavea spectacular report on UFOs,
but he never turned in the written outline that
he was supposed to have. When tested orally,
he demonstrates knowledge of math and his-
tory and English skills and so forth. So obvi-
ously, this stranger is absorbing information. A
reading test—not what he does every day in
reading—reveals that his reading level is three
years above grade level. His former teachers
have referred to him as a good kid, but lazy.
Teachers love to talk to him. When pressure is
applied by the teacher to complete the assign-
ment, it does not work.

Now that represents, inanother capsulized
form, an underachiever. Representative of the

~

Jeanne's dlarity of vision, integ-
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mspired generations of students,
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strangers, Mark is an underachiever.
He's in the MGM program, and that’s
inexplicable. He's odd. He'’s a depar-
ture from the normal regular gifted
kid. He is unfamiliar with how a gifted
kid issupposed to perform. Heintrudes
upon our concept of ourselves as suc-
cessful teachers, administrators of the
gifted programs, or as successful par-
ents. Heis, in fact, astranger among the
gifted because he meets all of those
criteria.

We must, I think, cstablish here
what we mean when we say under-
achicver, and I need to clarify that for
you. [ think there are inreality rery few

“Jeanne refused to buitd

protective walls around
herselt; therefore <he

“loved completely el
mtensely and responded
honestly . She chose this
path willinglv, knowing
tull well how vulnerable it
made her”

Nt Alces,
NMusic Supercrsor retired,
GGUSD
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underachieving gifted kids—kids who
when tested in some form don’t give
themselves away and indeed show us
thattheyareabsorbing informationand
that they are productive in terms of
learning. But this kid I'm taking about
is an underperformer. He will not or he
does not or he cannot perform in that
classroom the way you, the teacher,
and |, the coordinator of the gifted pro-
gram, know that a gifted kid is sup-
rosed to perform. So he has the intelli-
gence and we know it. We see evidence
of it, but he is not using it.

He refusesto study. Itappears that
he refuses to take school work: seri-
ously. He has a poor tolerance for frus-
tration. He can’t stay at a task very
long. Whatdo we say about gifted kids?
They’vegotalongattention span. What
about Mark? He has a fascination for
UFOs and he has a long attention span
for that. He only tries the things that he
knows he can do well. Most underper-

formers have one arca of expertise. He
complains often—this underachiever,
this stranger—that his parents nag him
about getting his homework done. The
stranger among the gifted is often late
with assignments, late ingetting toclass
on time and we the teachers think that
what this kid needs is to be challenged.
Ever heard that?

If the gifted kid isn’t performing,
you just get the rightassignment—I've
said it myscif—and you lay it on him
and he will take offlike lightning, When
you do that to the stranger among the
gifted, theunderperforming kid, hejust
gets more irritable. He is a poor sport,
and he blames others for his mistakes.
He dislikes personal responsibility. He
works at tasks. He works af them, but
he doesn’t complete them. He gener-
ally waits until the last minute to do
anything. He has very littlc insight into
himsclf or others. He is sensitive, ex-
tremely sensitive. For a kid who ap-
pears not to care, he is very vulnerable
tothe disparaging remarks madeabout
him by other people. He deals with
stress in infantile ways; when stress
occurs, he is inclined to cry. He cries
often whether he’s fourteen or ten, or
six. He doesn’t trust his own thinking.
He may often say, “I have this idea:
what do you think about it?” Then you
respond to it positively but he never
does anything with it.

Now how did wegettohave strang-
crsamong the gifted? What made Mark
this way? Should we worry about that
grcup of kids who are strangersamong
the gifted? Maybe a way to answer that
is to loo’« at who we are talking about.
Eighty percent of all the kids who are
undcrachievers are boys.

We who talk about opportunities
to develop the potential for ali children
had better worry about these strangers.
Howdidhegetthat way? Underachiev-
ers are made, they are not born. Itis not
the first-grade teacher who created him,
it is not the principal of the school who
created him, it is not a bad MGM pro-
gram who created him, Underachiev-
ers are made—they are not born. Un-
derachieving is thestudent’s choice. To
methatisa frightening fact. He chooses
to become an underachiever and the
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why is what we must focus on.

There are four categories of kids
who become or choose to become un-
derachievers. One of them is the tiny
area which is not a matter of choice:
physiological limitations. They may
have vision difficulties related to per-
ception, or they may have hearing defi-
cits, or they may have some neurologi-
cal problems which affectattention span
and their organizational abilitics. They
arcoftenbed wetters. They may beable
to spell very well orally, but they can’t
doitaswellin writing. Their handwrit-
ing is unbelicvably bad. They are hy-
peractive and often very verbal kids.
And you would say to me, “You're
describing an ordinary educationally
handicapped, minimally brain
dysfunctioned kind of kid,” and I would
say toyou, yes,among the underachiev-
ing gifted group there is a very small
percentage of kids who are under-
achicving because of that reason. That
is not, hawever, the primary cause or
the cause upon which I think weought
to focus our cnergics.

A second cause identified in the
rescarch is the sociological cause—
again a very small percentage. Peers
and ncighborsand parents in this kind
of a setting devalue education, so this
kid grows up, even though he's gifted
and cven though he has tremendous
curiosity, he grows up in an environ-
ment in which learning is not valued.
Infact, itmay be putdown. Being inter-
ested in school becomes akin to being a
sissy. Thatis another minuscule reason
for some underachievement.

A third may indced involve the
school setting, It takes a certain kind of
environment in any learning situation
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for akid to know that asking questions
is important, remembering facts is im-
portant, being able to do problem solv-
ing is a valued experience. A student
whose school career is filled with class-
rooms in which asking questions is de-
valued, problem solving by 6-year-olds
is devalued, problem solving by 15-
year-olds is devalued, is bored. What
happens in the course of being bored
makes himvery slow paced. He figures
the learning game is no good and so he
turns it off.

Thelastreason, then, is the one we
have to focus on in detail and with
some depth, and it is the reason about
which teachers and parents and ad-
ministrators with courage and convic-
tion, can, [ think, do something. This is
the emotional cause. It is the prime cause.
Underachievement is a significant dis-
turbance between the parent and the child.
An underachiever is an angry person.
He feels safe in expressing this anger
only in very limited, subtle ways, so he
picks the educational avenue. To be
angry withhow youfeelathomeand to
expressthatanger overtly gets you into
terrible trouble and never gets you any
kind of sympathy from the very people
whom you think are angry with you
and whom you are angry at. So you
choose education as a way to express
this anger. The underachiever is fright-
ened at feelings of anger, and he strikes
back at his parents where it hurts—
their pride inhis accomplishments. He
is angry about what has been done to
him.

Think about the kid who lives in a
home in which the father is a perfec-
tionistand the mother compensates for
those too high expectancy levels. The
kid is caught in a conflict between par-
ents, and he doesn’t know whom to
please. So he starts out, perhaps, to
please the father, and then his mother
says, “You don’t nced to work that
hard.” Maybe shedoesn’t say itin those
words, but this is what the kid picks up,
so he backs off. So part of the emotional
climate ina home is a conflict between
parents about how hard you ought to
work and how well you ought to do,
and we could talk a long time about
cach of these.

A second category within thisemo-
tional environment is that the family is
perfectionistic in their expectations.
This kid’s entire sense of self-worth as
an individual, as he perceives it, is
equated with his ability to achieve well
inschool. “I'monly good and valued in
this home if indeed I do wellinschool.”

The third category within the emo-
tional climate of the home is a negative
relationship with a father whodoes not
(but very subtly) wanthis son to exceed
him. This father often says to the wife
whofretsabout the child, “Don’t worry
about that. I was just like himas a kid.”
In essence this says, “Look at me; 1
turned outOK.” So this father, although
he is fearful that this kid s going to
show that he knows a great deal more
about plants, or baseball statistics, or
football strategy or whatever, will of-
ten side with that kid. “If that school
would just have stricter standards...
make you stay after school...do your
homework...then these things would
not be happening to you.” There’s a
whole category of research which has
demonstrated that this kind of emo-
tional tenor in a home can and does
contribute to underachievement.

A fourth category is the enhancing
mother, the excessively enhancing

mother—those are my terms—is the
mother who is so pleased that herkid is
bright and capable and talented. She
recognizes it early and she wants to
make him feel good about that. So her
child goes into the garage. He makes a
boat by putting together some two-by-
fours, a stick here and there, a picce of
palm tree or something, and sort of
halfway makes it look like a sailboat.
The enhancing mother is so pleased
and says, “That's a gorgeous sailboat.”

He’s so bright, she wantshimtodo
even better, so she says, “"Where's the
rudder? Why don’t you go back and
take a little piece of wood. I'll help you
and wecanputarudderon.” Soshehas
enhanced the format, the concept, the
productionof the boat. And every time
the kid does something, she is posi-
tively responsive to what he has done,
but she adds to it because she wants
him to be aware of all the possibilities.
Sheis trying to teach him how to add to
his own thinking and be more creative.
A kid who grows up with this kind of
anenhancing mother always suddenly
comes to doubt his own thinking abili-
ties. When that happens to a child be-
cause of too much enhancement, too
much overinduigence, too many
people, the child begins to doubt
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whether he or she can do anything
alone.

When you reduce all of these
contributing factors to the bottom line,

whatanunderachieverisand why heis.

that way is due to a poor self-concept. He
fears success so much that he creates
failure.

What have we usually done about
underachievers? What we’ve done in
school is to call up the parent of the
gifted kid and say, “This kid is not
getting his work done. Now [ wonder if
there is some way you could see that he
works every day for one half hour.”
Thus the school becomes another voice
which is saying to that kid, “You don’t
have the ability to manage your time.
Youcan’tgetyour work doneat school.”
The parent now is in the position of
having to impose on a kid some of the
very things which keep reinforcing his
bad self-concept. “Let me see your pa-
per before you turn it in. The teacher
says that you get started on things, but
you never finish. [ guess I need to check
your work cvery day.”

Another thing we've done with
underachievers is to deny them access
to those activities they like and feel
successful at until they improve their
grades or finish their work. “No basc-
ball until [ geta better report from your
teacher.”

Then we lecture. “I don’t under-
stand this, Mike. You are in an MGM
class. You're plenty smart, and "here’s
no reason for you not to finish your
work.” As we lecture, we reinforce his
alrcady well-established poor self-con-
cept.

All right, what can be done about
this? Well, one of the things we mustdo
about it, and 1 speak to you whether
you arc a parent or a teacher or a coor-
dinator of a gifted program or a loving
grandmother. It doesn’t matter. You
have to start gathering data to look for
whichof those four causes might apply
inyour particular casc. How do you do
this? If you're looking for the physi-
ological reasons, the possible neuro-

logical impairment, you need to get
together with the school psychologist
or urge the teacher to do that, and say,
“This kid is gifted. but he has a very
short attention span. L hear him using a
terrific vocabulary when hespeaks, but
he can’t write a sentence, and that
doesn’t make sense.” When a kid
doesn’t fit the usual pattern of a gifted
child, we need te check out whether or
not he’s having some perceptual prob-
lems or some hearing problems

Then if you are the teacher and
have a kid like this and you are trying
to check it out, it doesn’t work too well
to say, “Is your father a perfectionist?”
or to sit the parents down for a confer-
ence and say to them, “You mustbe a
perfectionistic father and an easy-go-
ing mother.” But you can find that out
in a number of ways—ways that have
worked for me anyway.

Whenyou get the parents together,
and you should get both parents at the
conference, youmighttry saying, “Sup-
pose you’re on a plane sitting next to a
guy, and you both discover that you
have cleven-year-old kids—both boys.
And the man says, “Tell meabout your
son.” Yousay that while you’relooking
at the father—and it's marvelous. You
know whathappens? Themother starts
to answer. That's a clue that this is an
enhancing mother. You let her talk a
while, and then you ask the father an-
other direct question, and sometimes
it’s still the mother who answers. Even-
tually the father will say something
like, “Well, whatbugs meis that he’s so
damn smart, and he doesn’t do well in
school,” or some other thing which
gives you a clue.

The other question you ask in that
kind of parent conference setting is,
“What doyoutalktohimabout?” When
you get long silences (and I've had
them) it suggests that they only talk at
him, and you can’t build a good sclf-
concept if you're only talked at.

So you’ve gathered some data,
you’ve made someassessments, so how
are you going to improve or change the

self-conceptofa gifted kid in your class-
room? Before | respond to that, let me
share a little hope with you. Because
theselfis notinstinctive, itisdeveloped

“Inoaletter to Jeanne last fuly,
Fused the phrase Tegion of
'rh’l')d\,' words so appropn-
ately deseriptive ot her,
Indeed this legion” maluded
not only educators and
parents, tor whom she
served as an imdomuatable

leader, but alvo mitted

talented duldren, tor whom
she worked as an mdetati-
gdhlc advocate.”
~ Allyn Arnold, Distrct Coordi-
sator Gitted - Talonted Program,
retired L AUSD

asaprocessof experiences, andis there-
fore remarkably plastic and remark-
ably changeable. The self possesses in-
finite capacity for growth and actual-
izadon, and the main forces that shape
the self are the significant people in a
kid’s life.

A child’s sense of self-worth de-
pends almost entirely—I did not say
entirely-—on what his parents think of
him. A child adopts almost the same
attitude toward himself that his par-
ents have adopted. Parents are the car-
liest appraisers in a child’s life. The
Rickover research set about in 1965 to
improve the scholastic achievement of
underachicversby threedifferentmeth-
ods. The first was to teach parents to
verbally and positively acknowledge
their student’s ability. Second, they got
an expert to talk to cach of the kids in
the study and tell them how high they
scored on that test, to sell the kid on the
fact that he demonstrated high ability.
Third, they got a counselor, a signifi-
cantadult, to be with this kid on a one-
to-one basis and feed him good

“What is your objective?”
—Jeanne Delp
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thoughts and good feelings about him-
self.

Now which of those worked and
lasted? Only what the parents did. When
those parents’ perceptions of their kids
were modified and they were giving
their kids a different message, thenand
only then did the students’ grades and
achievementimprove. But guess what?
You do not change verbalization pat-
terns of parents in nine months time,
and so when the treatment stopped, the
production of the kids stopped. Where
respect and warmth arc missing...
where a child’s questions go
unanswered...where offers of help on
the partof the child arerejected. .. where
discipline is based on failure and
punishment...whereachildis excluded
from the parents’ emotional life...and
wherehisbasicrightsarcabused...there
his self is undermined.

So if you want to modify a child’s
self-concept, you ask yourself these
questions. Have | given my child the
impression that I want him to achieve
for me? Havel placed too muchempha-
sis on his accomplishments? Am | too
sensitive to his failures and shortcom-
ings? One way to test that is when he's
in bed for the night and it's finally
quict, think to yoursclf, “What did I say
to Anthony today?” Maybeall you can
recall is, “Put on your sweater. Have
you fed thedog? Don't leave your stuff
all over.” If those are the only kinds of
interchanges you can remember, then
perhaps you need to look at whether or
not you are being too sensitive to his
failures and shortcomings. Do I get up-
set whenhe’s too disinterested inthings
I would like him to be interested in?
Havel helped him to feel confident that
he could grow away from me success-
fully and be strong on his own, or do
make him feel guilty if he needs me
less? Have T avoided sarcasm? That is
one of the most devastating and suc-
cessful ways to destroy a self-concept.
Do not belittle kids; that's the way to
destroy self-concept.

What if a kid comes rushing in
from outside and says, “Mom, give me
my 20 cents; 've got to go buy an ice-
cream bar.” You say, “That’s ridicu-
lous, we've got popsicles in the refrig-

erator.” What does that say to him?
Yourjudgmentisbad. Youcould say to
him, “I will give you the 20 cents, but
before you go to spend it I need to
remind you there is a popsicle in the
refrigerator.” And he says, "OK, give
me the 20 cents anyway.” That's fine.
You gave him some input and if he
experiences that enough, pretty soon
he will get the message. If you con-
sciously set about to improve a child’s
sclf-concept, you deliberately and con-
scientiously set about to build his inde-
pendence. Hemakesdecisionsand lives
with the consequences.

What mustthe schools do? Schools
must provide adequate programs for
gifted underachieving kids. There are
too many school systems in this state
and in this country in which our gifted
programs are, in fact, programs only
for the productively gifted kid. We ex-
clude nonproductive gifted kids. They
make us terribly uncomfortable in
MGM programs. If you're the coordi-
nator of an MGM program, you may
need to learn a language pattern which
says to your teachers who keep saying,
“Arc you sure this kid belongs in my
class?” “Yes, he has the potential for
this and cventually we will see it all
work and come together. Remember
we have a program for the potentially
gifted kid in this school district. You
don’thaveto doitby yourself this year.
Where is it written that if you don't
change this underachiever into an
achiever inoneyear, youwillbe hung.”
So we must provide adequate programs
and we should talk about what some of
those are.

One thing we must ot do with the
underachicver is “go back to the ba-
sics” with him. If the one thing that a
gifted underachieving kid is interested
iniswhales, lethimstudy whales. What
about his mathematics? He's notdoing
mathanyway. WhataboutEnglish? He
can get English through whales. What
about reading? You mean this kid’s not
going to read the text that's three years
above grade level that everybody else
is going to read? Right! He's going to
read whales which is eight years above
grade level. He's going to interview
some whale experts someplace.

You must provide positive sup-
port to the child. We must take away
pressure. We think this kid islazy, and
so we say “Boy, heis going to sitin this
seat and he may not get out of this seat
and if Icankeep him in this seat for one
half hour, we'll finish this paper.” So
we need to take alook at flexibility and
adaptability.

What are some of the other things
we can do for this underachiever? We
must value, not just tolerate, his inter-
ests. We must teach him gaood study
habits. We must help him to evaluate
his ideas himself and trust his judg-
ment (not overenhance) and help him
feel secure in trusting himself. Parents
need to let kids (all kids) know that
they also make mistakes. You can be
real about it. Tell the kid you forgot to
get cat food at the grocery store, and let
himknow thatamistakeisn’t theend of
the world. The kid who thinks the
people that he wants to please never
make mistakes is a kid who may never
finish a paper because he can’t face the
possibility of making a mistake. Finally,
I'must say to you thatI'm talking about
changing self-concept as if it's some
simple thing you do. It's not! But it's
also not impossible. Perhaps we could
make these strangers into friends if we
did as this teacher did.

“Mr. Jacobs 1won our hearts because
he treated us as though we were
already what we could only hope to
became. Through his eyes we saw
ourselves as capable, decent, and
destined for greatness. He gave di-
rection to our longings and left us
with the conviction that our fate can
be forged by our own hopes and
deeds; that our lives need not be
shaped by accident, that our happi-
ness does net depend on happen-
stance. Mr. Jacobs introduced us to
ourselves. We learned who we were
andwhat wewanted to be. Nolonger
strangers to ourselves, we felt at
home in the world.” (Between
Teacherand Chiid, Haim Ginott)
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Developing Leadership

Jeanine felt that leadership was a vital skill for
gifted children and that it could be taught.

Let me start by quoting a high school stu-
dent—"Leadership must
be stimulated and shaped
largely by adult efforts and
evaluation.” If that is true,
then there are some signifi-
cant and powerful mes-
sages in that statement for
us. Time magazine, in Au-
gust of 1979, asked promi-
nent Americans to name
which living American
leaders had been most ef-
fective in changing things
for thebetterinoursociety.
You will recognize those
named as people who have
voiced criticisms about the
traditional leadership role
in our country.

The people who were
named in 1979 were Ralph
Nader and Gloria Steinem.
No one mentioned Gerald
Ford. No one mentioned
Richard Nixon. No one
mentioned Jimmy Carter. No one mentioned
anyone in medicine. No one mentioned any
political leaders. Nor did anyone name any
leaders of large businesses or organizations;
and furthermore, no one from the field of
academia was mentioned. One of those people
who wasasked that questionsaid, “I can’t think
of any leaders.” That's 1979. The economic sta-
bility of this country is still unsolved. The cco-
logical stability of this country is still unsolved.
The educational stability of this country is still
unsolved.

And I suggest to you that the topic we are
talking about may be among the most signifi-
cant that we will talk about not just here, but in
other places for time to come. 1 want to share
now with you a definition of lead.rship that is,
[ think, the underpinning—the foundation for
what | want to say to you; and what it is always

by Jeanne Delp

keeps me aware of some objectives that I ought
to have in curriculum, some objectives that I
ought to haveinthe way Iinteract with students
and leaders and non-leaders and people who
ought to be leaders but are
too “chicken” to do it. This
definition goes clear back
to 1964. It comes from a
businessmagazineand was
developed by aman whose
name is Frederick Keppel.
He says:

“Leadershipisstirring people
so that they are moved from
insideofthemselves. It isstat-
ing goals that excite peaple
and lift their sights. It is set-
ting the pe. onal example;
putting enthusiasm into op-
eration; communicating both
ways; listening as well as
talking. It is rewarding merit
and penalizing demerit lion-
estly and fairly.

It is the right combination of
all of these so that people will
do the work that makes an
organization successful,and
they will do it becau<~ they want to do it.”

That's powerful. Leadership is stirring
people so they are moved from inside of them-
selves. It is exciting people and lifting their
sights. It is setting the personal example...
putting enthusiasm into operation...
communicating, both ways, listening and talk-
ing. It is rewarding merit and penalizing de-
merit honestly and fairly. It is the right combi-
nation of these so that people will do the work
that makes an organization or an idea success-
ful because they want to do that work. All the
skills, in my opinion, all the factors in leader-
ship are inherent in that defir tion. Remember
the words: stirring; moving; goals; communi-
cating; rewarding merit; penalizing demerit.

There are three categories of knowledge
and ability that I want to talk with you about
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thatIbelieve leaders must have. Those
three categories are: technical knowl-
edge, organizational knowledge, and
psychological knowledge. Let us talk
firstif you will, about technical knowl-
edge.

I believe that one of the most sig-
nificant skills that we must develop in
leaders and thatleaders must have, are
language skills. Almost no idea or or-
ganization of any merit that has ever
come to fruition has ever come about
excepl through the written word or the
spoken word. Oh, to be sure, television
has a powerful impact on us. But you
know when the)} startatelevisionshow,
they start by writing a storyboard, a
story line. Somebody conceivesanidea
and develops the process by which, in
words and pictures in television, that
ideais going tobe communicated. And
Inced to tell you that one of the things
we must do in the public schools of this
state, is teach students how to getup in
front of an audience and make presen-
tations. We must have speech skills
taught to kids.

The Mormon Church—and I'm not
a Mormon—has one of the most inter-
esting and well-designed programs to
develop speaking in front of groups.
And they start not when you becorne a
ninth grader or tenth grader ard take
speech 1A. They start way down here.

But do we ever teach people to
speak extemporancously? 1 think not.
And leaders must do that. If you're
walking down the street or walking
through this conference hall or you
were at a business meeting and some-
body knew that you had some new
proposal, and they’d heard about it—
about ways toimplementin thisstatea
math curriculum that would instantly
or almost instantly move us from a
very low level of achievement in math
to a very much higher level achieve-
mentmmath...and you’re walking be-
tween a session and someone comes
up to you and says, “1 just heard about
yourideaconcerning the development
of math. Could you just tell me what
it's about? How is it you prupose to do
that?”

Ifyou cannot do thatextemporane-
ously, and if you can’t synthesize what
has to be a huge idea in a very few
moments, you're going to lose people.

We need to teach students who are
going to take leadership roles to be
people who can synthesize what they
are saying. If they have three hours
they can say it in three hours. If they
havean hour, they can say itinan hour.
If they have twenty minutes they can
say enoughaboutit so people will want
to hear more. They are able to use the
words which clarify issues and which
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identify issues. They use the words that
help everyone who's listening and
themselvesrecognize the positions that
are being taken politically—though
politicians scldom tell you truy the
position they are taking.

These people who are leaders have
language patterns which will ask ques-
tions of other people to help clarify
positions and identify issues. And they
also have the language patterns which
help them to discover or uncover, if
you will, the patterns of consistency
and inconsistency in people who arein
positions of authority.

“What is our objective?” is one of
those language patterns. “Whatis your
objective, sir, as you suggest or pro-
pose?” That is a powerful question,
and people who are in leadership roles
know when to use that question as
things begin to go awry and people are
ateachother’s throats as often happens
in the advancement of an idea or an
organization. A leader ic there who
knows whentosay, “What isour objec-
tive?”

Leaders need the language skills
which will help them to recognize rela-
tionships that come from expressed

ideas and assumptions. Almost all of
thestatements thatleadersmakcorany
of us make I suppose, that are philo-
sophical in nature, sound like wonder-
ful ideas, but they are based on certain
assumptionsand those assumptionsare
usually unspoken. The leader doesn’t
clue you in to what assumptions he's
making about the nature of manor . «
final objectives of this organization. He
doesn’tusually say, "WhatI'mabout to
say to you is based on these assump-
tions.” But the assurnptions exist.

Leadershavelanguage skills which
teach them how to question without
alienating. They are people who can
recognize inferences and the fallacious
thinking that exists ana those kinds of
skills don’t come because you're now
twenty-six years old or forty-two vears
old. Those kinds of skills comne to vou
because you've had opportunitics to
work with teachers who help youalong
the way todevelop those kinds of words
and those kinds of questions. Leaders
are individuals who have a vocabulary
of persuasive words. How many of us
have ever had a unit in our classrooms
orin our homes—units in homes, inter-
esting idea—in our homes where we
are pointingout to our children persua-
sive words that ought to become a part
of their vocabulary?

Let me tell you a few persuasive
wordsas examples. “Idarcyou.” That's
a persuasive phrase. | dare you to go
out of this room, and based on what
you’ve heard here, whether you agree
not, just find one kid in your roomwho
you think might have leadership po-
tential. “1 dare you,” that's the first
basic phrase. “I challenge you.” “Is it
possible?” “I wonder what would hap-
penif...” There's a persuasive kind of
guestioning phrase.

Youcannotbealeader, inmy opin-
ion,if youhaven’tthe ability and power
to sell. And you sell with persuasive
words. Lea lers are people who have
learned the language of negotiation. |
challenge you to look into the literature
that exists about the language of nego-
tiation. I dare you to look into the won-
derful resourcesthatarc availableabout
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social engineering and McGregor’s
theory of participating management,
lmdcrshxp and all those things thatare
powerful tools for all of us to know
Because vou cannot sell if you dont
have some of those language patterns
available to vou.

Leaders are people who avoid the
use ot inflammatory words. Childron
are the world's ¢reators of inflamma-
tory words. And we often fall into the
ap of saving to them, “That's a rude
that” When vou have a
L vour classroom who offends
mtlammatory words,
“that chidd it as a tirst
Srader and a <econd grader and atf the

Wn o sy

Prow stse D uses

what huppenst

wan throuch the vrades he encounters
Fheard whatvousaid,
David. [ have a feeling it's made Susie
angry. Would vou try to savit in a
ditterent wav?”

adultswhosay,

Ihat’s how vou learn to get away
from inflammatory words. Put-downs
arcinflammatory. And one of the things
that the children of this generation are
exposed to and that weshould counter-
act ts the kind of humor that exists on
television. The kind of humor that is
modeled for them is put-down humor.
And we laugh at it because it’s funny
on television. We need to make chil-
dren aware of the fact that put-downs
are inflammatory.

“Liar” is an inflammatory word.
“Mycxecutiveboard” isinflammatory.
“You are wrong” is inflammatory.
“Werve been sitting here for twenty-
five minutes, and you've got it all
wrong,” isinflammatory. “You missed
the point,” is inflammatory. And we do
itall the time as adults. And kids do it
all the tine. We want individuals to be
abie tosay “You missed the point,” but
wewant itto besaid inwavs that do not
mtlame and in ways that bring people
together, Those are language skills,
people. And language skills need to be
modeled.

. . .
“Jeanne will alwavs occupy a special place in my thoughts when

Freflect upon the severdl vears in which T have been mvolved
in education of gitted and talented students. Her ability to
work with teachers or parents in verv odgective and vet per-
sonal wavs taught me a ;(fmt deal about the nght wav to do
statt development. What amazaed me the most was, regardless

of the size of the group, Jeanne had a way of making you feel

that she was talkin;, directly to you. Her presentations at our
annual Confratute program were literally works of art. |
always marveled at the way she framed the issuts,-and then _
went on to deal with them in a manner that provided each
person with thoughtful and practical suggestions for better
serving the needs of high-ability kids. I have learned so much
from Jeanne about sineerity, clarity and effectiveness of presen-
tations that I consider her to be a personal mentor, and | am
one of the many perﬁnfs who has benefited from the. work of

this truly remarkable person.”

—lJoseplt S. Renzuldli, Professor, Educational Psychology,
' Dircctor, NRC/GT, Unive r<1?1/nf(mmum it

Lonce was the principal in a school
in which almost all the children came
from single-parent family homes. [t was
a limited socioecconomic level. 1t was a
limited cultural level. It was limited in
terms of any adult models who might
have ever talked to children about po-
liteness and graciousness and those
things. They’d comeinto the office, and
they’d say, “Gimme the key to the ball
room.” And I'd say, “Miss Delp, may |
have the key to the ball room?” They'd
look at me for a minute. “Gimme the
key to the ball room.” I'd say, “Miss
Delp, may [ have the key to the ball
room?” You know what happened? 1
didn’t have to say, “Say what 1 said.”
Eventually they just said, “May [ have
the key to the ball room?” And I'd say,
“Certainly. 1'm glad to give it to you.”
You do that often enougly, and you
know what happens? The kids pretty
soonarecominginand saying, “Please,
may [ have the key to the ball room?”
It's wonderful. And it’s simple. And 1

(4 r

didn’thavetosay, “Youarebeing rude.
Don’tspeak to me that way.” Language
patterns are perhaps best taught by
modeling.

A second part of this language—
technical knowledgeis, I think, research
skills. Knowledgeis power. And power
comes when you know and you ac-
quire information and data. If you are
just beginning to be the coordinator of
a gifted program, I would urge you to
find out what the history is of gifted
programs in this state. What are the
crises thathave occurred over theyears?
How have those crises been met? What
werethemistakes that weremade? And
why were they made? And if that same
crises should occur again, how would
you approach it? Knowledge is power.
And the acquisition of data is how you
get the power.

How do you find out about the
history of gifted education? You talk to
Jean Lamb. You talk to people who
haveretired. Youlook atold pink sheets

“When in doubt, do what’s best for kids.”
~—Jeanne Delp
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that came out of the State Department
of Education. As a leader, you have to
seckdata from sources which nobody’s
going to direct you to. You don’t get it
from books. You don’t just get it from
the encyclopedia. When you are a
leader, and you are seeking the acquisi-
tion of data to support a position or to
defend a positionor to countteract some-
body clse’s position, then you end up
having to get that data from enemies of
your point of view. You end up often
having to get that information from
interviews and from talking to people.
You hear one person make a statement,
and you follow up on it. We need to
teach students, gifted and talented stu-
dents, how you acquire data and how
you interview an aduit to get informa-
tion from him when he’s too busy and
he doesn’t want to give it to you in the
first place.

Children canlearnto do that. They
can startout as sccond or third graders
by gathering data about how many
television sets there are on the street
where they live, and how many kids
are in cach house? But when you do
that, you don’tjust say to a seven-year-
old, "Go and ask all your neighbors.”
Yousay to him, “Youare going to some-
one who may not want to give you this
information. He hasarighinotto. What
are the words you could say? How
would youask him the question? What
if he omiy gives you part of the answer?
What if he’s angry because you've in-
terrupted him? What would you then
say?”

When westartearly enough, by the
time we get to high school we have
students who are ina position to inter-
view reportersand mayvors of citiesand
school board members and superin-
tendents of public instruction and po-
lice officers and individuals who are
avoiding, the draft and all of those
things. They canapproach those people
and getinformation that they need from
them. Knowledge about the topic is
essential for leadership.

Once other aspect of this research
skillis that weneed to prepare students
to anticipate the arguments that they

cancexpecttoencounter against theidea.
You who work with gifted programs, if
you've never sat down and thought
until it happened to you, how you

would respond when someone said to

you, “You mean...” (when you're talk-

“Jeanne had a yift for

- helpig usglevelop our
strengths and correct our
weaknesses.”

= Bertha Wi, one of ten

teachers m the orrgnnd
GGUSD gutted program

\

ing about a gifted program in your
school district). “Youmeantotellme...”
(that's inflammatory). “You mean to
tell me that you want to start an clitist
program in this school district?” If
you've not anticipated that before it
happens to you, you don't take the
samecalmness. Youdon'ttake thesame
knowledge, that you've pulled out of
the data that you've been acquiring.
You don’t take that to the situation.

A third category is thinking skills.
Alternatives. Options. Find another
way. There are people who are leaders
about whom it is said, that he always
gets his way. And itis said with a bit of
disdain. But maybe what it means is
that every time that leader walks out of
a situation where they’re denied an
opportunity to do something that they
think is important for the organization,
what they say to themselves when they
leave is not, “Screw you, bud.” (Oopst!!
1 forgot this is being taped!!) But what
they sayis, “1'll find another way.” And
when leaders are taught to be alterna-
tive thinkers, they havea greater chance
of success because they keep looking
for new ways and new ideas.

Evaluative reflection is a thinking
skill. “"How would youdo itdifferently
next time?” is a question which chil-
dreninschooloughtto experience about
reports they've given, interactions
they’ve had with the principal when
they were trying to geta rule changed,
or interactions with the student coun-

cil. Even if there was a successful out-
come, how would you do it differently
next time? If you had it to do over
again, what would you do differently
is a question which kids should hear
modeled throughout their school expe-
riences. When they come to positions
where they can have some leadership,

“one of the questions they will respond

with is, “How would I do it differently
next time?”

"What's the worst thing that can
happentoyou?”isaquestion,ancvalu-
ative reflection question, which I think
we, as adults who interact with stu-
dents of potential lcadership, ought to
be using with those kids. Someonce sug-
gests an idea in a classroom, and you
say, “That has great merit. I think Mr.
Anthony would be interested in that
idea.” "Well yeah, but L...I can’t...]
wouldn't...I'd be...I wouldn’t want-to
tell him.” “What's the worst thing that
could happen to you if you went to tell
him?” “Well, I might be embarrassed.”
“True. But you still have the idea. That
doesn’t change the merit of the idea.”

“To manv leanne wap a
mentor and-a friend. Asa
mentor she retused to
‘teed vour weaknesy,
challenged vou to stretch
vour mind and dared vou
to take chances, Asa
tnend, she supported,
nurtured and made of
vou a better person - all

the while making vou
B

laugh.”

Jesste Thacker Prowcipal.
GGUSD

And what happens to people who
encounter that throughout their educa-
tional experiences and their own expe-
riences is that they discover that once
youlook at what the worst thing is that
could happen to you, it doesn’t seem
too bad. And that’s an important thing
for leaders to know.

Aruitoxt provided by Eic:

Califoriiia Association for the Gifted - 426 Escuela Avenue, Suite 19, Mountain View, CA 94040

28

Jatiuary 1994

BEST COPY AWVALABLE




Intuitive thinking is a skill, 1 be-
lieve, that leaders need to have. And
they need to Iearn to value their intui-
tive thinking skills. The Oglala Sioux of
theNebraska plainsstrapon their backs,
wecek-old infants and they take those
infants out into the woods, the forests,
and they say to them, “Do you hear the
sound of the deer walking? Do you
hear the wind blowing?” And they keep
this up all the time. This does several
things. It makes you aware of your
environment. [t says to vou because
you experience it, “1 have the capacity
and the ability to pick out of what's
happening here, some intuitive re-
sponses that are correct, and 1 need to
pay attention to those intuitive re-
sponses.” The Oglala Sioux do that to
teach their kids receptivity to their en-
vironment.

The sccond large category that |
mentioned to you is organizational
knowledge. And I'll tell you now that |
believe that one of the skills that we
mustteach children, students of all ages,
is the ability to differentiate between
long-term goals and short-term goals.
Too many great, good, fine, worthy
ideas, never come to fruition because
the leaders only focus on the short-
term goal. “Let’s put this conference
on, and let’s haveitgo smoothly.” And
then you say to the people who make
thatshort-term goal, “Whatisit that we

hope this organization will have ac-
complished five years from now that
will have a significant impact on the
statusof gifted educationin thisstate?”
There are long silences because we're
alrcady thinking about next year’s con-
ference. Those are short-term goals.

We nead to teach kids to be able to
differentiate between long-term goals
and short-term goals. We need tosay to
a high school student or an eighth
grader or third grader, “What you just
told me you're going to do about your
resecarch project is a short-term goal.
You said that by Friday you wanted to
finish taking the notes out of thai par-
ticular book. That is a short-term goal.
That is a good identification of it. Tell
me what your long-term goal is for this
rescarch project. Whenit's all finished,
how do you want to feel about it? How
do you want it to look?” Pcople don’t
get to be seventeen years old and sud-
denly become able to differentiate be-
tween long-term and short-term goals
if they havenever heard the words, and
if they have never had it modeled for
them.

The second part of this organiza-
tional knowledge that students need to
learn and that we must teach and that
we have been negligent about are
Robert’s Rules of Order. You all know
Robert’s Rules of Order. You have the
power to stop a decision from being

<My most treasured remembrance ot Jeanne Delp was ot a ime when che
hiterally prevented me from doing great harm to myselt and possibly to

others At a pointin my hfe when [ was caught up in airimcreasing, number

of opportumties, all exating, all time consuming, and all demandimy, more

and maore energy, Jeanne took it upon herselt to become mv mentor.

We vere workimg together on a € AG comnuttee and after spending the

better part of a dav together, Teanne took me astde and trankdvand very

Tpersonaliy <hared with me expericpees irnnmwr hite that she beheved

related to what she was observimg m nime Not only did she reveal hersdlt,

but ~he gave me a direct warmng ot consegquences she had cxvpentenced.owath

such simcenty that Toould notignore her adsace

Her yndance and Toving support allowed me to make changes that 1 now

know prevented serious physical and mental anguishan my hite

For e Jevone Delpsas a specal gt

Batbara Clark . Protessaor . Calrtornnan State Uhooersity Los Anecdes,

Past Presudent NAGC

made that you think may be detrimen-
tal to your organization or to youridea.
You may not be able to prevent that
decision being made forever because
you know about tabling motions or
someother kind of rule thatexists within
that book, but you have some addi-
tional power. And you don’teven have
to be absolutely accurate about it. You
should be, but you don’t have to be,
because you can say, “Well, in Robert’s
Rules of Order it says...” and there
won’t be another person around that
table who’s got the vaguest idea of
what's in Robert’s Rules of Order.

Do not misunderstand me. I am
not saying that you should hoodwink
people. I'm saying there’s a resource of
power, a resource for leadership that
we ought to teach students. And yet,
there’s a wonderful unit that has been
designed, probably by some classroom
teacher, that you start out with way
down in the third, fourth, fifth grade.
Kids can make motions, they can sec-
ond motions, they can amend motions
with the permission of the person who
made the motion. We just have to teach
them how to do it. We have to teach
them how to runa meeting and control
itin thebestsense of the word-—control
the constant talker who prevents you
from accomplishing your goals or the
accomplishments thatyou hopeto make
for that organization.

How de you control the griper?
How do you control the hostile person
who exists in every single group of kids
or adults where someond’s trying to
move an idea ahead? How do vou con-
trol that person? And [ don’t mean
control by restricting or restraining. I'm
meaning how do you let themsay what
they need to say, but not get everyone
off the track so that they’re nowinto the
hostility as opposed to what the long-
termobjective is? Or what the objective
of that particular meeting is? That skill
is a skill which we need to teach to
people who are leaders. There are
people with fine ideas who cannot suc-
cessfully be the manager of a meeting
and have anything productive come
out of it. Is it because they lack intelli-
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gence? No. [s it because they lack ego?
Perhaps. But perhaps it's because they
haven’t learned these skills.

Leaders mustbe politically aware.
And we need to have students learn
about political awareness. These high
school kids suggestor the eighth grade

“Teanne was a mentor
!\-n’, botore mentors

aetemvoeue. When

analvzing.a problem <he
5

otten would say, ‘What's
the worst thing that can
cappen?” Then we could
qaugh and get on wath
the problemy.”

Sharon Chaotk one ot ten
teachers i the orgginal
T GGUSD wifted program

group suggests or the fifth grade group
is about to write a petition because the
bus driver’s been rude to them and
they’ve been studying American his-
tory, so they know about petitions. As
a teacher, you are the catalyst if you
make them aware of the structure of
power. Who can change the behavior
of this bus driver? Have you talked to
her? Do you have an obligation to do
$0?

“"Whoisthe significant listener?” is
one of those questions which leaders
must ask. And if you believe that in
every meeting you go to, that the prin-
cipal of your school is the significant
listener, the likelihood is that you may
often be wrong. If the discussion is
about P.E., there may be a particular
teacher on that staff who has the great-
est influence on that principal about
P.E. And in that instance it is not the
principal whoisthe significantlistener,
it’s that teacher who has the influence
on the principal. Who is the significant
listener?

We necd then, in organizational
knowledge, people who know how to
plan. Businesses and industry of suc-
cessful levels often have a period of an
hour’s time set aside in the morning
during which people will make deci-
sionsin their corporations—people who
have the power to move that corpora-
tion into some new avenue. There are
no telephone calls permitted. There are
no interruptions permitted in their of-
fices. And that is designated as the
planning time. If only that could hap-
pen in education.

Leaders need to know the art of
compromise. Rigidi‘y of ideas will pre-
vent the movement forward of an idea
that you believe in. [ will tell you—and
I'venotadmitted this publicly too many
times—that to a large degree when the
definition of gifted was broadened to
include talented and it came to be a
part of our legislative considerations, [
was not content. That would not have
ever beenmy choice to have broadened
thatdefinition. And it was very uncom-
fortable for me to have to sit in Sacra-
mentoasldid many times with various
legislators and help to design the legis-
lation which broadened the definition.
There were several other people there
who felt the same way.

The reason that it had to be done
was that if we didn’t broaden the defi-
nition, we lost the program for gifted
kids. Totally. And so compromise is
necessary to leadership, and I think we
need to teach children how to do that.
“Is there some other way you could say
what it is you want Michael to do?” “Is
there some way you could figure out to
sulve this problem between the two of
you so that Michael could have a little
of what he wants and you get a little of
what you want? That’s called compro-
mise. Can you do that?” Children who
learn the vocabulary and have those
opportunities set up for them are more
likely to become cffective leaders.

Thethird category is psychological
knowledge. Leadersneed to know how
to build and recognize and develop
support groups. Sometimes a person
emerges as a subleader of a support
group for the idea you're trying to pro-
mote, and you find that the person who
has emerged as the leader of the sub-
group is not the quality person that you
would like to have in a leadership role.
Sowedon’tbring those people in. Lead-
ers must recognize what a support
group is and how you build it if you
haven’tgotany. This program for gifted
was saved in this state because this
organization recognized about five
years ago that we were goingdown the
tubes very fast.

And if we didn’t get parents
throughout this state—not just South-
ern California, not just the San Fran-
cisco area——able and willing and com-
mitted to be support groups, we would
not make this through the legislature.
We would not be able to save gifted
programs. And so this organization
went out all over the state, into every
nook and cranny you can imagine and
thercarcareas now established thatare
parent regions. In every one of those
regions there’s a parent leader. And
when the governor said he was going
to veto AB1040 he began to geta thou-
sand lettersa day for a week. You want
to ask me if [ liked all the leaders of
those small groups? No. You want to
ask me if I think they said and treated
all of us old professionals with respect?
Absolutely not. But without those sup-
port groups we might have been in a
diffcrent place today. And we need to
teach people, students, how you de-
velop support groups and how you
work with them.

Themost frequently neglected part
of thecurriculumorthe training, I think,
is psychologicai knowledge. Studies
have been done to analyze what deter-
mines excellenceinleadership, and one

“Inclusive is always better

than exclusive.”
—Jeanne Delp
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of the things that you can take hope
from is that there is no single effective
personality that emerges as the proper
personality for a leader to have. There
are no absolutes that emerge out of
that.

But there are, out of all of that re-
search, qualities that emerge that con-
tribute to excellence in leadership. Let
me tell you some of those qualities.
Remember what the high school stu-
dent said? Leadership must be devel-
oped by adults. Ithink forevery quality
that I will name for you, there are con-
comitant actions and activities and in-
teractions thatadultscan putinto class-
rooms that will help develop these
qualities.

Commitment. Think of J.P.
Guilford. For forty-five years he’s been
working on intelligence with a few side
trips into some other things. But he
never gave that up.

Persistence. There are people who
don’t take no for an answer. They’re
willing to continue regardless of the
stumbling blocks that are put there.
Regardless of the people who say,
“Don’t you get tired of this?” You've
heard that all; a lot of you have. Jean
Lamb has heard that many times, but
then she goes on.

Enthusiasm. We need to teach en-
thusiasm. And if we don’t model it,
where on earth will they hear it or see
it?

Courage. The courage of risk tak-
ing. A willingness to start. Gladstone
said, “No man ever became great or
good except through many and great
mistakes.” We need leaders who un-
derstand that. If ycu take a leadership
position you will be criticized. You will
be personally attacked. You will make
mistakes. And we must help children
understand that part of being a leader
is the ability to accept personal attack
and not take it personally. And that is
toughtodo.l'mstill learning that. Some

of youaresstill learning that. But if I had
started at five instead of fifty,  mightbe
better able to handle that now.

We need to teach children to have
thecouragetobeangry.Strange. Anger
may have been part of the motivation
of Thomas Edison to develop the elec-
triclight bulb because he loved to read,
and you can’t read with crummy
candlelight. Anger about cancer. An-
ger about heart disease may have been
a motivator. There is nothing wrong
with being angry about things as long
as you learn to express that anger in
ways that are constructive rather than
destructive.

Every faculty has a nit picking

“When @Hett Garden Grove
Unitied, Jeanne wasm
charge ot getting a plaque
tor me. She had' it -
<cribed, “Witness the
turtle. Fle makes progress
onh when he <ticks his
neck out” Jeanne was 7
really savimg how <he:

viewed hite and our’

protession She honored

me as one of her dis-
aples.”
ool Do o oo ot ton
toadlior~antin .u;\':::ul_
CGOUSD ertted program

teacher on it who gets angry about the
leaks in the ceiling, the ditto machine
that doesn’t work. And some of those
people take that anger, and it becomes
a positive forcein that school. Others of
them just stay nit pickers and gripe.
And the teachers who interact with
those other teachers or the administra-
tor who interacts with that teacher
could help that person to discover that
it’s courageous to be angry but to be

angry in constructive ways is better.

Faith. Faith in themselves with the
beliefinanidea. BobRichards,anOlym-
pic pole vaulter of great skill and suc-
cess, studied thesuccess of hundreds of
athletesin hisera. And what hediscov-
ered at that time was that 90 percent of
the world’s greatest athletes were un-
der 6 feet tall and weighed less than 185
pounds. It was not their brawn that
madethemgreat athletes. What he con-
cluded was that it was their belief in
their skill—their faith in their skill that
urged them on to be successful.

One psychological knowledge we
must develop in leaders and that we
must be aware of before we can de-
velop it, is that leaders are people who
are creatively dissatisfied. The termi-
nology that is most often applied to
those people is troublemaker. Cre-
atively dissatisfied has different pa-
rameters. They are people, generally
kids, who have a constant desire to do
or to make better. And they doitall the
time. “Wouldn't it be better if...”" they
say about an assignment. “Wouldn't it
be better if the principal did... instead
of?” "Wouldn'tit be better if the school
board, et cetera, et cetera.” And we
sometimes label them as troublemak-
ers.

If we would start to sce these
trouble makers as creatively dissatis-
fied with the status quo and help them
recognize they were not troublemak-
ersbut that in their dissatisfaction they
had some obligation to be creative ina
positive way, then maybe we would
have different kinds of leadership; and
we would have greater and more solu-
tions to some of the problems we face
currently. Adlai Stevenson’s quotation
is one of my favorites. It hangs on the
wall in my office, and I often read it
before 1 have to deal with an angry
parent or a disgruntled employce or
my superintendent who's going to deal
withme. This is the quote: “Criticismin

“When in doubt, teil the truth.”

—Jeanne Delp
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its most honest and fair form is the
attempt to test whether what is, ought
not be better.” Wonderful quotation.

Objectivity is another psychologi-
cal knowledge that leaders need. They
need to see things realistically. They
need tobecome the kind of people who
are not casily deceived by others. Nor
do they practice self-deception. They
are sensitive to the subtleties of ex-
pressed emotions and needs. They are
perceptive. They have unusual ability
to detect the spurious and the fake and
thedishonestin personality. They have
the ability to judge people correctly
and cfficiently. They are people who
don't take things personally. Now, the
task is how you go about building into
kids the ability to recognize the spuri-
ous and the fake and the dishonest in
personality.

Other aspects of psychological
knowledge are a sense of justice and
integrity. Teach kids the words of in-
tegrity leaders must have. All of the
studiesaboutleadership show that. One
must have integrity. Once you teach
themthatword, give examplesof child-
like instances or high school instances
or middle grade instances. And then
when you see a kid demonstrate integ-
rity, a simple kind of thing, notice it.
Some kid makes a statement in your
room-—makes a suggestionaboutsome-
thing and you say to him, “Peter, that is
a really good idea. Thank you for sug-
gestingit.” And Peter seystoyou, “John
gave me that idea.” He's just demon-
strating integrity. But before he goes
home you sit down with a picce of
paper and you write a note to his par-
ents and it says, “Today during a dis-
cussion, Peter said...” and you quote it
exactly. “That wasanactof integrity on
Peter’spart. I respecthim for this.” And
the kid takes that note home with him
and now what is he able to think? [ am
a person of integrity. You even said he
was. People become what they're ex-
pected to be. And when we as adults
candemonstrate for them that they are
peopleofintegrity, they will keep add-
ing to that experience of integrity.

Then we have flexibility and self-

discipline. If you haven’t read Thomas
Wolfe's book, The Right Stuff, about
carly test pilots and astronauts, do it. If
you work for a former Marine it will
help you understand your superinten-
dent. You'll come to appreciate him far
more. If you don’t work for a former
Marine but you work in an institution
that is becoming militarized in some
way because it’s big, read that book
because they talk about self-discipline
and keeping cool.It'simportant to know
about that as a leader.

What about decisiveness and
people skills? Treat other people as if
they had some value and surprisingly
enough, two things will happen. Your
own self-esteem will go up and so will
the seif-esteem of the people you work
with. It takes time to establish confi-
dence in one another and leaders who
are real drivers sometimes forget that.
They’ve given you five minutes to dis-
cuss an issue on an executive board or

a board session and it is such an issue,

and people see all kinds of ramifica-
tions, it could really require twenty-
five minutes. But the leader who is
stuck to the schedule prevents those
things from happening.

When you go home from here to-
day or sometime this week, think to
yourself, “If our goal in education were
to destroy leadershipability among stu-
dents’” potential, what would we do?
What rules would we make?” Now, if
you think that'sa wonderfulideaand a
twist, let me tell you, it’s not mine. Jim
Gallagher first shared that with me
twenty-five years ago when he said,
“Suppose you wanted to destroy cre-
ativity in cducation. What would you
do?”

It's a powerful way of looking at
this. What are the rules we'd make if
our objective was to destroy Ieadership
potential? And the point is that we can
and should, 1 think, deliberately ma-
nipulate in the best sense of that word,
the education in a direction that will
produce Ieaders,

Finally, there is nothing more diffi-
cult to take in hand, nothing more per-
ilous to conduct or more uncertain in

its success, than to take the lead in the
introduction of a new order of things.

I want to go back a few seconds
here to the original definition. Please
remember this: Leadership is stirring
people so that they are moved from
inside of themselves. It is stating goals
that excite people and lift their sights.
It’s setting a personal example and put-
tingenthusiasminto operation. It'scom-
municating—both ways remember,
talking and listening. It's rewarding
merit and penalizing demerit honestly
and fairly. it's one of the great weak-
nesses of education. We do not penal-
ize demerit peried: And we certainly
don't often do it fairly and honestly. It
is the right combination of these things
so that people will do the work that
makes an organization or idea success-
ful and they will do it because they
want to do it.

I salute you for your interest in
educationand leadershipand thegifted.
I value that interestand 1 value the fact
that you will each go from this room
with some new commitment to think
differently aboutleadership. Thank you
very much. .

“Ltirst met Jeanne Delp
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Accepting the Ruth Martinson Award

One of the numercus awards [eanne
received was the Ruth Martinson Past
President’'s Award, which was pre-
sented to her by the California Associa-
tion for the Gifted on February 23,1985
at our annual conference. Following
are Jeanne's remarks on acceptance of
the award.

It is a superb honor for me to
receive this award for many rea-
sons, but especially because Ruth
Martinson was my mentor. [ learned
much from her incisive questions,
from her quict wisdom and willing-
ness to speak her mind. I disagreed with her.
But we were always agreed on the importance
of our commitment to the gifted.

I've spent thirty-four years working on be-
haif of the gifted. In thinking about this morn-
ing it occurred to me that some issues about the
gifted have been put to rest during those thirty-
four years and other issues have remained cor-
stants—as yet unresolved. I'd like to take a few
minutes to share those awarenesses with you.

Itseems to me that fiveissueshave beenput
to rest during the past years.

1. Parents and educators have accepted their
dual responsibility for the development of
programs for the gifted. That was not always
0. For some time those two groups viewed
cach other suspiciously and cach guarded its
ownership of theresponsibility. Now there is
a comfortable cooperation working.

2. Educators and parents have accepted the
obligation of political advocacy on behalf of
the gifted. Both groups have become pro-
active in the political arena recognizing the
power in numbers and the absolute need for
political visibility.

3. How a gifted program is organized is no
longer the topic of heated debates which
interfere with the implementation of a pro-
gram. There was a time when we spent too
much time arguing about how to group the
students and hence did not get services of-
fered to students as soon as they might have
been.

4. Legislation authorizing gifted programs has
been enacted in many states. There was a
time-when the major effort of parent associa-

Jeanne Delp

tions was the push for any
kind of legislation.

5. Associations for the
gifted are in full blown op-
eration in many states. The
California Association for
theGifted hasbeenamodel
for these states. This orga-
nization exists, is viable,
growsinnumbersand stat-
ure and has a significant
impact on program devel-
opment in this state. There
was a time when this orga-
nization was impotent, ar-
gued about whether to include parents in its
membership and dwindled in size and com-
mitment. As the crises came, the commit-
ment grew and was sustained by parents and
educators who have made this an organiza-
tion of great value.

Six issues have remained constant through
the thirty-fcar years in my memory.

1. The identification methodology is still an
issue which interferes with program growth.
We willargue aboutintellectually gifted ver-
sus the talented; IQ versus other kinds of
ability measures. We broadened the defini-
tion to include talented students. I wonder if
in doing so, we haven’t watered down the
curriculum for the intellectually gifted and
also diluted the appropriate, qualitative op-
portunities for the talented by including them
in the programs previously designed for the
intellectually gifted. 1 wonder too if that in-
clusion of talented into the gifted program
hasn’t been based on false assumptions:
Alltalented are intellectually giftedand all indel-
lectually gifted are artistic or gifted
in the visual and performing arts.

ook forward to theday when programs for the

academically gifted and for the talented are

equally outstanding and they have equal status.

2. The curriculum for the gifted is still an issue.
To be sure we have identified principles of
curriculum development appropriate to
gifted, we canenumerate them glibly. Yet we
have no model curriculum for gifted and tal-
ented,

I look forward to the time when we have a
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writtendownbody of knowledge, skills
and experiences which gifted ought to
have that sets a standard of excellence
in curriculum for gifted programs.

3. We still have no agreed upon stan-
dard of training for teachers of the
gifted. I find it interesting that al-
most all other groups of students
with special needs have special cer-
tification requirements. Witness the
speech therapists credential, bilin-
gual certification, special education
credentials and now a new Speech
and Language Development certifi-
cate. Terman delineated the special
training requirements for teachers
of the gifted in the 1940s. But we
haveno special certification required
eventhough wecanidentify theskills
that these teachers must have.

I'look forward to the day when some

great institution or some great organi-

zation establishes a center for the train-
ing of teachers of the gifted and from
that evolves a certification process.

4. We still have no valid set of instru-
ments for evaluation of gifted pro-
grams. Oh, we look at achievement
tests; we do surveys and question-
naires; still we lack any new valid
instruments.

I look forward to the time when we
have ceased doing superficial evalua-
tions of gifted programs and we will-
ingly encourage a rigorous cvaluation
ofacademicachievement of attitudinal
achievement, and of knowled geacqui-
sition.

5. Westill have not achieved anappro-
priate level of fiscal support in either
the state or the nation.

I ook forward to the day when such

support is assured.

6. The quict hostility toward the gifted
abounds among the general public.
We live with the continual reticence
to recognize and acknowledge the
need; and to support the right of the
gifted to equal opportunity to de-
velop their potential to the fullest. 1f
you don’t believe me, think of the
media presentations you often see of
the stereotyped precocious child. 1
remember & time when Ruth

Martinson and 1 sat at her desert
house and dreamed about the im-
pact we could have if we could find
the money, the talent, and the orga-
nization to sponsor, to “buy,”—if
you will—a media campaign de-
signed to build empathy among the
public of the gifted student for whom
we all have labored so long and so
lovingly. How might such a cam-
paign impact on national and state
legislation? Isthere now grant money
available for such a noble undertak-
ing?

[look forward to the time when sucha

campaign is funded and successfully

implemented.

Then [ ask myself, how is it that
we've accomplished so much but still
retain unresoived issues, particularly
issues of such import?

I believe it is because we are very
good at articulating and carrying out
global goals. For example—to improve
opportunities for the gifted, to provide
enrichmentexperiences, to make school
challenging for the gifted—are ex-
amples of noble global goals.

I believe what we need are specific
short term goals. In 1955 when I was
involved inone of the state’s first sum-
mer seminars on the gifted, the twenty-
six of us who had received $100 schol-
arships to attend, were charged with
two very specific objectives at the con-
clusion of that six-week course: one, to
write an article and get it published in
some publicly circulated magazine; and
two, toreturntoourdistrictand getone
thing started for the gifted.

We did that and thereby began
some long term commitments to gifted
cducation.

1 look forward to the day when
CAG has specific objectives in three
arcas:

1. Anobjective to mounta campaign to
modify the public’s perception of
the gifted—to make it more posi-
tive-— is in place and funded.

2. An objective which states that by
June 1987 there will be a full scale
institute for teacher training operat-
ing in this state where the theory, the
instructional practices and the qual-

ity model curriculum for gifted is
functioning successfully.

3. An objective as an organization
which encouragesand supports spe-
cific funding for higher education
institutions where the research can
be conducted which will help to re-
solve our unresolved issues.

Finally, let me say none of us has
yet achieved his or her full potential.
No organization has achieved its full
potential. That is our challenge.

I'look forward to the day when the
successes of the past are but memo-
rable harbingers of a noteworthy and
proud future for gifted education.

My sincere thanks for this honor
awarded to meand for the opportunity
to share these thoughts with you.

A

“Ruth NMartim<on intro-
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A Conversation with Jeanne Delp

“{ think it would be beneficial to education if we
could remember what we are all in education
for—to make things better for kids.” in a candid
intervicw for the Garden Grove Pupil Personncl
Serwices Association Newsletter, Jeanne Delp,
then Director of Categorical Programs for the
GGUSD, expressed her thoughts concerning
public education, her achievements as an educa-
tor, and ler personal philosoply.

Q: You have pursued a long and varied
career in education. How would you
describe your own education
as a child?

A: Iwas blessed with an educa-
tion at a time when there
were fots of innovations
taking place and lots of
creative projects happening. 1
went fiom grades one
through twelve in the same
school system, El Centro,
California, except for threc
miscrable months at Fairfax
High School in Los Angeles
when 1 was a sophomore.
Going from a small school
where I knew everyone, to a
large school where I didn’t
know anyone, was a trau-
matic experience. | survived
the experience mainly
through the friendship of a

counselor who did know me and took an
interest in me. This experience also made

me aware of the problems that moving

causes for young people. We moved back

to El Centro, however, and 1 finished
school there.

Q: Could you fill us in on your later
educational credentials?

A: Iwent to Stanford where I got my B.A. in

English and psychology. Then I taught

for a couple of years in Japan during the

Korean War, which was an intcresting
experience. [ returned to the San Diego
arca where I taught for a few years and,

then, on to Sacramento to teach and work
on my Master’s degree in administration.

At that time Sacramento State College
was one of the few places in the state

offering late afternoon and evening
classes for Master’s degree candidates.

What made you choose education as a
career?

It really wasn’t my first choice. I intended
to major in journalism at Stanford,
However, the head of the department
was absolutely opposed to women in
journalism and put so many blocks in my
path that I bought his message and
turned to education. Now, as I look back,

I'm always amazed that 1 gave up so
casily. Education was my second choice.
My mother had been a teacher.

If you could start all over, would you
choose education as your career?

That’s an interesting question. In terms of
long term rewards, 1 have enjoyed the
time working with and for children.
Today, however, the problems in educa-
tion may outweigh the rewards. I have
been very comfortable in education,
though, and have appreciated the
freedom to do what I wanted to do. In
looking back, I really would have liked to
have been a doctor-—a pediatrician—or a
journalist, but women were not encour-
aged to enter those professions when I
was young. If times had permitted, 1
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probably would have chosen a different Q: Which of all your positions has been the

profession. most satisfying to you?

A: For me, the most challenging position 1
ever had was being the coordinator of the
gifted program. To have the opportunity
to begin a new program. To plan totally
the implementation and to see the
program grow in stature was truly a
rewarding experience. [ have, however,
always enjoyed my work.

‘ Q: You've held many different positions in
education. Could you list your various
titles for us?

| A: Istarted out as a teacher, then became a

county consultant in northern California

where [ supervised eight rural school
districts. After that, [ was a consultant
with the California State Department of

Education on the original study for gifted Q: What drew you toward working with
children. As a consequence of that s'udy, gifted children and organizing programs
I worked with the statewide advisor for them?

committee developing legislation for A: In a way, it was just a chance circum-
gifted children. For three years [ worked stance. In 1955 when [ was teaching, the
as a consultant for the gifted program in PTA offered some $100 scholarships to
Whittier. work on a program for the gifted and

In 1961, I came to Garden Grove where | talented. I was one of twenty-five people
organized the gifted program. [ worked who went to San Francisco and worked
with that until 1974 when [ became with a brilliant woman who gave us two
Director of Instruction. 1 found myself tasks to do when we returned to our
unable to sce the effects of my job, schools. One was to start some effort on
however, in that position. I have always behalf of gifted students, and the second
needed to see that | was having an impact was to publish an article on our work. [
on kids, actually, on people, in order to be did both. I think, however, that a lot of
content with my work. I then became what [ know about the gifted has been
principal of Carver Elementary School, intuitive with me. I have always felt an
where Ilearned how important it is for an affinity for gifted kids. As a kid 1did well
administrator to have a commitment to in school, but always bucked the estab-
counseling. My present position is lishment.

Dircctor of Categorical Programs, which Q
includes School Improvement, Indian
education, the Gifted and Talented

Program, Title 1, Preschool education, and

¢ Has being a woman in educational
administraticn ever caused any special
problems for you?

Title 4B programs. A: One problem 1 have encountered is the
labeling of a woman as “hard” or “a

Q: How did you like being a principal? tough broad” if she says things that are
A: lliked the time spent counseling with straight forward and candid, or if she

kids and their parents. But I found out makes decisions, required by her posi-

something interesting about myselt when tion, which are unpopular. A man, in

1 became a principal. In all of my previ- those settings, gets labeled as “strong.”

ous positions in this school district, [ had Since I don’t think of myself as “hard,”

been a central office employee. As I've not anOyCd being thought of as “a

principal, I feit alicnated from the Dis- tough broad.” But I have learned to live

trict. I found 1 preferred being in a central with it without rancor.

office position where my skills might Q: Do you consider yourself a feminist?

have a wider impact. I feel, however, that

people in the central office should have Al believe in equal rights and opportunities
the experience of being an on-site admin- and decision-making powers. But,
istrator. It certainly made me more aware frankly, ] still prefer men to open d‘?‘.’ rs
of the pressures put on schools, and 1 and to display the traditional amenities
have greater respect for administrators. It toward women.

e

was also good for me to find out that kids Q

) Whenever your name is mentioned,
and parents are different today.

someone will usually say, “Oh, I was in
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a workshop she conductea and really
got a lot out of it.” What kind of skills
do you feel are needed in running a
successful workshop?

| think the main workshop skills are:
To believe in what you are presenting.
To have done the activity yourself.

To remember that children learn in
picces—so data needs to be presented in
incrernents.

To be well organized and carefully plan
the workshop.

To use the words you would want
teachers to use with their students in
presenting the material—so that a model
is presented.

To remember that you teach kids in a
classroom of thirty or so.

To make your objective practicality.

When I {irst went into supervision, I
promised myself that I would remember
that teachers work hard enough without
calling them to a workshop where they
get nothing out of it. I love seeing teach-
ers try new things and succeed.

Everyone—from newspaper reporters to
TV commentators to the individual on
the street—has his/her own theory about
what is wrong with public education
today. Do you think we have failed?

I think our whole society has caused
whatever erosion there has beenin
education. It has always been a reflection
of society. Maybe this has been our
mistake. Instead of saying what we are
going to do, we have taker ovr direction
fromi the general public. We've never
taken a strong stand and said, “Our
expertise says this is the way to do it.”
We have not had a consistently clear
direction of what or how we ought to
teach.

1 also think that society has become more
hodonistic and has less respect for
cducation. There is Tittle respect for
cducators, and this has had an impact on
kids. As an administrator, 1 had to learn
that when a parent became abusive, |
simply had to say, ”1 will not tolerate
verbal abuse from you,” and somchow
the parent changed his tune. 1 wish all
cducators were trained in the skill of

confrontation. It would be far better for
us if we had the courage to confront the
people who wrongfully criticize us.

Do you think we have any successes that
we should feel good about and, perhaps,
receive more recognition for them?

I think verbal communication skills of our
society are better because of schools.
Extracurricular activities have given
students opportunities for leadership.
Expanded programs for all kids have
given them a much wider spectrum of
choices.

This is a newsletter for counselors,
psychologists, and speech therapists. Do
you have any thoughts on their roles in
the educational process?

If counseling in schools went beyond
scheduling kids in and out of classes, and
really focused on counseling, it would
have an impact on students. For whatever
reasons, counselors, psychologists, and
speech therapists are misused. I have
heard all three criticized for not being
useful and valuable. I think it's the way
we have used them that is not effective.

] also feel that if we had the money, one
of the greatest contributions we could
make to the kids would be to have
elementary counselors.

You've certainly had a lot of success in
your career. What plans do you have for
the future?

I’'m going to take a look at the paralegal
profession as a second career. I'm also
interested in the process of negntiations
and conflict resolution. I have 1o plans to
leave my job now, but I'm certainly not
going to sit home and twiddle my
thumbs when | retire. There are lots of
exciting things to do.

It's interesting to know what people like
to do outside of work. What are some of
your personal interests?

I love the theater and have been particu-
larly interested in seeing the growth of
the Gem Theater in Garden Grove. | like
camping, fishing, and I'm also a pretty
good shot.

I really love teaching so | always do some
in the summer. This summer ' be
teaching workshops in Texas and in Hawaii.
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LANGUAGE ARTS

Literature in the Multicultural Classrocom

by LINDA BRUG

We have been so preoccupied with trying to find out how to
teach everybody to read anything that we have forgotten the
importance of what is read. Yet it is obvious that if we
succeeded in teaching everybody to read, and everybodyread
nothing but pulp magazines, obscene lilerature and Mein
Kampf. the last state of the nation would be worse than the
Sfirst. Literacy is not enough.

—Robert M. Hutchins

As Robert Hutchins suggests in the quotation
above, not all pieces of literature arc equally
successful in promoting aesthetic and intellec-
tual growth, developing a sense of citizenship,
building a sense of rootedness and developing
ethical responsibility in students.

Caught in the Middle states that, “Young ado-
lescentshave anatural curiosity about the world
in which they live. They must have multiple
cxciting opportunities to explore this world
through exposure to ideas, experiences and
traditions. Their instructional materials and
classroom experiences should expose them to
many of ihe enduring literary classics—espe-
cially those which have themes capable of excit-
ing and challenging youthful imaginations.”

What should they be reading? If you teach
reading, language arts or English in the middle
school, you have asked yourself this question
countless times. If your classroom is like mine
you sce more R.L. Stine being read than John
Steinbeck and you think, well, at least they're
reading. How, though, do we get thein to read
quality, mcaningful literature?

Today’s students are very lucky. There is

more quality literature for them to choose from
than ever before. Many of the best authors are
writing for children, and yet students need
greater inotivation than ever to read.

Teachers «und parents must make reading a
priority. My GATE class and regular classes of
language arts and U.S. history are made up of
about 35-40% minority (mostly Hispanic) stu-
dents with many levels of reading skills. I am
lucky to have these students for two years, since
we mix seventh and eighth graders together to
create a stronger connection between the stu-
dent and the teacher. During these two years |
make reading an important part of the curricu-
lum in both subjects.

I agree with the Handbook for Planning an
Effective Literature Programpublished by the Cali-
fornia State Department of Education, that a
quality literature program has three important
components: a core program, extended pro-
gram and a recreational-motivational reading
program.

The whole idea of a core list of books is to
sclectliterary works that will attractall students’
interests and which will help students to sce the
connection between the literature and their
own lives. The core program should include
excellent works of literature {rom different
genres, and because of the diversity of our
student population, it is important to include
excellent writing reflecting many cultures.
Many of our classrooms reflect the many cul-
tures in our society, and I believe itis important
for our students to discover that all cultures

Continued on page 28
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PRESIDENT'S COLUMN

Perspectives on Language Arts for Gifted Students: Yesterday and Today

by SANDRA KAPLAN

Years ugo, itwas the language arts program that
introduced e to the abilities o“gifted students.
[twas the fanguage arts programn that uncovered
and displayed to me the giftedness T only previ-
ously had read about in a text describing excep-
tional children. Itwas the Fanguage arts program
that defined the gifted readers by their speed
and comprehension and the gilted writers by
their creativity. Today, it is the language arts
program that in many classroom is inhibiting or
discouraging giftedness. Whole Tanguage and
the writing process as components of a language

arts program arc not to be blamed for some of

today’s voncerns about language arts and gifted

students. Haowever, the transhtion of these eon-

cepts into classroom practices is causing these

CONCerns,

e “Read around” groups, where cach member
of the group takes @ turn 1o read aloud a
designated portion of the reading selection
can be detrimental 1o gifted scudents. These
students are prepacing mentaliy to attend to
onlvtheirsection of the reading material and
then tining out, so to speak. Since many
gifted studentsread fastand enjovthe mental
stitnulusand interaction when thev become a
silent partner in the reading process. reading
alond asingle portion of aliteramvwork isnot
mitcllecniallv satisfving 1o them.

e Thewriting processhas been helpfud to every
young writer. In some cases, gifted students
have notbeen helped to apply the stages and
skills of the writing process. They have be-
come dependent onanother’s response 1o
their writing rather than taking more per-
sonal responsibility for editing, for exaple,
their own writing. The writing process must
be internalized by gifted students (all stu-
dents) so it can be performed independently
and individually and the self vltimately must
become one's primary editor and reviewer.

e The focus on English Tanguage acquisition
cannot be limited to bilingual or LEP stu-
dents, Gifted students whose priniuy lan-
guage is English need continual experiences
that help thein gain new vocabulary and ut-
lize extensively the vocabulary they alveady
have developed.

* The emphasis on core literature in class
rooms cannot satisfy gifted students" needs to
be introduced 1o and have experiences with
the classics. A single core Titerany work must
be extended so that gified students are read-
ing “collections of hteratwre.” Each core Tit-
crature book should he a catalest to intro-
duce students to related literatre. The one-
book-at-a-time reading conceptisinsufficient
to develop sophisticated gifted readers,

e The places for inventive versus formal spell-
ing need to be clarified for gifted stidents.
The practice ol inventive spelling cannaot be
demeanced forgifted studentsand conversely
the overemphasis on formal spelling cannot
be pereeived solelvas the avenue to academic
writing and good spellers.

¢ The benefits from using jourlds cannot be
refuted. However, the overuse of journal writ-
ing can be abusive. Manvgifted students ave
rivialized the jowrnalwriting processwhen it
is related to "on demand” emotive writing
that is expected to culminate evervlesson or
cach dav. “Tell us how von feet” relegates
Jjournal writing for gifted students to o task
rather than an expression of self or the out-
come oflessons Learning aboutthe personal
value and historical significance of journals
must accompany the task of maintaining a
Journal.

Alanguage arts program for gilted students
should consider developing an appreciation of
Language. ThisincludesTearning about the exist-
ence and usage of lainguage for different pure-
poses. Gifted students should be assisted to be-
come aware of the origin and evolution of difier-
ent forms of Tanguage and the factorsm asociety
which promote or retacd their use, The first is
the language of learning,

I. Language of Learning

Thisiefers tothe language of scholarsand the
language that precipitates seholarliness. Fix-
atuples of this language indude:

¢ “The accumulated evidenee indicates that

* “Another pointofview might be

o “The assumption proposed appears to be
proj !
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e “Theissue germane ov central to the point
seems to be b

2. Language and Decision Making

T'his 1efers to the nomenclature used to pro-
cess the variables which aid decision making.
These linguage patterns can be gleaned from
the dialogues of fictional characters in decision-
making situations. They also can be acquired
from an analyvsis of the lives of famous people
expressed in auwtobiographies and biographies.
Impaortantly, the language of decision making is
also to be noted in the essays and other delibera-
tions of individuals in crisis or conflict. This
Language includes phrases such as:

e weighing the consequences

e prioritizing data

* assigning valuc to.

o assessing the alternatives

e pondering

3. Language of Leadership

This refers to the selection of words and style
of svntax that serve to influence people. Inher-
entin the development of this type of language
v oan undernstanding of intellectual as well as
social leadership behaviors and skills. Listening

toand reading from the speeches and debates of

historic and contemporary leaders can be the
bases for the acquisition of this type of langnage.

4. Personalized Language

his refers 1o the Tanguage that reflects per-
sonal interests and is a tool to be used to attain
mdividualintellectat power. This Tanguage pro-
videsthe studentwith the binguage to specialize,
1e mdludes the technical vocabuby of the
student’s interests or “passion.”

LodavsLanguage arts program should be the
showease fov the parformance of e gifted
student’s mterests and intellectual behaviors,
oda'slanguage s program should not sub-
merge mdividual abilities and neceds, but should
cater to the differentiated necds of alf leaners.,
Fodav's Language aits program should retain
the best of what was valued in vesterday's Tan-
giage ats program for gifted students,
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April 89, 1994

Teacher Institute, Concord, CA

Two-day institute at Sheraton Concord Hotel on Differventi-
ating the Curriculum for Gifted Students. Prices startat
SHIO.

For information, contact the CAG office, 415/7965-0653.

April 9, 1994

Sixth Annuai Gifted/Talented Black Child Conference
Dublin Avenue Magnet Schoeol, Los Angeles. CA
Workshops on supportive parenting and successfud teach-
mg strategies [or the gifted black child.

For informaton, contact the LAUSD GATE office, 213/
625-6500 or the Central Cities Gifted Children’s Associa-
tion office, 213/7750-6559.

April 13, 1994

The Best of CAG Conference

Santa Clara Gounty Office of Education, 100 Skyport Drive,
MC 237, San Jose, CA 3:30 v 1o 7:00 v,

Participants at CAG’s 32nd annual conference in Pal
Springs share innovative ideas and ereative concepts for
parents and edncators.

For information, contact Kathy Oda Hope or Theresa
Martinez, 408/7453-6804.

April 16, 1994

Teacher Institute, Redding, CA

One-day institute at Shapson College ou Dilterentiating
the Gurricuhun for Gifted Students. Cost is S65.

For information, contact the CAG office, $15/7963-0653.

April 22-23 1904

Teacher Institute, Sau Dicgo, CA

Tworday nstitute at San Diego Princess Hotel on Differen-
tating the Corriculinm for Gifted Stedents. Cost is S105.
For information, contact the CAG office, $15.70965-0653.

Mav I4, 1004

Teacher Institute, L.os Angeles, CA

One-day institute at Centy Plaza Hotel on Differentieting
the Crrrienlnm for Gifted Students. Cost is S65.

For information, contact the CAG office, 415 7065-0653,

Mav 15, 1994 - Deadline

Summer Seminar for High School Studeuts, “California in
the 21st Century”

Deadline for students entering 10th or Fih grade in
Sceptember to apply for CAG s summer seminar,

Julv 10=220 1094 ar Westmont College in Montecito, Fora

copv of the brochure /application, contact the CAG office,
$15/79650053. For details on the seminar, contact Ann
Cierlev, 805 /871-8050,
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EDITORS COLUMN

by JEAN DRUM, Editor

We Americans are pleased that we
have a high degree of literacy in
our country, and at the same time
we feel a sense of embarrassient

and concernthat some of the other
industrialized nations show a
greater percentage of literate citizens than we do. Both the
public in general and educators in particular are giving a
great deal of thought to how we teach reading in our schools,
With “one hundred percent literacy by the vear 2000™ as one
of the national education goals, educators are putlting a
dizzving amount of effort into research on how to teach
evervone to read.

An odd note creeps into the classroom at this point
however. At the same time that we are teaching, talking,
arguing, experimenting and tying everything (o improve
reading ability, we are downplaying the role that reading
plays in the learning of every subject, except, of cowrse,
reading. Manipulatives, rather than explanation, are the
thing in math. Science textbooks are puton the bk burner
and “hands-on” is said to be the way toget scientifu concepts
across to kids. When they really find it ont for themselves, we
say, then they hunderstand i History books are to be used as
a resonrce only, and teachers are urged to have kids do
projects in which they et personally involved in history—
plays, videos, making board games. We decrv the influence of
TV and video games on our students, but we welcome laser
disks and interactive computer games to teach both history
and science. And wait, even in the teaching of reading itself,
listening to text being read aloud, cither by the teacher or
anotherstudentinacooperative learning group, is becoming
More common,

Are cducators being double minded about the valne of
reading—talking alotabouthow greatitisand then notreally
using itz Yes and no. Reading itself s a sedentary and solitary
activity, and children are usnally neither of those things, at
least for very long periods of time. [t has always heen obvious
that active, participatory lessons are vital to good learning in
any subjectandatany age,up toandincluding seniorcitizens,
Making history come alive, the “vou are there™ approach is
exciting and wonderful and important. Really “doing”™ sci-
ence is fun and valuable and allows students to internalize the
concepts thevneedtoleam. These are all onistanding ways to
convey information, but way back at the beginning, the
quickest, most efficient way (o geta lot of information is to
read itin a book. That's the whole point of wanting to be a
literate society, Tt is a literate socicety which can preserve its
past and pass on information, so that the next generation

it’s OK To Read It in a Book

doesn’thave to reinvent the wheel. Any individual L anywhere,
can getabookand learnabout...whatever. We can doitatour
own speed and ek it into our own scheduole, and without
using any spccinl equipment. Could anvthing be casier? Or
cheaper?

So this is a plea to remember the Towly book. Before
students can put on news broadceasts about Washington's
troops at Valley Forge, set up an experiment on how plants
react (o light or any of the other great activities we see in
classrooms, they have to have information, and the casiest
place to get it is from the book. They can’t meet George
Washington, but in a book, they can read what Washington
said, what Jefferson thought about what Washington said,
what Lincoln said about what Jefferson thought about what
Washington said. Where else could you learn all that so
quickly? Quicklyis an important word here too. The modern
world isincredibly complicated, fitled with muore information
than any of us can absorb in a lifetime, and we need to learn
what we need withoutwasting time. Books can do that for us.

l,(".n‘ningisnlif(‘lim(‘u(‘.(rup;uinn,un(l cducatorsstress that
learning does not stop at the end of a person’s formal school
carcer. How does a person learn something if he's, say 45
vearsold and nolongera full-time student? Need Tsay? Books
are one of the most vital commoditics of owr culture, and
students should Ieam from their carliest experiences that
books are their key to a lifetime of leaming.

Thisby nomeans suggests that classrooms turn mto library
reading rooms where students sit in their seats all day and
read. Current educational practiceswhich expect children to
demonstrate ther knowledge by presenting o project are
superh learning experiences for both presenters and audi-
ence. Present day technology has given us a myriad of new
possibilities in the classroom, and schools are livelier. more
active places than they have cverbeen. Teachersand students
alike are enriched by this approach and we want to expand
and improve it But at the same time, the importance of the
bhook must not be forgotten. Children must have good wext-
books, filled with words, pictures, maps, diagrams and other
good things to help them comprehend. These textbooks
must inform them, challenge their thinking and excite their
inragination. And, of cowrse, we must teach them 1o read
these books, read them casily and with confidence and
pleasure, We must not give up, “dumb down,” and teach
American history by means of avideo game or limit scienee to
what can be done hands-on. That's not enongh for us, Let's
read, read it all; then we'I know how to put on o Gold Rush
breakfast, make ariflle hbox and pan for gold at the American
history fair,
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Update from Sacramento

by CATHY BARKETT

The California Learning Assessment Sys-
tem (CLAS) has come to owr public schools in
California. For the first time ever, our students
are being measured against rigorous statewide
standards.

They must show that they have mastered
(acquirved) important basic academic skills and
techniques and know how to use them—that
they have the knowledge and thinking skills so
critical for adult success.

CLAS reports student results according to
statewide levels of performance. These levels
challenge students and teachers alike to reach
for ever-higher levels of achievement.

What is CLAS?

The new CLAS is mandated by Law and is

designed to satisfy four important needs. Tewilk:

e Provide mdividual results based on state-
wide levels of performance.

¢ Report the results of these assessments in
terms of clearly defined statewide stan-
dards of performance.

e Challenge students o demonstrate their
thinking skills, to analyze, to solve prob-
lems and to explain their sohuions inwrit-
ing.

o Serveasa catalvst forimproving classroom
mstruction,

What are the components of CLAS?

When fully implemented, CLAS will have two
major components. The firstare anmual assess-
ments in reading, writing and mathematies at
grades -4 8 and 10; and m history-soctal science
and science at grades 5, 8 and 10, Reading,
writing and nrathematics assessments were in-
twoduced in 1993, Science and historv-<cial
science assessments are scheduled o gin at
grade 5 in 1994, with grades 8 and 10 to follow.
CLAS assessments in Spanish for grade 4 are
currently being developed and will be field-
tested this year,

The second component will be a portfolio
type of assessment for the same grades and
subjects. This part of CLAS, when developed,
will feature acellection of selected studentwork,
prepared in the conrse of normal class activities
and will include a variews of projects. Tt will
provide asnapshot of the quality and depth of a

student’s work, expanding on the information
gathered through the annual assessments.

How was CLAS developed?

It takes a lot of people working together to
design and put into place an assessment system
for a state the size of California. The new state
assessments are developed by teams of elemen-
tuy and secondary teachers, carriculum special-
ists, administrators, testing experts, university
professors and representatives from California’s
subject matter projects. Hundreds of teachers
and students try out the testitems in special field
tests, and special reviews are conducted to en-
sure that CILAS assessments are fairand sensitive
to cultural, language and gendesr differences.

How are CLAS assessments scored?

The 1993 assessments were scored by more
than 2,000 California classroom teachers, coor-
dinated by the CDE and regional staff consortia,
with assistairee from independent festing con-
ractors.

To ensure that CLAS results were veliable:

e Lxperienced teachers were selected to

score the student work,

e Scoring guides were produced and tested
by the subject area development teams to
CHSUTC ACCUIACY.

e Teachers were specially trained o use the
scoring guides. Theywere allowed to begin
scoring only after they demonstrated an
accurate and consistent application of the
state scoring guides.

e Scored paperswere monitored with checks
and double checks to make swre the scor-
ers stayed on target. A technical advisory
committece of national testing expertsover-
saw the process.

Coordinators of the first round of statewide
scoringreported thatteachers” scoring was highly
consistent, verifying the quality of the system and
the training provided.

What are CLAS standards?

Performance standards olter edncators and
parents all over California the same criteria for
measuring the quality of studentwork, Business
leaders, parents, educators, testing experts,
school board members and state officials—rep-
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resenting backgrounds as diverse as California
itsclf—worked together towrite deseriptions for
the first set of statewide performance standards.

What'’s planned for CLAS in 1994?
e In the spring of 1994, the Department of

Fducation will assess all students in grades
4, & and 10 m reading, writing and math-
cmatics. All studentswill also beassessed in
history-social science at grade 5.

* Reports for grades 4, 8 and 10 in reading,
writing and mathematics will include
school, district and state-level results.

e lor the first time, the 1994 CLAS reports
for grades 4 and 8 will include individual
student results in reading, writing and
mathematics for students, their parents
and their teachers.

» Tecams of bilingual teachers are working
on language arts and mathematics assess-
ments in Spanish for grade 4. Schools will
be invited to participate in the field tests
when the assessments are developed.

¢ CLAS will also be piloting assessments for
students with special needs.

19494 Golden State Examinations will be ad-
ministered in fust-year algebra, geomeny, biol-
ogy, chemistry, US. history and cconomics, There
willbe open-ended problemsinall subirctstested
and Iab work and portfolios in science. The GSE
will continue to provide high honorsand honors
certificates and insignias on diplomas for the top
levels of achievement.

“A Challenging Program for Every Student in Every

School”

A Conversation with Cathy Barkett, Director for Gifted and Talented Education

California State Department of Education

Catly Barkett 1s no stranger to Sacramento. She is a wative
Californian, born in Qakland and raised mostly in the Bay
Aoeas with tune ot on a favm i ldaho and a stay
Canadawhere shewent to kindergarten and fosd grade and
[elt that Canadian schools demand more of their tudents
than do schools heve. She went to UCIA (hecawse 1€
Berteley was too close to howe) and spent her junior vear in
Htaly atthe Usiiversity of Padua (“where Coperni cus studied,
some time hefore wme”). She has travelled extensively
Lwope. speaks Spanish and Italian and has hegun the
stuedy of Chinese. Her hnsband, Joe Benket, is the chief
finanaal officer for A Wold of Good Taste, which operates
a local chan of vestmpants. LaBou bakevies, and a coffee
company. Tle Barketts have “two tepafic ad  aged 11 and
Nl attend school 1 the Sav fuan School Destrret. e her
spave e she likes ta play hiidge, ski.ead. coadhsaceer, cook

awd paviden.

QZ How did you become interested in gifted
education?

Az 1T have alwavs been interested in individu-
alizing cducation to mect the needs of
stidents, While pansuing a Master'sin
Iducation at UCLA, | became interested
i the edncation of exceptional children,
imcluding those who are gifted and

! ated. Butitwas my oldest son, Andy,
whio “encouraged™ me to get involved in
the education of the gifted when he
became bored in school, in spite of the
fact that he was enrolled inwhat 1 con-
sider 1o be an excellent public elementary
school. In an ¢ffort to support and extend
the school program, 1 began teaching
special classes for gifted students before
an¢l after school, while working half~time
for the California Department of Fduca-
tion. L also became chairperson of the
school’s Advisory Committee for Gifted
and Talented Fducation, organized
several teams for the Odyssev of the Mind
Competition. and coordinated the
school’s “Hands-On Science™ program. In
spite of my efforts to enrich his program,
by the end of fourth grade my son was
ready for a full-time accelerat»d program,
so we enrolled hinin a special day class
magnet program for gifted students,
Through these p('rs(mul experiences, |
became interested professionally in
finding a position in the Department
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where I conld make a contribution
through assisting schools to develop high-
qualitv programs and scivices for stud. nts
for whom the standard curriculum is not
sulficient. In Mav of 1993 when Barbara
Brandes, the former divector of the Gifted
and Talented Program, was asked to
devote her energy full-time to the imple-
mentation of Second fo None, 1 requested
her former assignment as GATE Director.

How has your background helped you?

I have a Master's in Education Administra-
ton from UCLA and alot of experience
teaching and conducting rescarch with
special populations, For example, [ wasan
assistant teackier for an exceptional
children’s preschool a mental health
consultant for Urban League Head St
in the Los Angelesareac and Tworked for
Svstems Development Corporation on an
evaluation of education programs for
neglected and delinquent children.
Working as a student intern under a
clinical psvehologist, I tested nmdreds off
children using a full batterv ol intelligence
and personality tests and participated in
the development of TEPs for those chil-
dren. Tmiention that because I think 1
have a good understanding of what tests
can and can't measure, and of the (allibil-
ity of making judgements about children
from asingle testing session. Twas a
bilingual aide in a Kindergarten classroom
(or a vear—I think thev hired me because
I speak Spanish on the kindergarten level!
That was a valuable experience because 1
began to learn how to recognize signs of
giftedness in children who did not speak
Enghish, My vear in Padua also helped me
develop firsthand knowledge of the
problems of second language acquisition,

What are the most uportant issues facing
cducation?

I think the biggest obstacle facing gifted
cdication todav is the perception of some
cducators and parents that unless we teach
the same thing to everv child at the same
tiine. we are somehow deoving access to
some children. T don™tagree with thi
philosaphv. T think the vights of every
child are the sames the sight o a challeng-
ing cducation that teaches cach child to
bhe the best that he or she can be in eveny
arca of the aanrricalum and the vight o

2O

continued support and assistance (o
achicve the highest levels of performance.
However, children don’tall come o us
with the same interests, experiences or
readiness. You can 't take a gifted child
who speaks no Fnglish, plunk her down
ito an accelerated literature class with no
support, and expect her to succeed. Yon
can 't take a child who comes to school in
the morning without breakfast day after
day, and expect him to concentrate on his
studies all morning. You can’t take a
student who has not yet learned how to
multiply whole numbers and cxpect her o
multiply fractions. And yvou can ttake a
student who hias never plaved an instru-
ment and put him in advanced bhand!' [
betieve that almost all children are
capable of reaching advanced levels of
understanding, but only ifwe take into
account what they already know, what they
still need w learn. and then help them
devise a plan for further learning. [ am
opposed to tracking our underachieving
students, hecause I think there is good
evidence that mostlow achieving students
learn move when grouped heteroge-
neoushv, and because I think thatm the
past many children were relegated to low
“tracks” based on Iimited and inacaurate
information. However, I think vou can be
opposed to tracking at the tower achieve-
ment fevels and still support providing
advanced learning opportunities for gifted
and talented students.

This tssue faces all of education: are we
going to offer a standard curriculum to all
students, without regard to individual
differences, or are we going to provide
challenging curriculunm for all students
and individualize instruction so that
students who need additional supportwill
receive it and students who can demon-
stizte mastery of an arca of the caericuhnn
will be encowraged to move aheads?

: How do you like working in Sacramento?

Lt is fascinating to watch how law and
poliev are made. 1 have found that most
people agree on the gouals: a great public
cducation that tuens outwell-informed
citizens who can compete with students all
over the world incall subjects; azero
dropout rate and graduates who go on
enthusiasticallv either to higher education
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or a productive and interesting job; and
students who are committed to lifelong
learning, who are well-rounded and
healthy physically and emotionally. Most
people involved in government, whether
in the legislature, CDE, Governor's office
or other state agencies, are trying to
develop policy and support programs
designed to achieve those goals, We differ,
however, in our thinking about how to
reach those goals, and our differences
lead to fraginentation in the educational
systemn at every level from the legislature to
the classroon.

What is your conception of the ideal gifted
program?

1 have seen some programs in California
that border on the ideal. They have
certain characteristics in common: a focus
on what the child learns; acceptance of
individual differences in ¢hildren; encour-
agement to students to delve into those
aspects of a rich curriculum that particu-
larly interests them and to progress at a
pace that is challenging to them; promo-
tion of intrinsic rather than extrinsic
motivation to learn; teaching students to
celebrate cach other's achievements;
encouragement of students to develop a
realistic self-appraisal at the same time
they are striving to further their knowl-
cdge and skills in il arcas; and a knowl-
cdgeable teacher who is excited about
learning, likes children, and communi-
cates her enthusiasm to them.

What contribution would you most like to
make to gifted education?

I wish there was a simple answer to this
question, like “T would like to reduce
wasted talent by 25%!" As a carcer burcau-
crat, I realize that the contributions we
make at the state level are not casy to
measure, and tliat the most important
contributions are made by parents and by
teachers in the classroom as they touch
the lives of individual children and help
those children find jov in learning. |
would Tike to make it casicr for all class-
room teachers to recognize vaique gifts
and talents in their students anda to feel
comfortable helping those students

develop those gifts. I hope I can do that by
helping to set a state policy that encomr-
ages cach child to excel, working with
CAG to develop teaclier training pro-
grams, and assisting school districts to
develop or improve their GATE programs.

Funding is and will continue to be a
problem. Funding in disiricts with more
than 50 identified students translates to
less than $100 per year, and this includes
only a litle more than half of the state’s
school districts. This means that gifted
programs must search tor options that
don’t cost additional money. A special dav
class for gifted students generates revenue
hased on ADA, and that can fund the
teacher and materials and supplies. Some
schools are differentiating the curriculum
and instruction within the regular class-
room. This is not an expensive option, but
it does require a dedicated teacher, funds
for staff development, and some enrich-
ment and above grade level materials.

A GATE director’s wish list!

[ would like to see the education reform
agenda focus more on student achieve-
ment and the enconragement of students
to continue to strive to achieve at the
highest possible levels. As we try to reform
or restructure schools we should measure
our success in terms of impr()\'cd student
performance.

I would like to see us improve our systems
for identification of gifted and talented
students so that we increase owr identifica-
tion and support of giftedness in
underrepresented ethnic groups, and thus
continue to add students to the high-
achieving groups at every year of school-
ing.

I would like to have a challenging pro-
gram at the clementary, middle and
secondary grades for every student in
every school in California. We should not
aim for any goal short of this one, and we
shonld be united in working together to
meet this goal.

Anril 1
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Educational Reform, Values, and Gifted Students

by JAMES J. GALLAGHER

This article first appeared in Gitted Child Quarterly. Vol.
35, No.I. Winter 1991, Its velevance is vital to understand-
ing the relationship between gifted education and educa-
tional reform.

Those educators who work with gifted students
often feel apart from, not a part of, the regular
school systent. Some of our educational col-
leagues secem to see us that way too. Butwe have
played a more significant role in the general
education scene than many imagine. Who, for
example, has led the way in the development of
critical and creative thinking (Feldhusen and
Treffinger, 1985) ? Who hasidentfied and inter-
vened with the underachiever (Whiunore, 1980)?
Who has pioneered in looking at the need for
content sophistication in curriculum (Maker,
1982)7 Where did the concept of flexible pacing
come from? In many instances the education of
gifted children has played the role of pilot study
to significantimprovementin the regular educa-
tion program.

Still, we are a relatively small group and,
hence, are influenced by the Targer movements
that strike the American educational scene. For
example, Sputnik changed programs for the
cducation of the gifted more than the
25 years of internal wrangling among

has the potential for placing a serious barrierin
the path of educating gifted children, and we
need to be particularly alert to such barriers.

Values and Education of Gifted Students

It seems clear that personal and social values
play a significant role in determining how we
approach the special education of gifted stu-
dents. It has been accepted for some time that
the United States has had a commiunent to two
values that may sometimes conflict with one
another—excellence and equity. John Gardner
(1961) once wrote a book subtitled Can We Be
Lqual and Excellent, Too? and suggested that we
could do both but that we weren't doing too well
at that time. The need for special education for
the gifted child is often supported by those who
champion the value of excellence, but there are
many persons who believe deeply that equity
should be owr guiding principle in American
education. The acnal application of these val-
ues to educational decision making leaves much
to be desired. The ambivalence of the American
society toward the goals of educational equity
and educational excellence are clearly seen in
the proposed national goals accepted by the 50
gOVEIrnors.

cducators of gifted by stimulating

National Education Goals

needed curriculum reform. 1.
Now we are facing a new cra of
educational reform that promises to 2.
change significant aspects of the
American educational experience 3,

and, like a large wave, carry us in the
cducation ofgifted students along with
it. Herc aresix reforms, none ofwhich
were proposed with the gifted student
in mind, but cach of which can be a
major force influencing the educa-
tion of gifted children: (a) the excel-
lence movement, (b) cooperative
learning, (¢) middle schools, (d) cer-
tification of master teachers, (¢) site-
based management, and (f) account-
ability,

Each of them has the promise of

bringing a more exciting educational
system and a stronger program for
gifted and for all students. Fach also

By the vear 2000, all children in America will start
school ready to learn.

By the year 2000, we will increase the percentage of
students graduating from high school to atleast 90%.
By the vear 2000, Amnerican stndents wilt icave grades
{four, cight, and twelve having demonstrated compe-
tency over challenging subject matter, including En-
glish, mathematics. science, history, and geography.

4. By theyear 2000, 11.S. students will be firstin the world

5.

in science and mathematics achievement.

By theyear 2000, every adult Amnerican will beliterate
and possess the knowledge and skills necessary to
compete in a global cconomy and exercise the rights
and responsibilities of ddzenship.

By the year 2000, every school in America will be free
of drugsandviolence and offera disciplined environ-
ment conducive to learning.

Governors' Task Poree on Fducation
Charlottesvilie, VA
all, 1989

consined on page 29
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Storytelling, Developing the Movie Screen of the

Mind by paLe BuLLA

The power of visualization is no longer in ques-
tion. One need only look back at the Olympic
games and remember the athletes describing
how they would go through their routines in
their “mind’s eye” and see themselves
being successful in an event. The mind
cannot distinguish between imagining
an event and actually doing it. An ex-
ample of this occurs during a movie. Ata
particular moment of emotion or fear,
one may experience rapid heartheat,
quickening of respiration or even sweat-
ing. The body is reacting as if a real
situation were occurring even though
the event is happening only in the brain.
If the mind believes that the experience
isactually taking place then appropriate
messages are sent to the body.

Athletes have recognized this power
of mental imagery for some time and
they have used it toincrease their oddsof
success in competition. Educators and
parents are also starting to realize the
value of this often neglected yet natural
human ability.

Storytelling is one of the most power-
ful ways of enhancing the technique of
visualization and itisfree. The electronic
age has caused many people to feel that
“high tech” images can take the place of
“old fashioned” mental skills, yet the
ability to visualize is as important now as
ever,perhapseven more. From the board-
room to the classroom, the value of gen-
erating creative ideas is returning. The
act of sharing these ideas through imag-
ery can stimulate the imagination to in-
vent, to solve problems and to pose hypo-
thetical situations.

Without the ability to visualize, read-
ing and writing are just groups of letters
printed on a page instead of wide-screen
mental movies. If a child has not devel-
oped the ahility to see mental images, then
reacding may be simply the act of saying words
that are seen written on a page. Imagine how
boring reading would be if all the reader saw
were these words with none of the mental pic-
tures. Could this be a reason that some children
don’t like to read?

The same is true of writing. If the inind doesn’t
create images, how can the description be writ-
ten? It is no wonder a child questions, “What
shall Iwrite? How should I describe it? What does
it look like?" If a child is asking these questions,
perhaps the visualization process has not been
fully developed. The fault may not lie with the
child if he or she hasbeen “raised” on video and
movies. With these media, nothingisreallyleft to
the imagination of the observer. Passive atten-
tion isall thatis required here, not active mental
imagery.

After reading a story about a monster, how
often does a child ask to see a picture of the
creature? Sometimes he or she is unsure of a
mental image and wishes to know if it is correct.
The child may have been conditioned to think
that someone else’s pictures are better. Yet if
allowed to develop, the child's mental images
may be far better and just as exciting as any
illustrator’s work.

When a person listens intently to a story,
nothing can visually distract the mind from cre-
ating an image. The listener sees the images as
the story progresses and is no longer just a
listener but an active participant in the unfold-
ing of the story.

Someztimes when a familiar picture book is
read, the listener will correct the reader if the
tale is not accurately recited. Just try skipping a
page of a favorite storybook and the omission
will be noticed immediately. Yet when a story is
told rather than read, the listener is more willing
to accept variations in detail. Often he or she
can't wait to see what changes the storyteller
mightinclude thistime. Before long, the listener
will be helping fill in the details.

The nextlogical step will be for the listener to
become a storyteller. Making up stories or writ-
ing books may soon follow. Watch the improve-
ment in reading and creative writing and sec
how rich descriptions become. Once the art of
visualization is mastered, the mental images of
the young storyteller will have undergone a re-
naissance that can challenge any of Sweven
Spielberg’s special effects!

Dale Bullais a teacher turned professional storyteller.
He can be reached at 1205 Wiltshire Dr., Carrollton,
TX 750074810,
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A British Kid’s Reading List

Cowrtesy of the Advocate from the Connecticut Association
for the Gifted comes this list of recommended books for
schoolchildven in Great Britain as suggested in the new

national cwrviculum guideiines in Great Britain.

Ages Five to Seven

Each Peach Pear Plum, Janet and Allen Ahlberg
AMr. Grumpy's Quting. John Burningham

Wheve the Wild Things Are. Maurice Sendak
The Very Hungy Caterpillar, Eric Carle

Titch, Pat Hitchins

Dogyger. Shirley Hughes

The Owl Who Was Afraid of the Dark, Jill Tomlinson
Bear Hunt. Amhony Browne

Not Now. Bernard. David McKee

Lady Dauvid, Dick King-Smith

The Tale of Peter Rabbit. Beatrix Potter

Little Gvey Rabbit to the Rescue, Alison Uttley

More challenging works for this group include:
The hon Man. Yed Hughes
A Nechlace of Raindrops, joan Aiken
Just So Stories, Rudyard Kipling

Ages Seven to Eleven
These children should read verse by writers such as
Ogden Nash, Brian Patten and James Reeves and
fiction by such writers as Rumer Godden, Russel
Hoban, Rosemary Sutcliffe, Joan Aiken, T.H. White,
Leon Garfield, Richard Adams, Jill Paton Walsh and
Raoald Dahl.
Classic poetry for this group include:

Sea Fever, John Masclicld

The Wreck of the Hesproris. HLW. Longlellow

The Jumblies. Idward Lear

The Listeners, Walter de la Mare

You Are Old, Father William, 1.cwis Carroll

Macawmty, the Mystery Cat.’I".S. Eliot

The Lighwayman, Allved Noyes

It Was Long Ago. Fleanor Farjeon

Tearantella, Hillaive Belloc.

“Long established children’s fictiun™ include:
Alice’s Adventires in Wonderland, Lewis Carroll
Peter Pan, J.M. Barrie
Just William, Richmal Crompton
Swallows and Amazons, Arthur Ransome
The Wind in the Willows, Kenneth Graham
The Lion, the Witch, and the Wardrobe. C.S. Lewis
Winnie the Pook, A.A. Milne
The Jungle Book. Rudyard Kipling
The Raikway Children, E. Nesbit
The Little House on the Prairie, Laura Ingalls

Wilder

What Katy Did. Susan Coolidge
The Borrowers. Mary Norton.

Texts that “broaden perspectives and extend think-
ing” for this age group include:

The Once and Future King, 'T.H. White

How the Whale Became. Ted Hughes

The Woluves of Willoughby Chase. Joan Aiken

The Hobbit. J.R.R. Tolkicn,

Ages Eleven to Fourteen

These children should read such plays as: Under
Milkwood by Dylan Thownasand Pygmalion by George
Bernard Shaw and poetry by poets such as: Seamus
Heancy, W.I. Auden, Robert Graves, R.S. Thomas,
Grace Nichols, Vernon Scannell, Elizabeth Jennings,

John Begeman, Wendy Cope, William Blake, S.T.

Coleridge, Thomas Hardy, Robert Browning, John
Keats, Alfred Lord Tennyson and Emily Dickinson.
Suitable fiction includes:

Treasure Island, R.1.. Stevenson

Aduentures of Huckleberry Finn. Mark Twain

Litile Women. Louisa May Alcott

Robinson Crusoe, Danicel Defoc

Wessex Tales, Thiomas Fardy

Jane Eyre. Charlotte Bronte

A Christmas Carol. Charles Dickens.

Ages Fourteen to Sixteen

These pupils should read at least one play by one ofa
listofauthorsincluding: ArtharMiller, Bill Naughton,

J.B. Priestly, R.B. Sheridan, Arnold Wesker, Thornton

Wilder, Qliver Goldsmith, Oscar Wilde, Robert Bolt,
Peter Shaffer, Tom Stoppard, Alan Bennett and
Henrik Ihsen. Suitable poets include Thomas Gray,
William Wordsworth, Percy Bysshe Shelley, Matthew
Arnold,Robert Burns, Christina Rossett, John Donne,
Geoffrey Chauceer, John Clare, Robert Frost, Philip
Larkin, W.B. Yeats, Sylvia Plath and Dannie Abse.
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Novels include:
Gulliver's Travels, Jonathan Swift
Stlas Marner, George Ehot
A Tale of Two Cities. Charles Dickens
The Mayor of Casterbridge. Thomas Hardy
Wuthering Heights. Emily Bronté
Iride and Prejudice, Jane Austen
The Moonstone. Wilkie Collins
The Red Badge of Courage, Stephen Crane

Poetry Pot

by ELAINE S, WIENER

Shhh. Darken the room. Light the candle. Chant
a mood setting poem as everyone settles around
the poetry pot.

It’s a timeless ritual which has its own evolu-
tion cach year because cach group of children
responds in original ways. [Us also a reminder to
me that I, however, am not timeless. 1 was
thirty years old, twenty-six years ago, when |
first read Albert Cullum’s Push Back the Deshs
(now published by Fearon Teacher Aids).
The second I read the chapter called Po-
ctry Pot, [ knewl had taken onalifelong
commitment to the art of magic.

Buon

Andmagicitis. As the children
sit wround the pot, we discuss
how we're geing to listen to
sounds written by weople who
can make words paint beauty and
excitement. We listen for pictures
of places, and we listen for feelings
which also live in our own minds.

A chosen child mystically pulls a pack
of thirty-two duplicate poems from the

N UpshUUSL mowld

ancient cauldron we call the poetry pot. The
teacher reads the poem by candlelight. The
intonation of the reading is punctuated by flick-
ering shadows. As these twenty-six years have
passed by, the look of six-, seven-, and cight-ycar-
old facesin candlelight never fails to reveal such
wonder. Children need magic. I need magic.

Lights on! The pack of poems is distributed.
Thirty-twovoices read together. “Whowill dare?”
Then agroup of three or four recite. Finally solo
after solo, and then a total group reading is
repeated.

Other suitable authors include Graham Greenc,
D.H. Lawrence, H.G. Wells, H.E. Bates, William
Golding, George Orwell, L.P. Hartley,John Steinbeck,
Aldous Huxley, ErnestHemingway, Harper Lee, Laurie
Lee, Ray Bradbury, Somerset Maugham, Fvelyn
Waugh, Mildred Taylor, John Wyndham, Deris Lessing,
Susan Hill, Joseph Ceonrad, E.M. Forster, Richard
Hughes, Winifred Holtby and AlexanderSolzhenitsyn.

Lights out! A new pack of duplicate poemsis
pulled out of the pot by a new “chosen” small
hand. Shy children recite softly; blustering chil-
dren “act” the recitation. * Who will dare?” pro-
vokes even more volunteers.

Only two or three poems are “discovered”
cach Friday afternoon. When the last poem is
finished, the candle-lit room is darkened one

lagt time to reminisce, to think, to talk, and

especially to “observe” the look of a magical
environment. Qur memory will fast untit we

can re-experience peetry pot next week.

(Learning that one can hold pleasure in
the mind is a side goal.)

Then partners, small groups

cozy up tovarious corners, outside

trees or a desk or two to recite to

cach other. The room buzzes with

poetry from our folders; this week's

poctryand last week’sandall the weeks

since September. By June each child has
a collection for childhood cternity.

Some years, when the chenistry is rvight, we
draw, paint, practice, narrate, act out, develop
stage presence, perfectmicrophone projection—
all for a poctiy show,

Some years are not performing years. Bul
every year we read by candlelight the world’s
great poets, and we believe that poctry is pro-
foundand joyful and sillyand sad and comical—
and especially magical.

Elaine Wiener teaches first, second and third graders
in Garden Grove. She may be reached at 714/538-
2636.
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Philosophy: The International Language

by JERRY CHRIS

“Education is the sense that cevtain kinds of questions must
be answered by a Hegel and not Jeyee Brothers. That is what
we 've lost.”

These words from Allan Bloom's The Closing of
the American Mind poignantly earmark a major
tragedy in modern education: despite our et
forts to teach critical thinking and problem solv-
ing, we have neglected the very foundation for
those endeavors—classical philosophy. From Tao
to Plato to Kant to Sartre, man has sought an-
swers in his search for truth, beauty and good-
ness. And now, as cducators throughout Califor-
niaseek bridges within an increasingly culturally
diverse society, the international language of
philosophy scems ever more significant.

Content-area teachers, faced with Advanced
Placement and International Baccalaureate ex-
aminations, might immediately question the
adaptability of philosophy within the English,
math, social science or science curriculum. Per-
haps this very question isa reflection of Bloom’s
criticism. Teaching critical thinking requires a
movement away from absolute answers; it de-
mands student inquiry, analysis and evaluation.
Philosophy, readily gleaned from such simple
texts as Durant’s The Story of Philosophy, can pro-
vide that tool in every discipline.

Let us consider practical lessons in several
subject areas. Suppose, for example, students
are reading Lord of the Fliesin a literature class, In
his work, William Golding clearly expresses the
motif tha: without the formal structure and laws
which a government provides, man necessarily
tends toward evil and self-destruction. Two great
philosophers, John Locke and Thomaslobbes,
are diametrically opposed concerning the good-
ness of man’s nature, with Hobbes agreeing with
Golding. The teacher now has several possibili-
ties for high-level, critical thinking activities. An

examination question might ask the students to
evaluate Golding’s position in light of the phi-
losophy of Hobbes and Locke. Their debate
would also provide an excellent foundation fora
written dialogue asa final essay prompt. For the
teacher who enjoys role-playing activities, per-
haps Hobbes, Locke and Golding could bring
their argument to the classroom.

Well and fine, the math teacher might sug-
gest, but philosophy has its base in the humani-
ties, not in mathematics. Not necessarily so.
Consider this statement from Bertrand Russell:
“People have discovered how to make reasoning
symbolic. . .. The aim of life then should be to
equal the perfection of mathematics by confin-
ing itself to statements similarly exact, and simi-
larly true before all experience.” Students might
now be asked to write an essay that explains
whether or not things which they value in their
life can be reduced to mathematical formulas.
Some answers will be obvious; most will agree
that affairs of the heart go far beyond what is
measurable. Howeve., students, upon further
introspection, will discover that the nature of
other facets of being a teenager are very math-
ematical, such as music and dance. Additionally,
math teachers should be aware that philosophy
offers excellent opportunities for interdiscipli-
nary reading. Books with a mathematical basis,
such as Hofstadter’s The Mind'’s Eye. or Gidel,
Escher. Bach. are readily available in every high
school library, and current best sellers which
feature characters whose philosophy of life is
founded inmathematics, such asHoeg’s Smilla’s
Sense of Snow, abound.

The marriage between social science and
philosophy seems to be a natuval. Indeed, the
Theory of Knowledge course in International
Baccalaureate requires a unit on historiogra-
phy—the evaluation of truth within the writing
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of history. As a jump-ofl point. students might
consider Mortimer Adler’s statement that his-
tory did not take place in 1532 or 1951, but
rather in the vear “1 Read™ in other words,
history takes place only as deseribed by the histo-
1ian or as interpreted by ihe reader from the
text.

One of the most successful and interesting
civies lessons I have seen is the “Philosophers’
Cocktail Party.” One wecek before the “party.” the
teacher assigns cach individual in the class a
philosopher to research and role play. He also
gives cach student specific quesiions to answer
concerning his character's views on the role of
governmentinsociety. Atthe party, which might
be complete with soft drinks and brownies, the
students (philosophers) must mingle with their
colleagues to answer all questions assigned (o all
the phitosophers. For added fun, extra credit
can be granted for “raps” delivered from the
point of view of the individual philosopher. This
also provides excellent review for the final.

Without philosophical discussion, modern
science is hollow, In fact. most universities now
require ethicsasan integral part of theirscience
curricutum. DNA research, gene splicing. pre-
natal surgery—indeed, every scientific advance-
ment—dentand an analvsis of intention (Kant)
and consequence (MilD), of the common good
(Plato) and individual riglts (Spinoza), of ex-
tremism (Hedonists) andmoderation (Anistotle).
In addition. discussion of the scientific method,
inductive vs. deductive reasoning, paradigms
and phenomenology will raise critical thinking
levels well above simple lecture or experiment-
based formats,

Fihical discussion, however, should not be
confined to the science classroom. At a time
when the public sereams for educators to im-
prove the values of todav’s youth, ethical phi-
losophy provides an casv avenue whereby teach-
cors can atleast cause thenr students to reflect on
the cousequences of anv action, whether that
action bein literiy fiction, a historical decision
orascientific investigation. As society driftsaway
fromab olutes—from dogmatic interpretations
of literature. from the concept of historical “fact,”
from mathematical axtoms—the teacher be-
comes the factlitator for the students' varied
judgments on every issue or problem, This, how-

ever, is not to say that absolute beliefs in them-
selves should be dismissed as a legitimate phi-
losophy, as evidenced by Kant's Categorical Im-
perative or Plato’s Philosopher Kings.

Thematic approaches to content, rather than
arrangement by chronology. facilitate the use of
philosophical discussion; this works particularly
well in team-taught, interdisciplinary classes, In
our humanities umbrella, owr units include:

e The Nature of Man

e Communication and Logic

e Man in Society

e Power and Authority

¢ The Scarch for Truth and Beauty

o Lithics
Metaphysics

e Love.

Fachof these themesallows nsto develop our
coatent, cross over to the other disciplines, and
cvaluate mankind’s behiefs and movements
thirough philosophical eyes. Several of our key
role-plaving activities and seminar discussions
revolve around The Great Books of the Vestern
World: through the use of the “Syntopican™ in-
dex, studentscan focusimmediatety on the philo-
sophical beliefs ofany given philosopheronany
gwen topic. A thematic approach also opens the
door for exciting literature with a philesophical
motif, such as The Tao of Pooh by Hofl and Fint
You Have to Row a Little Boat by Bode, in addition
to classies such as Siddhartha by Hesse.

Jacob Bronowski, in his Ascent of Man, has
stated, It is important that students bring a
certain ragamuiling barefootirreverence to their
studies; thev are not here to worship what s
known, but to question it Indeed, education is
now some fifteen years removed from the mere
regurgitation of facts as a measurciment of stu-
dent and teacher suceess. As we approach the
2ist century, only one universal methodology
remains intact that crosses all disciplines and
fanguages—philosopbical inquiry. Bronowski's
message only echoes Socrates” words fron 2300
vears ago: “The unexamined life i+ not worth
living.”

Jerry Chris was one of the CAG Summer Scminar
teachers. He teaches at Mission Viejo High School,
25025 Chrisanta, Mission Viejo, CA 92691,
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Alternative Assessment Strategies in Language Arts

by . AN JACOBS

Our schools have changed, but perhaps notall
for tic worse. In California high schools, it
comes as no surprise to educators that our
student population is not what it was even four
years ago. With increased pressures from all
facets of society, not the ieast of which is televi-
sion, our students no longer come necessarily
equipped with the academicskills or motivation
we mightonce have expected. Asavesult, we see
bright swudents who dislike what used o be
popular assigniments and are unskilled in writ-
mg the papers that used to be almost second
nature and certainly likely of success.

If we do not address this issue directly, how-
ever, we are unlikely to continue as educatons
for the long term, except as cynical ones. It's
mportant to note that our students today who
tack those “essential” skills also bring with them
a range of expertise that varies from top-notch
computer skills to publishing to singing profes-

sionally. which our former students, because of

vastly different demographics and opporuni-
ties. may have lacked.

In light of this changing population, how-
ever, we need to look to our audicnce for clues
on how to bestengage theirattention and create
an atmosphere in which they enjoy. once again,
the idea of learning and being challenged.

All of us have met the student who reads
continuously, alinost (o the exclusion of any-
thing else and who refuses on principle to do
any assignment that he deems to be busy work:
this student can be scen canrying agrade of D in
a class that mandates daily homework to be
turned in, even though he consistently carns A's
on the tests. We are all familiar with another
studentwho isso motivated by attention thatshe
will risk her relationship with the teacher to
maintain an audience of her peers and who
varies from grandstanding about irrelevant is-
sues one day to giving nearly perfect speeches
on class-sanctionced topies the next. All these
children need to learn the content, yet cach
internalizes it differently.

For these students comes alternative assess-
ment: the idea that a student can demonstrate
mastery of a contentarcain move than one way.

Today's students are not likely to respondd
favorably to the “Here's a worksheet; it's due
tomorrow” procedire that we may have grown
up with. Our new population requires new strat-

egics. For these students alternative assessments
may prove helpful for some of the benchmark or
culminating activities in the class.

To this end. I offer a potpowri of ideas thal
have worked for students in my English classes,
both at the sophomore gifted and the senior
college prep levels.

Some studentsmaystilt fail these assiginments.
Alternative assessment is not a panacea. But
given thatonly about ten percent of our popula-
tion prefers to learn from lectures and tests, we
need to work with that majority who have long
been neglected in our procedures. More stu-
dents will internalize the material better in the
long run thanif they were given an objective 100-
pointtestorten worksheetsorapapertheydon’t
care about.

Alternatives to Essays

1. lave students write about themselves in the
style of the anthor they have just studied. |
generally use this witls Chaucer’s Canterboy
Tules and have the students introduce them-
selves as if they were being written about by
Chaucer as once of the members of the pil-
grimage.

2. Have students keep a journal from the point
ofview of one of the characters they have read
about. Or if you are studying a specific time
period, have the student pick a typical person
(baker. priest, ete.) and write from that per-
spective. Depending upon the age of your
students you may choose to make it more
academic by having the students incorporate
their individual rescarch into this journal.

3. Allow thestudents to select from a number of
writing options to demonstrate their Knowl-
cdge of the content arca. A short newspaper
or magazine works well with groups. and for
the students who prefer individual wor k yon
might suggest an oral history i the time
period permits. Asalternatives in this Kind of
list, T offer traditional rescarch papers on a
topic that the student and T agree upons a
book report on a related work that the stu-
dent reads individually: and generallv, Falso
allow a mare open-ended option that atlows
the student to think of a written project,
subject to approval,

4. Have the students compare/contrast them-
selves to a group of characters in a work.
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Which character is the student most
likcandwhy? Thisassignmentworks
bestif the work being studied has a
fairly brge number of characterswho
are clearfy defined. When studying
historical work, suggest that the stu-
dent become the author—in 1994,
What would be the artist's perspec-
uve todav: What would be hisor her
major concerns? How would the
writer discuss these current issnes?
5. After finishing a murder mystery
novel of then choiceand while wark-
myg on Macheth, 1T remmnd the stu-
denss of all the murdersand motives
they nave vead about. Then I have
them write their own murder mys-
terv. Thevgeneratlvaska plethora of
gquestionsabout length, plot.ete. 1o
which Frespond that Fwantthe story

and the food prepared for the class.
It’s a nice culmination to a medicval
unit,

Especially when my extracurricular
demands are heavy, I lock for the
students’ work to decorate my class-
room. Currently, my seniors (new to
me this semester) are turning in a
bumpersticker that best exemplifies
their lﬁ'c/z\llitudc/expcrienccs.
When they turn it in, they explain to
the class ()-lfili‘l)' who they are and why
the bumper sticker suits them. Dur-
ing the same period, my sophomore
GATE students (whom I already
know) will be creating a bumper
sticker that bestcompresses the views
of Macbeth or Lady Macbeth or
Shakespeare into a pithy and witty
statement.

day wiat the presentations begin, 1
tell each student to keep track of
their three favorite presentations,
because they will be “buying” thesc
books with the coupons that I'll give
out. You can give the winners prizes,
extra credit, or the option of pre-
senting their project at aschool fair.

6. Occasionally as a short break, 'l
give random groups of students two
pipe cleaners with which they must
creatc asymbol foracharacter. When
they've finished, they explain their
results to the class. 7 s is especially
effective the day before a test to get
them calm.

Kohlberg’s Model
If you are familiar enough with
Kohlberg’s Model of Moral Develop-

to be complete and wonderful. Al- 3. While working on totalitarianism, mentto teach it, have the students de-
though I did have one parent ques- have the students make a visual rep-  cide whichleveldifferentcharactersare
tion thisassigmment, the fiction that resentation of thenummbersof people  on. When explaining this idea, [ gener-
was turned in by the students was of killed in various purges (e.g.. Holo-  ally use as an example The Dead Poets’
the highest caliber, and Twould ree- caust, Armenia, Cambodia, Stalinist  Society, as it offers clearly defined char-
ommend it purges). If one bean equals 1,000 acters on a number of different levels.
6. Whiicstudying totalitartan states, the lives, for instance. they will be sur- This exercise helps students discover
students form grovps in which they prised to sce visually how big ten characters’ motivations and acts as a
brainstorm what they would include million is. continuity builder over the course of
in « hill of rights, responsibilitics 4, As a culminating assignment for a the academic year if you refer toitmore
and values. Once finished, they Waorld War 1 unit, the students cre-  than just once.
present theirideas to the class. That ated groups of three to four people When the work under study ofters
done, the students write an essay in and rescarched an arca of World  the opportunity for multiple interpreta-
which thev judge which bilt of rights War I that we had not reaily dis-  tions, you can begin a good discussion
they would maost like to live under cussed (e.g.. women’s role in the by telling cach student to bring his or
andwhv, I they disagree with a com- war.major battles,weaponsandfight- - her idea of the perfect present for a
ponent of their favorite, they can ingstrategies. life on thehome front).  given character. They need to take into
explain their feclings, but should When they had gathered enough in- - account the character’s needs, wants,
also include why that bill of vights is formation, they were to create a pre- available resources, personality. ete.
still the best one to live under, given sentation that centained threcof the  When they explain their present, they
the areas of disagreement. following four components: written,  must justify why thisis the best. You may
visual, oral. kinesthetic. I gave the  want to place parameters on this; telt
Non-written Options students lists of hypothetical project  students that anything goes or that you
Non-written options need to be of options for each area and allowed  want the gift to be something tangible.
fered at vartous points in the year, and them some latitude inselecting from — something from hat time period. ete.
while thev are often thought of as the this list and creating their own.
“fun” projects, theyv can also carry aca- - 5. lustead of the wraditional mind-  The Novel Party

demic weight.

L. ltisimportant thatat some time the
student engage in documented re-
scarchy butit need not always be the
precusor to a fornsd paper. Once
the form of the bibliographic infor-
maton is clear, the students could
researchmedievalfoods. Their prod-
uctsa bibliography of their research

numbing book reports (“My book
was about. .1t was very good”). have
your students create a contest in
which they “sell™ their book to the
class. [ offer suggestions as to how
thiscould be done (videos, speeches,
sound cflects, visnal aids, costumes,
posters, dramatic reading, ete.) and
give them plenty of lead time. On the

I've also included one fuli-blown as-
signment for use when you want groups
of studentstoread novelsdifferent from
other groups. (This was one of those
times when necessity really did create
invention; there weren’tenough novels
for the entire class to read, so I broke
them into groups of four to six and
distributed a variety of novels.)
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The Novel Party

Your goals for this project are several:

1.

You are to thrcw a party using the novel your group has
read as an organizing theme. To that end, consider the
Kinds of room decorations, costumes, music, food,
atmosphere, and activities that would be most appropri-
ate. The theme should beimmediately evidentand clear
upon entering the room.

By the time the party has ended {one class hour)
everyone should feel as if they have been so far im-
mersed into the topic/themes of your book that they
have actually experienced the novel, though they have
notyetread it. The goalis that they retainyour message.
Enjoy yourselves in a self-controlied manner.

(Your party should be well planned before it begins.
During the party would not be a good time to discuss
seating options, for instance.)

Creativity is essential, Consider all the ways you have
ever learned/been taught a subject like a novel and
expand from there. Go beyond what you have seen
others do. Be free spirits with a purpose. Keep us safe
and use common sense, but otherwise don‘t place
artificial limits on yourselves.

You need to work well with each other and pull your own
weight within the group.

(Consider what you have learned about Bloom's Tax-
onomy and Kohlberg‘s Model of Moral Development.
Keep these two educational gurus in mind as you plan
your party.)

Use various senses: auditory, visual, kinesthetic. Re-
member that when vou w:".ch a lesson physically, it aids
in the retention of your ideas, it also causes the brain to
grow. You are, for this hour, a gardener of huge brains.
Cultivate them welll '

Have fun!

Alternative Evaluation Strategies

Asimportantas - assignmentis the evalua-

tion of it. Students have the right to know how

they are being graded before they begin to work:

on a project. We must tell them not only the
number of pointsitis worth, butwhat eriteria we
will be looking at. While assigning a project, |
demonstrate what T expect by using examples
from previous classes; 1 show them quality stu-
dent-made videoswith commaentsafterward about
what could have been improved from my point
of view. If I'm the one doing the grading. they
should be aware of my version of the ideal form.
We discuss what they could suggest to improve

the examples that already demonstrate quality.

Asan interesting sidenote, one of the charac-
teristics that distinguishes gifted students is their
desire to be sirrounded by quality—and their
subsequent dislike of anything thatisn’t. A dis-
cussion of quality, then, can be a watershed
experience for manywho maynever have thought
of what componeints go into a great presenta-
ton.

Peviodically T have my students peer edit/
grade cach other’s papers. Uncomfortable as
this is to some. itis supported by writing research
and offers several benefits. It's often casier to
fearn editing skills on a paper written by some-
one clse. Since the studentisn’t already certain
of what was meant, clarity becomes key. It is
possible for the students to write more often
without sending the teacher over the brink of
insanity and wheun the students learn what to
look for, they are inore comfortable with revising
their papers before turning them in.

On page 19 1s an example of a recent rubric
used on an in-class essay. Note that any of these
categories could be deleted completely and re-
placed (or not) with some other component.
When creating arubric for youwr use, consult with
your students on it before simply handing it o
them. Or after exposing them to one that you
have finished, ask them to work with you on the
rubric when you give the nextassignment.

The rubric eliminates much of the concern
students have when dealing with their grades;
most complaints traditionally have centered on
“I have no <lue what she/he wants, How am |
supposcd to give it to him/her?”

Anotherbenefitofthe rubricifused with peer
cditorsisthat they have very specific information
to look for, rather than the usual global concern
of “Is ita good essay?”

With alternative assessment options available
to us, students will hardly be likely to complain
abouthow boring classis, norwill they be aslikeiy
to skip homework assignments since they can't
alrcady know the answer untl after they have
done it. Student involvement and discovery is
crucial to their suceess as independent thinkers.
By addressing the issue of changing needs, we
can ensure that owr students will learn not only
owr cantent area, but they will go on to process
the skills they have fearned in our classes long
after graduation,

Joan Jacobs teaches English at West High School in
Bakersfield. She may be reached there at 1200 New
Stine Road, Bakersfield, CA 93309,
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Name of Essay Writer

PEER EDITING OF ESSAY

Mechanics: Grammar/Punctuation/Spelling

Peer Editor Number

__Use of Time.

5-0-1 errors 5 - The essay seemed long enough to justify an hour’s
4 - 2-3 errors worth of writing.
3-4-5errcrs o , .
4 - The essay indicated a substantial amount of writing,
2 -6-7 errors ) ) .
but the writer seemed to spend a length of time
1-8ormore errors reading notes rather than writing.
3 - The essay is of moderate length; it fulfilled the
Content: Message/Purpose assignment but did not indicate that the writer had
. . . . i of time.
5 - The writer has an important point that is not obvi- Plenty to say or an effective use Ime
ous to the reader. The essay is clearly directed. 2 - The essay was short, given the time constraint, and
. S . ] a result.
4 - The writer has a point; it is stated clearly but is the reader suffered as u
sometimes obvious. There is a clear beginning, 1- Essay? What essay? You say it took an hour to do
middle =nd end. this? .
3 - The writer has a direction, though it's occasionally
interrupted by a digression. The content is visible,
frup Y 9 Overall Impact
but is not necessarily new.
] . ) ] 5- The essay is interesting, clear, informative, and
2 - The writer did the assignment but did not seem to compelling to read. Once started into it, the reader
know what to say. The direction is not clear, nor is can only reluctantly turn his/her attention to some-
the message. thing else.
1 - The writer has no clue about direction or message 4 - The essay is interesting, but not quite as much as
what's happening after this test. The writer is clear
) but not quite compelling.
____Specific Use of the Novel
. o - j without that sense of
5 - Sources cited are accurate, insightful, and relevant 3 - The essay does the job but without
' ) . panache
to the message. The writer supports all major
points with clear examples. 2 - The essay is unclear or muddy in sections. The
. ) ! . olivati
4 - Sources are generally correct, though sotne details writer has not given the reader the motivation to
- . want to read past the first tew sentences.
have been modified Relevance is generally there
Most points are supported with examples. 1 - The essay not only does not maintain interest, but
3 - Student used examples but not consistently. De- tfon fm'tSh'ng it, the reader has no notion of what
tails are not used or are only partially correct. The € point was.
link between major messages and supportive ex-
amples is weak N '/56'
_ . . Total Points
2.- The wnter did the assignment but did not give olatromts
evidence of having read the novel. The writer did
not support big ideas with examples in any consis- TOTAL SCORE:
tent way
1 - The writer has no idea about how to use examples
to support an essay.
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Behind the Door

Students in Julia Candace Corliss” class of 8 year olds at the Mirnan School

looked behine the door, and this is what they found.

There was a flower garden
Brightly shining
Some butterflies

Are playing tag in the trees.

The butterily king is happily dining
And the butterfly queen starts to tease.
The butterflies, the butterflies
Are flying round their king.
Then the brightly colored flowers
To the queen begin to sing.

1 tried to get through the door
But no matter how hard I tried
I could not quite get through the door
And so then my dream
Just, died.

—Elisabeth Cohen

Behind the door
A forgotten memory
Lies on the floor
Gleaming
Shining
And waiting
For someone
To remember it.
This memory
Is one of the memories
That is almost
Never remembered.
A memory that is
Most cherished...
The memory of childhood.
—Mollie Birney

I open a door

I look behind.

I see a hallway of doors!
I open each one

And whatdo I find?

Behind each one is a good book.

I read each book

One by one

And poofl

I am lost in a forest

With stones to lead me home.

Behind the door

Is a world of written words.

Behind the door

Is a picture of happiness.

Behind the door

Twinkling stars play.

Behind the door

The moon talks to me.

Behind the door

Are many thoughts of curiosity.

Behind the door

Is your poetry side.

Behind the door poetry flows

Like a waterfall splashing

down.

Behind the door is love.
—Camilla Marcus

Behind the door
Is a sea of beautiful flowers,
Fresh air and the golden sun.

The golden air smells so clean.
The flowers look like a dove of peace
Flying in the sky.

There are mountains
Covered with snow
Like the fluffy white clouds above.
Little rabbits scurry to their homes fast
Like the wind whistling in your cars.
An eagle swoops overhead
Then it is gone.

Behind the door is a sea of beautiful
flowers

Fresh air, and the golden sun. -
—Alison Kase

Behind the door
Is a piece of comedy
The piece of comedy
Jumps into me.
I start of squirm, giggle,
And laugh.
The piece of comedy
Makes me go crazy.
It tells me jokes
And plays with me.
And now the piece of comedy
Stays in the door.
Butl come and see it
Every day.
—Lisa Becker

Behind my door

There was a monster

The ugliest monster

1 ever did see.

And he had a big old mouth

With a thousand teeth

Gleaming right at me.

A nasty look was in his eye

Dribble was dripping out of his mouth.
I offered him a piece of steak

Then 1 ordered him to look south.
The monster did look south indeed
I hit him in the hecad

In each book I find myself inside the pages

And when he went out crying,

Walking through a door of adventure.

_ 1 went upstairs to bed!
—Stephanie Mitchell

—Josh Phillips
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E ¢ H N E T

Dynamic Connections at the Junior High—Using the

This article describes my experiences dur-
ing the 1993 fall seester as two of my 8th
grade classes (Science and Honors En-

glish) collaborated in a telecommunications

projectsponsored by AT&T. Although the activi-
tics conducted during the semester corrclate
with our specific curricalar topic—nutrition—
they can be adapted to a variety of topics and
content arcas. As education embarks on the

Information Supertlighway, projects facilitated

by telecommunications will become increasingly

common. [ hope the AT&T format and this
model encourages you to come aboard.

I found that participation in a survey-based
project fosters skill developmentin severalareas,
mctuding:

s creating survey questionnaires
¢ (abulating data
e using spreadsheet and database tools to
organize data and provide examples
e creating meaningful and accurate charts
and graphs with computer software
e analyzing data todiscover patterns, trends,
and relationships
e developing and supporting hypotheses
e defending conclusionsin written and oral
presentations
e using a computer and modent to commu-
nicate with students at distant locations
Six classes collaborated with oursin the Learn-
ing Network. The teachers were Governors’ Fel-
lows who had worked together last summer at
the Teachers and Technology Institute. Each
was responsible for sponsoring a project in ¢i-
ther math or science that reflected the values
and vision of AT&T including: vasuing team-
work, innovation, integrity, dedication to “cus-
tomers,” and respecting the individual. We were
charged with the mission of encomaging our
stndents to design devices that imcorporated the
future thrusts of the corporation: voice/audio
processing, visttal communications, messaging,
wireless commumication, and networked com-
puting.

AT&T Learning Network vy terrie cray

STEP ONE: Creating a Project Topic

When we first got “on-line.” we spent two
weeks getting to know cach other by exchanging
Classroom Suiveys of Class Favorites (music,
food, sports, ctc.) We also shared informaiion
aboutareas of local interest and about our local
cconomies. The formal project was not begun
until nearly a month had gone by. During the
mterval, cach classroom brainstormed possible
topics, and selected one thatseemed interesting
and would At in with the course of study. These
topicswere proposed ondine to give the partners
a chance to respond. This turned out to be an
nuportant phase in ihe development process;
my classes were interested in designing vehicles
that would not operate in the presence of a
handgun. Theirmotivation was to limit the mun-
ber of drive-by shootings. Our partmers in Pe-
troit, however, were uncomfortable with the topic.
The teacher remarked, “My students face this
problem every day—they don't want to have to
deal with it as part of this ‘fun’ project, too!”
Naturally, we wanted to be sensitive to the needs
of our peers and changed ouy focus.

The projectultimately designed by my classes
was an outgrowth of a unit on Nutrition and
Digestion. We discovered one day that many
students did not cat breakfast; some simply be-
cause it was inconvenient—others because they
wanted to avoid getting fat. We decided to find
out if students in other states shared similar
concerns and habits.

STEP I'WO: Involving Students at Other Sites

One principle of telecommunications is that
the most effective projects ave those that are
absolutely dependent on interaction of the dis-
tant partners. If the project could be conducted
satisfactorily within the single classroom, itis not
an ideal teleconmmuuications project. So, once
the topic is initiated, the means of involving the
other sites must be determined. Since my stu-
dents were curtous about the cating habits of
their peers, they had lots of questions—and
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those questions became the basis for a set of suneys. The
surveys were divided into two sections; the firstasked general
questions such as:

How often do you eat breakfast?

always sometimes never

Where do you eat breakfast?
at home at school

The sccond section asked respondents to check boxes

according to what foods they had caten that day, for example:
milk?

fruit or juice?

cereal?
sweets?

meat or egqs?

The students generated one suvey for breakfust and
another one for lunch. Each student carried a copy of cach
swvey and got information from classmates throughout the
day. We also uploaded copies of the swiveys to cach of our
partner schools.

An interesting development is that one student grew
intensely curious about students’ perceptions of body image
and how that related 10 their eating habits. Because she felt
the (tlzxsé-(losigllc‘(l swveys would not yield the information
she wanted, she designed her own swivey, lunched it o the
partners, and worked with a team to conduet it at the home
site. Her stuvey—which was 1o be anonvmous—included
questions such as:

Are you comfortable with your weight?

Have you ever tried to diet?

Have you ever been told you were fat?

Do you ever skip meals?

I am pleased that this student was engaged in the project
to this degree, and that the project was flexible enough to
accommodate her interest. I eel that through this activity,
was able to differentiate the cwrriculum to include this spe-
cific student’s needs.

STEP THREE: Working with the Information

Over the next several weeks, students responded to
swveysand requestsfor designs fromother classroomsas they
collected information for their own project, including data
from owr Learning Network partners. At this point, the two
classes | had working on the project diverged: the English
class began focusing on interpreting the information, while
the science class [ocused on learning about the body's nuuri-
tional needs.

After every classroom responded, the students hegan
tansforming the information into a usable form. In (he
computerlab, Twasable touse the AT& T projectasthe reason
for learning how (o use a database and spreadsheet. T has
bheen my experience that teaching students how tose these
tools withouta curricular context has very limited jimpact.

The “Why should we do this?™ is not dear, Haning piles of

survey printouts and needing to make sense out of all the
responses justified the use of the tools.

Because we had limited use of the computer lab, I gave my

students a very brief—yet successful—introduction to the
database which consisted of the following few steps:

1. Naming the parts (database vocabulary)

+ field - a category of informaton
¢ record - a hst of all the information-containing
fields for one person or item

* show list - show all the records at once on the
screen

* sort - organize the information 1 a field alphabet-
cally or numerically

¢ record selection - choosing only specific entries
according to specific cnteria {e.g., gender, age,
weight, etc.)

2. Entering the data
| made this a follow-the-leader activity. Using a liquid
crystal display unit, | performed each step of creating
a new database, and then waited for each student to
do the same at hus or her station. Once each student
demonstrated mastery of the basic skills, the next
step was to have them transfer data from the survey
forms to the computer. After all the survey data had
been transferred and saved, an advanced student
(who had taken a computer Iiteracy class) saved al}
of the data onto a master disk. Each student was
given a copy of the master data base.

3. Examining the data
At this stage students practiced organizing informa-
tion using the sort and record selection commands.
They learned that the record selection feature could
be used to answer questions like:
Which students most often eat breakfast?

Which students are most likely to eat sweets for
lunch?

Then they discovered a probleni. Because our school had
swveyed nearly 300 persons, and owr Detroit partner had
surveyed only 13, California would alwavs be selected or
sorted as the state with the most students with any of the
cating habits. So, I had a reason to introduce the spread-
sheet—to perform caleulations!

STEP FOUR: Re-evaluating the Data

In discussions with the students about what we could do
to exanuine the datain away that put cach school onan equal
footing, we came up with the plan of tirning the total of cach
fictd into a percentage of the otal number of students
surveved at that site. Then we could compare percentages
evenly, In one class period, students learned how to open
theirmaster database, copy the data, and paste it into a new
spreadsheet. Then, we went throngh a few introductory
exercises to become tamiliar with this tool,
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1. More vocabulary

e cell - one box containing text or numbers, labeled
by row and column (e.g., C8)

* row - a honizontal set of cells

e column - a vertica! set of cells

e formulas - a set of numbers preceded by an = sign
that commands the computer to perform the
mathematical functions indicated

¢ format - how the text or numbers are displayed
(e.g., centered, with 2 decimals, etc.)

 bar graph and pie chart - The important distinction
here was what happened to the data in *he visual
representation. The bar graph shows raw data
against a vertical scaled axis. The pie chart shows
four values as portions of 100%.

Students discussed which was better suited for what kind
of needs. The bar graph better illustrated the comparisons
between students in four states, while the pie chart would be
appropriately used to illustrate which items in an inventory
brought in the g, .. st revenuc.

2. Using the spreadsheet to calculate percentages and
averages.
Again using the follow-the-leader method, | showed
students how to insert a new column between data
columns in therr spreadsheets. The old data columns
contained raw data from the surveys. In the first cell
of the new column, they typed in a formula to
ralculate a percentage: = cell label/total number

Then they clicked at the top of the column to select
the entire column, and chose the command FILL
DOWN from the edit menu. This pasted the formula
in each cell of the column, adjusting the reference
cell automatically. After | led one example, and
monitored students as they practiced with another,
they worked independently to complete the process
with the rest of the columns.

3. Creating charts and graphs
To make creating charts and graphs easier, students
created a new spreadsheet and pasted t- = percent-
age data into it. Then they created a row labeled
“Averages.” First we talked about what mathemati-
cal steps we go through to obtain an average, then |
shared the formula the computer uses which they
typed into the new cell:

= sumlfclick first cell in column : click last cell in
columnl)/number of cells

Then this formuta was copied down the length of the
row by selecting the row (clicking at the left edge;
and choosing the FILL RIGHT command from the edit
menu.

4. Using data to answer questions
With percentages calculated and averages for all

discussed questions In terms of compiexity, and
derived three levels:
1st level - simple questions that report data
directly. Example: What percentage of Colorado
students ate pizza for lunch?
2nd level - questions that compare data in one
dimension only. Example: Which state has the
highest percentage of students who do not eat
breakfast?

3rd level - questions that compare data In more
than une dimension, and/or require Interpretation of
data. Example: Is there a correlation between the
percentages of students who eat sweets for
breakfast and fast food for lunch with the location
of the school?

Students were then assigned to examine their spread-
sheets, create two questions for each level and answer the
questions using the data from the swveys.

Because the final small group report (studentsworked in
pairs or trios) consisted of an essay in which the students
presented their question, appropriate evidence and a conclu-
sion, we had a reason to review the word processor! I demon-
strated how to copy data from the databasc and a chart from
the spreadsheet and paste them into a word processed docu-
ment. This was a ten-minute lesson. From there the students
were on their own. At this stage, the encrgy level in the
room—and the noise level, too, I admit—was high. Parent
visitors commented that they had never before seen this
group so engaged in a project. Students who also happened
to be members of the television broadcasting studio class
spent time video taping work sessions and interviewing stu-
dents about their findings. Computer-experienced students
who finished carly floated to other groups to help them
complete their reports. Morgan, the student working inde-
pendently, came in during my prep period and after school
to complete her report. The only downside to students’
enthusiasm was that when it was time to print out their finai
results, they had to go nextdoor (where our networked laser
printer is located) to retrieve their paper. It was hard to
restrain them ALL from fetching their papers...they wanted
to sec them immediately!

Then, the completed reports were shared with the sci-
ence students who had been focusing on the body’s need for
and use of nutrients. As part of their final activity in the unit,
they were required to examine the survey results and com-
pare them to the new Food Pyramid. Studentswere asked two
questions: What changesshould the people surveyed make in
their cating habits and WHY? This was a challenging activity
for them, yet most students demonstrated their understand-
ing of basic nutrition. (My hope of course, is that they
demonstrate that understanding further by modifying their
own cating habits!) The final conclusions were:

schools listed, sturdents could then use the data to * More people need to eat breakfast.

answer a variety of questions. At this stage we * People need to eat fewer sweets and fatty foods.
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* People need to eat more fruits and vegetables.
* People need to eat more complex carbohydrates.

Incidental to the survey portion of the AT&T project was
adesign portion. Notall students participated in this part, but
those who did were able to explore creatively and produced
some delightful designs. The criteria for the “Nutrient Com-
municator” were that it must be portable and be able to:

* scan food to determine its punity/safety

* scan food to determine its nutrient values

* determine the user’s nutritional needs

* communicate the food values and user needs

Many of the projects took the form of rings, bracelets, and
watches with sereens or audio reporting systems. Some were
wallet-sized, some worked with hardware installed at the store
like an ATM or a computer. Some sampled saliva, othersread
information from the user’s hand, one was in the form of a
color-changing lipstick, and another was designed specifi-
cally for the visually-impaired.

This portion of the activity was designed to provide
students with the opportunity to apply the knowledge they
had gained from their study of nutrition and from their
behavioral study of cating habits. Students in both classes
then were invited to create commercials or printed advertise-
ments [or their product.

Student reports, evaluations, and product designs were
assembled into a group repont which was sent to cach of the
partner schools, who sent their reports to us. The entire
book—composed of seven sections—was duplicated and
shared with school district administrators, parents, and com-
munity members at an open house during which students
had a chance (o speak about their perceptions of being
mvolved in the project. 1 feel the telecommunications project
wasawonderfulmeans forlearning newskillsand for working
with a variety of people. Students concurred:

“The ATST project means an opportu nily to expertence communi-
cation across the USA with students whe share somilar seientific
ideas. It provides the essential atmosphere and support Lo express
andexpand ewr creative abilities and grow puorkskills. Wereceive
an insight and chance (o work with today’s technology and
lomorrow™ fuluwre.” —Sri Dalton

“o. The major benefit that has evolved from working with ATET
wets the use of computers... Another profitable outcome for me was
the higher level of thinking skills we demonstrated when writing
our repons.” -—Jenuie Tripf

collect datu, organize it, and convert it into awsable form. I also
enjayed the feeling of working with people across the nation via a
setwork.” —Dauvid Depper

“What 1 liked about the ATT project was that we got to commat-
nicate with people from across the nation and see what kind of
Ufestyles they lead and what we have in common. 1t helps us to not
stereotype people but welcome their ideas.” -—Spencer Knight

“Some of our ideas may spring someone’s imagination to create
something like a nutrient communicalor. I hope that someday I
can tell my kids that | helped design something by AT T!”

—Linnea Beckett

(NOTE: A survey is once of the casiest tools to use in a
telecommunications project, and is adaptable (o a wide vari-
cly of topics. Telecommunication partners can be found
through many on-line scrvices, including Internet, FredMail,
American Online,and Prodigy. The primaryadvantage of the
National Geographic KidsNet and AT&T Learning Network
programs is that of structure. With these services, you are
matched up with other subscribers; there is an established
cwrriculum and time line; and there is consistent supportand
help from one or more coordinators. For more information
about the AT&T Learning Network, please call 1-800-367-
7225, ext. 4158.)

Terrie Gray may be reached at 916/877-5141.

Breanne Cadabona, Age 11

Patton Schood, Garden Grove
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A Tribute To Outstanding Teachers

“No bubble is so videscent or floats longer than that blown by
the successful teacher.”
—Sir William Osler

But what makes a successful teacher?
Is it the knowledge he possessesand his ability to
share it with his students? Is it her willingness to
go beyond what is requived and seek out that
which will enrich and extend herstudents’ learn-
ing experiences? ls it his ability to motivate and

challenge inquiring minds? Is it her example of

daring to take risks which provides a safe place
for student risk taking as well? Is it his demand
for excellence which provides standards for stu-
dents which will last a lifetiime?

Of course, it is all of this and much more. No
role is more demanding than that of an out-
standing teacher. And perhaps the most de-
manding task is that of teaching the gifted,
because gifted children are themselves more
demanding. They are more demanding of our
time since they require extensions beyond what
is normally provided in typical texts and materi-
als; they are more demanding of our intellect as
they casily recognize ervors oflogicand fact (and

BAY AREA REGION

can be quick to point them out); they are more
demanding of equity because of theirown height-
ened sensitivity to justice and fairness.

The California Association for the Gifted be-
lieves that it is important to recognize the vital
rolc superior teachers play in providing appro-
priate cducational experiences for gifted stu-
dents. The most enlightened pedagogical theo-
ries arc only as good as the teachers who put
them into practice.

Therefore, CAG annually sclects a classroom
teacher from cach of its eleven regions to honor
at its statewide conference. We realize that in
sclecting a few, we are leaving out many others
equally deserving. However, we hope that while
spotlighting these cleven individuals, we also
provide inspiration for others to continue in
their efforts at serving gifted students.

Here are glimpses of this year’s outstanding
teachers, honored at the March conference in
Palin Springs.

Ingrid Oyen tcaches math and science at Presidio Middle School in the
San Franciso Unified School District. She has developed a challenging
curriculuin which includes her work in founding the Math Renaissance
program at her school. She has incorporated “little discover arcas” into
her classroomn where a student may read, play a math game, review
scientific vrocess, or work alone. The atmosphere in her class is onc of
excitement and constant discovery.

CAPITOL REGION

Sue Verne is a tcaching veteran of cighteen years, including five years of
teaching Honors World History at Florin High School in the Elk Grove
Unified School District. She hasimpressed both staffand studentswith her
commitment to teaching excellence in general, and to gifted students in
particular. Her dedication to gifted education and students is shown
through her endless hours guiding and supporting students through a
nimnber of co-and extra-aurricular activities such asacademic decathlons,
enrichment seminars, History Day competitions and Mock Elections.
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JOSHUA TREE REGION

Marie Coover tcaches a sixth grade GATE cluster class and teams with
three other teachers at Taft Elementary School in Riverside Unified
School District. She was sclected for her outstanding teaching incthods
and her high motivation through interdisciplinary learning and thematic
mstruction. Asa district mentor science teacher and the school site GATE
coordinator, she has a definite coimmitment to academic excellence in all
curricular arcas.

MISSION REGION

Eila Jarf is a tcacher of highly gifted second, third, and fourth graders at
the Multnomah Highly Gifted Magnet School in the Los Angeles Unified
School District. She has taught gifted students for welve years. Her
classroom is frequenty used for class observations by studentsand faculty
of California State University, Los Angelesand is considered an exemplary
model of gifted education. She innovates, motivates and differentiates to
create outstanding educational experiences for gifted students.

MOUNT SHASTA REGION

Linda Jungwirth teaches the GATE program at Hayfork Elementary
School in Mountain Valley Unified School District in the mountains of
northern California. Linda is a regular contuibutor (o various computer
publications. Her studices in technology and cognitive learning styles have
benefited her schooland district as well as her highly motivated students.
Practical carcer investigations for the students have made her program
highly successful and popular with parents.

ORANGE REGION

Leah Welte has been teaching or administrating programs for gified
students for twenty-four years. She currently teaches a fifth grade self-
contained GATE class at Del Cerro Elementary School in the Saddleback
Valley Unificd School District. She is a superb teacher, ereating a climate
for learning which demands outright excellence, yetis open, trusting and
accepting. She s also a skilled writer, presenter and a strong advocate for
gifted education.

PACIFIC REGION

Lydia Cruz-Machlitt tcaches a bilingual self-contained GATE class at Rose
Avenue School in the Oxnard School District. She is recognized as an
expert bilingnal teacher and has developed teaching strategies appropri-
ate for bilingual students. T addition, she conducts parent orientation
meetings in Spanish, assists in the identification of gifted bilingual stu-
dents, and makes home visits to explain the GATE program and the
opportunitics it ofters to gifted children. She has made invaluable contri-
butions to gifted children.
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PALOMAR REGION

Rosemarie Smith is a GATE Team Leader at Point Loma High School in
San Diego Unified School District. She is knowledgeable in her ficld,
keeping abreast of the latest curriculum and methodology, communicat-
ing that knowledge to her colleagues and utilizing itin her classroon. She
has been working on developing an interdisciplinary thematic approach
to curricula for GATE teachiers and has served as a trainer of trainers in the
GATFE Curriculum Framework task force.

REDWOOD REGICN

Wilhelm Schaser teaches honors classes at Eureka High Schooland directs
advanced/independent scientific rescarch projects for highly talented
students. His students have participated in regional, state and national
competitions winning recognition and prizes. Most notable was the 1992-
9% team which received a first place national award and §15,000 in the
American Express Geography competition. He gives “over-and-above
time” to challenge students to demonstrate their true potential.

SAN JOAQUIN REGION

Maurine Anderson enthusiastically teaches a full-time GATE class of fifth
and sixth grade students at Ayer Flementary School in the Fresno Unified
School Districi. She emphasizes integrated thematic instruction, higher
order thinking skills, ereativity and critical thinking. She is a dynamic
mentor teacher in instructional practices who has developed and dissemi-
nated curricular materials in science, language arts and social studics.

SANTA LUCIA REGION

Mary Strommer is a sixth grade tcacher and mentor teacher at P.A. Walsh
Elementary School in Morgan Hill Unificd School District. She is an
innovator, leader and advocate for GATE. Mary has a long history of
working with GATE leaders in California, Texasand New Mexico. She was
the driving force in the revision of her district’s identification process
which now includes a portfolio assessiment. She is deseribed by her peers
as “a role model for GATL.”
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Brug
Continued from page |

share universal themes. 1 feel this knowledge of
shared themes helps to ¢reate a supportive and
accepting classroom. Literature is the perfect
vehicle for this discovery.

What books will promote the growth that we
would like to sce in our students? No one book

will fit all classrooms. As classroom teachers we
kuow that each class has its own “aura,” and it is
wise (o adopt a number of core books so class-
room teachers will have literature choices. We
must look closely at our “ook choices, since
many authors are trying to write for the
multicultural classroom. Students quickly recog-
nize a contrived theme or character, and conse-
quently the author loses credibility. One student
shared with e that it really bothered her when
an author put in Spanish words and didn’t use
them correcily.

My district has had an adopted set of core
books for a number of years. I have found itis
important to reevaluate and update a core list
after a few years. The following are suggestions
for a middle school core list:
6th Grade

Armstrong, W. Sounder

DeJong, M. House of 60 Fathers

DuBois, W. Twenty-one Balloons

George, | fulie of the Wolves

Turnbull, A, Maroo of the Winter Caves
7th Grade

DeAngeli, M. Door in the Wall

Huynhy, Q. Land I Lost: Adventures of a Boy in Viet

Nam

Konigsburg, E. Proud Taste for Scarlet and Miniver

Paterson, K. Master Puppeteer

Taylor, T, The Cay
8th Grade

Carter, ¥ Education of Little Tree

Collier, J. My Biother Sam is Dead

Convad, P. Prairvie Songs

Freeman, R Inmigrant Childien

Thant, L Acoss Free Aprils

Magorian, M. Good Night, Mr. Tom

Rostkowski, M. After the Dancing Days

1 also suggest that middle school students
read shortstories by the following authors: Gary
Soto, Maya Angelou, Isaac Singer, Sandra
Cisneros, Gary Paulsen and Ay Tan.

This is by no means a complete list, but |
believe that it provides a good loundation for
student reading, and many of the books connect
with the social science at that grade level.

In teaching any literature it is important to
develop an atmosphere of trust because class
discussion isamajor vehicle forliterary interpre-

tation. Perhaps the most helpful training for
successful discussion techniques comesfromthe

JuniorGreat Books Foundation. They offer train-

ing in the shared inquiry method which will
benefit any teacher, but especially a teacher of
the gifted. Shared inquiry enables all students to
build their own interpretations in a thoughtful
way. This technique focuses on differentstudent
interpretations of the same text, allowing stu-
dents from all cultures to have equal accessto the
text and to bring their experiences into their
interpretation. Inaddition to the excellent train-
mg provided by the Great Books Foundation,
the program also offers excellent literary selec-
tions from kindergarten through high school.
All selections challenge students to understand
the meaning of the author, to formulate their
ideas and to listen to other points of view.

A major goal of a good literature program is
to help create lifelong readers. To help attain
this goal I provide time in class for students to
enjoy literature of their choice. 1 help them to
choose quality literature by providing a list of
books that have been enjoyed by many middie
schoolstudents. 1 find that students are thankful
for some suggestions and guidance. They fre-
quently suggest to their peers a book from the
list.and 1 ain constantly adding new books to the
list. Throughliterature discussions studentsshare
their expectations of quality litevature. They
wantan author that develops believable charac-
ters, makes them think and expresses ideasina
variety of ways using interesting and novel de-
scriptions.

The atmosphere in our schools should en-
courage reading and make sure that a wide
variety of quality reading materials are available
at the school library or the local library. We as
teachers should promote reading by providing a
choice of follow-up projects and a time to share
reading choices. There might be journal writing
where students write to other students about
what they are reading, SSR (sustained silent
reading). and perhaps a character tea where
students come dressed as a character from their
book and share that book with the class.

1 believe quality literature adds depth and
meaning to students’ lives.  gives them a way o
escape into another world, understand another
time period and realize that many other people
in the world share their questions about life.
To receive a copy of the reading list, send a stamped,
self-addressed envelope to Linda Brug.

Linda Brug may be reached at DeAnza Middle School,
2060 Cameron, Ventura, CA 93003.
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Gallagher

Continued from page 10

These goals stress the need for both excellence
(we should be first in the world in math and
science) and equaty (all students should be ready
to learn by the time they enter school). The
question as to whether we have the resources
and energy to do both is still as livelv an issue as
1 was a generation or more ago.

Our Reluctance to be Excellent

When anindividual oragroupactsinaclearly
selfzdestructive fashion, it should stimulate our
curiosity. Our societal resigance to providing a
qualitv education for the best and brightest of
our studentsis one such self-destructive act, and
we, and onr children. are likely to pay dearly for
it in terms of second-class science, business,
education. and art, We will have an increasing
mability to compete in the cconomic and tech-
nological international competition in the near
funure.

The problem of gaining support for educat-
ing “gilted” students in the United States is
essentially not an instructional problen: 1tis a
values problem. Unlesswe understand that fact,
we can find ourselves believing thatwe are argu-
ing about technical issues of identification or
acceleration and grouping, when what we are
really in dispute about are our socictal and per-
sonal values.

Our own cultural heritage inclines us in the
direction of equity. Quy ancestors broke away
froman oppressive elitistsociety in England and
clsewhere in Europe. Most of ourancesiors fled
from such regimesand cultures. Isitany wonder
that we carry with us our concerns that some
such group mightsetitself up as superior to the
rest of usand tellushow to behave? On the other
hand, we admire those who have achieved great
things from humble beginnings, 1tis mherited
privilege. not the privilege that comes from ac-
complishment. that we scem o dislike.

It is now abundantly clear from the ficld of
hehavioral genetics that there is a significant
role plaved by genetic transmissionin the devel-
opment of intelligence. Ttis, of course, also true
that such genetic capabilities as we have, have to
be strongly nurtured in order toreach full devel-
opment. Nevertheless, there 1s no doubt that
some of us have more inborn capabilities in
music or visual perception or linguistic ability
than others (Plomin, 1988, The standard rule
that good seed needs good soil in order to
flourishi intellectually is clearty true here aswell.

Furthermore, the difference between those
with substantial talent and those who do not
have substantial talent ina given domain tends

to increase over time. This increasing difteren-
tial is due both 1o the developmental rate of
growth in the skill (those going faster will devel-
opmerntally pull away from those going stower)
and to the fact that as one learns that one hasan
abundance of some talents and not of others,
once will seek out cxpvri'(‘n('('s where the special
talent can be exercised. It is not the iron-fin-
gered student who practices two howrs a day at
the piano: it is the student who plays the piane
with grace and skill and talent. By practicing an
alveady well-developed skill, the playerincreases
the distance between him/Zherself and others.

Citizen Views on Giftedness

Recently. the author participated in a shudy
committee that presented a plan for the aca-
demically gifted to a local school board. As a
prelude to that report, the school board en-
gaged in citizen participation time. This alows
any local citizen three minutes (o conment on
various aspects of the agenda that the school
board is preparing to discuss. In this case, alarge
number of citizens wok advantage of the oppor-
tunity te express themselves on the educaton of
gilted students, and the results were most en-
lightening.

Half the group. mostly parents, complained
about the lack of stimulation in the school pro-
gram for their children and the resulting bore-
dom and marking time that their children must
endure. Some of these parents and citizensalso
discussed the importance of these students for
our community and for our state and national
goals and the unfavorable comparisons that are
being made between performances of students
i this country and those from other countrices,

The other half of the citizen participation
comments werve very different.

These persons pointed out that they believed
that it was undemocratic to separate high ability
stucents out and place them in separate honors
programs. They asked how these studentswould
be expected to learn about life and form rela-
tionships with all groups in the society it they
were continually clustered in small groups with
one another? They also maintained that good
teachers could provide effective education in
heterogencons groups in the middle school.

Here were two groups of intelligent and sin-
cere persons looking ata particular program ol
sitation and then coming down on quite oppo-
site sidles of the issue, Tow can that ber

The basic reason would seem to be that we all
want mutuallyincompatible goalsfor ourschools
and for our students, In short, we wantitall! We
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want the child to be socially well ad-
justed and intelfectually stimulated. We
want equity and fairness i student as-
signment, and we want excellence in
cducational programming, We are not
willing to give up one of these goals for
the other. This dispute then is, what is
the proper balance for these values in
the school program? We are not dis-
agreeing about whether itis important
for the child to be intetlectually stimu-
Lated or receive proper experience in
workingelTectivelvwith others, butabout
what the proper balance of these kinds
of activities should be.

The Difficulties of Reform

There are a number of puzzling cle-
ments to the aarrent educational scene
thatreguive furthervellection. We need
toask ourselves whywe can’t dowhat we
knowwe should do? Why don'twe have
available special sewvices for gifted un-
derachievers? Why do we not provide
specral exercises to stimulate the gifted
child intelectnally untl he is in the
fourth grade. if then? The answer o
many ol these questions is that these
needed policies require collective ac
tion. Thev cannot be done by a single
teacher in his/Zher classroom. GCollee-
tve action means the development of
poliev, a statement of rmles and stan-
dards that govern the allocation ol re-
sources in the schools,

lusthe desire to develop such special
cducational policies that runs afoul of
the love-hate relationship between the
society and the gilted individual
(Gallagher, 1986), This is thie onlv cat-
egory ol exceptional chilllren forwhom
weserioushequestionwhe therwe should
provide special services, The reason is
thatone ol the mostfundamental values
ol the society {its under the value con-
ceptofvertical equitv—the wnequal beat-
mend of wnequeads o make theas more cqual
(Gallagher, TORY),

Such a concept fits the needs ol the
mentallv retarded child and the child
[rom poverts cnviromments gnite well,
but it doces not fit the gifted child, We
have to find a diflerent arpament o
the special education services lor gitted
childien, and that wigument s most
Nequentdy one of “enlightened sell-in-

terest.” If we help these children now,
we are strengthening our society and
providing more competent physicians,
lawyers, scientists, political leaders, and
so forth that we mav well need in the
future.

This is the reason that programs for

gilted students flower during periods of

societal uncase. When we worry about
our collective or socictal future, the

desire totake advantage of the talents of

these children becomes manifest and
getstranslated into specialresources for
these children.

Educational Reform Movements and
Values

When we embark on owr periadic
attempts at school veform, we are also
engaging inexpressions of personal and
social values, not merely responding to
the latestin educational rescarch. Fach
of the current reform efforts reflects an
aspect of our values, We are interested
in how such reforms intersect with our
thoughts and values about “gifted chil-
dren.”

I. Educational Reform—The Excellence
Movement

Those ol us who have been on the
cducational scene fora number of vears
have had asense of déjivva m listening
to the Luestcomplaintsabout the schools
and thewrtreatment of "excellence,” The
concerns being expressed now are re-
markably simitar to those expressed in
1960s in the
Sputnik crawhenwe felt ourselvesin an

the late T950s and carly

cducational or technological race with
the Soviet Union (Gardner, TU83).
The majorand significant difference
between then and now is that then the
federal government responded by in-
vesting kuge sums of money in educa-
tion, much of it through the National
Science Foundation, which supported
major curriculum vevision at the see-
ondaiv school Tevel, Programs like the
School Mathematies Study group. the
Chemical Bond Approach, the Biologi-
cal Sciences Currieutum Study, and so
forth, gencrated o major set of new
curriculawhichworked to the benelitof
gifted and talented students at the sec-
ondany school level, since these o

ricula  all stressed  high-level
conceptualization and “hands on” prac-
tice i research—itwo objectives which
fit well with the education of the gifted
(Goodlad, 1964).

In contrast, the current interest of
the federal government seems to be
targely concerned with deficit financ-
myg. Their education program appears
to be built upon exhortation to do bet-
ter and reliance on the states to pick up
the responsibility for improvement in
cducation. This has resulted in a picce-
meal approach in which some states
have taken up the challenge winle oth-
ers have not.

The love/hate relationship ol this
society with gifted students is not hard
to observe, We certainly love what such
students and adults are able to accom-
plish when they are discovering cures
for discases or making technological
advances which improve our economic
or military status in the world, But ae-
sentment of these voungsters is also
very strong throughout our society
(Gallagher, 1986).

One analogy which mav help o ex-
plain such negative feelings is to com-
pare the gilted with those people who
have inherited wealth, These persons
have an advantage over the rest of ns
that thev did not carn, ov perhaps de-
serve, The "inherited wealth ol high
inttelligence™strikes many people in the
same vein, They see gifted students as
those who, [orsome reason not justified
by merit, have received an advantage in
the academic world, Giving suchovonmng-
sters spedial educational programs in
the sehiools seenis to many people akin
to giving tax breaks to the rich—aviola-
ton ol some rather basic tenetof equity.
[t 1s this negative emotional reaction
that coloys many persons’ views of pro-
grams (or gilted students,

I'he drive for excellence, thereloe,
which v spurred on by our national
concerns for our societv, bumps up
agrainst the feeling that it isn’t fah to
hielp those who alreads have somuch,
Many persons have pointed 1o the dil-
[erence inourattitude toward athletios:
the most wtentedathletes receive enoe-
mous help todevelop thein tdents o the
maxinmn (Gallagher, 1985),
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1. Educational Reform—Cooperative Learning

One of the newest educational shategies to
receive considerable attention is cooperative leani-
mg. This term encompasses a variety of tech-
niques whiclt bring together small groups of
students with a specific goal and asks them to
work together toachieve thatgoal The students,
instead of being on their ownin the classroom or
pecforming ina competitive fashion against the
rest of the class, are placed in a small group
where theirachievement depends, in part, upon
the performance of the rest of the members of
the team, much as is true in athletics,

The gronp members are thus motivated to
help cach other and even teach their slower
peershow to master some particular skill or bitof
knowledge so as to make the team more produc-
tive, In this way, ina heterogeneous class, bright
students could be distributed into separate
groupsso that they can be helpers foraverage or
Jowstudents, and also to even up the competing
teams in the classroom.

One of the fates which awaits new educational
methods and techniques is that they will be
oversold, and people who are undertrained will
uv to adapt them o diverse purposes. That
would scem to be what is currently facing the
cooperative learning movement, As Slavin
(l‘.l‘.l()).th(-m'iginzunr()l'lhcmvlh()(l,('mnp]z\ins.
thereisa danger that cooperative learning meth-
odswill be oversold and undertrained. He points
out that:

it is being promoted as an alternative to track-

ing and within class grouping, as a means of

mainstreaming academically handicapped stu-
dents, as a means of improving race relations

in desegregated schools, as a solution to the

problems of students at risk, as a means of

increasing prosocial behavior among children,

as well as a method for simply increasing the

achievement of all students. (p.3).

['his is the educational equivalent of using a
serewdriver as a chisel and then complaining
bcause it doesn’t seem (o be as good a tool as
wasoriginallv thought. Those whouse themethod
should be clear as to what instructional purpose
is being served by its use instead of tying to use
it as an all-purpose cure for various educational
problems,

There isgpood reason to believe that the coop-
erative leaming method is well suited o the
changingneeds of the American workplace, Few
of the next generation of students will work in
wolo sttuations, Most of these students will be in
a workplace where they will be teamed with
other peaple to achieve some common purpose,

This is just as true in sctence as itis in business,
Most large scentific enterprises now involve
teams of scientists instead of the single gentus
brooding alone in his/her laboratory.

Johnson and Johnson (1990) point out that
the developmentofinterpersonal skills twough
cooperative learning may be as important as
academic content mastery, These results, too,
depend upon careful training of the imdividual
teacher in the methods to that goal. As they say,

These (interpersonal) skills should be taught

just as systematically as mathematics, social

studies or any subject. Doing so requires that
teachers communicate to students the need
for social skills, define and model these skills,
have students practice them over and over
again, process how effectively students per-
form the skills, and ensure that students perse-
vere untilthe skills are fully integrated into their

behavioral repertoires. (p.32)

Isn'tit odd that we spend 12 years in clemen-
tary school and secondary school admonishing
students to “do youwr own work” and “don’t let
anyone clse see your paper” and above all “never
lhelp other students on their exams” and then
turn them loose into a society wheire they are
expected to work in a socially cooperative fash-
ion with others?

Slavin (1990) pointed out that in order for
cooperative learning to achieve student achieve-
ment effects, two essentiai features must be
present. One of these features Is goals or positive
interdependence. The cooperative groups must
work together (o cam recogmition, grades, re-
wards, and other indicators of group success.
Simply asking students to work together is not
cnough,

The second essential featwre is individual ae-
countability: the group's success must depend on
the individual learning of all group members,
For example, group success might depend on
the individual leaming of all group members
where the total score of the group on a quis
would be the team performance oran evaluation
u['ur('purlinwhi(‘h(-;u'hgmupmcmlwr('unlril)-
wtexd his or her own chapter. Newman and Th-
ompson (1987) reported that

The pattern of results supports the impottance

notonly of acooperative task structure but also

of group rewards, of individual accountability,

and probably of group competition as well.

(p-12)

There would scem to be evidence that coop-
crative methods that incorporate group goals
and individuataccountability acceelerate student
learning on basic skills at the elementary and
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middle school tevel. Owr concern is whether
such a device can be used 10 take the place of
more extended conceptuat learning that gified
students should be involved in. Is it being mis-
uscd as an excuse for heterogeneous grouping
in the middle schools or in clementary schools?

Robinson (1990). in an extensive eritique of
the use of cooperative learning with gifted stu-
dents, points to a dearth of vescarch evidence.
Only 3 of 205 FRIC cutries on cooperative learn-
ing refev to gifted. Robinson identified three
specific problems with this approach: cooperva-
tive learning will lnmit instruction to grade level
materials, will be presented at the pace of the
grade Ievel group. and will be evaluated on basic
skill measures.

‘This is not 1o say that gifted students cannot
proffrom using the techniques of cooperative
learning and learning both the joys and firustira-
tions of a group working toward a common goal.
Whether in a special class or a resource room or
a regular classroom, the well-paepared teacher
can use the cooperative learning method as one
of @ battery of techniques to huild effective
learning and cooperative work habits,

111, Educational Reform—The Middle School
One of the major developients in education

over the past couple of decades has been the

shift in many school systems from junior high
schools to middle schools. There is some indica-
tion thatmore than half of the school systemsin
the country are currently following the middle

school concept (George, 1988),

The focus of the middle school concept in-
chudes the [ollowing clements:

Lo A strong affective component with teams of
students and teachers orgunized to foster a
sense of belonging,

2. An interdisciplinary focus on content,

3. Acurricwdum that emphasizes inquiry, explo-
ration, discovery,

4. N schedule characterized by flexibiliny,

One of the other conceptual elements from
the middle school thatseemsto have been added
lately has been amovement from homaogencons
grouping o heterogencous grouping and the
mainstreaming of all kKinds of students with spe-
cialneedsincluding gifted students (Lounsbuy,
LO8R) . Although the majority of middle schools
in the United States apparently still group by
ability in some academic subjects (Georgre, 19883,
the concern for social and personal develop-
ment at the middle school level seems to take
precedence over acadentie excellence,

The middle schools appear to be a major

battleground between the sometimes conflict-
inggoalsand values of equity and excellence. Theve
has been a concern that grouping or tracking
would result in grouping together large num-
bers of low ability students who would suffer
from low teacher expectations and possibly con-
tagious nonacademic behavior. To counteract
that possibility. heterogeneous grouping has
been introduced in many systems,

The literature on grouping and tracking that
isnowused tosupport the heterogencousmiddle
school pattern is both immense and confusing.
There are some substantial limitations on that
literature. however. One of the most authorita-
tive reviews of the literature on ability grouping
hasbeen presented by Slavin (1988). The vesults
of his review arc widely quoted as supporiing
limited ability grouping and identifying only the
top level gifted students as possibly profiting
from tracking or grouping (e.g.. George. 1988).
But Slavin didn’t include special programs for
gifted students in his review on the elementary
school!

This excludes studies of special classes for the

gifted and for low achievers. Gifted and special

education programs may be conceived of as
one form of ability grouping, and they also
involve many other changes in curriculum,
class size, resources and goals that make
them fundamentally different from comprehen-

sive ability grouping plans. (p.297)

Perhaps the mostsignificantaspect of Stavin’s
review (1988) is his comment on what is lacking
m these studies on tracking or grouping.

Experimental studies of ability grouping typi-

cally lack adequate descriptive information on

whatteachersin contrasting grouping arrange-
ments are actually doing. It is unlikely that
grouping plans have a direct effecton achieve-
ment; whatevereffects are seenmustbedueto
changes in teachers’ instructional practices;
yetthesechanges and theirconsequences are

poorly understood at present. (p. 329)

The problem is that “grouping by ability™
appears to be bad for low achieving students,
creating acritical mass of discouragement. but
good for high achieving students. What to do?
Sincethereisa paucity of evidenceregarding the
impact of middle schools on various subgroups,
oncislorced torelvupon experience and expert
testimonv. An unselected sixth grade would likely
include students performing atninth grade level
or higher i academic subjects and alvo some
students performing at the fowrth grade level or
lower.

The ability of a single weacher 1o cope with
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such diverse performance is doubtful,
particularly without considerable spe-
cial raining. Many teachers may end up
teaching three separate classes of stu-
dents withina single room and calling it
one classroom. The potential for gifted
students being finrther delayed in their
academic development by participating
in these middle schiool programs seems
veryrealand should be amajorconcern
to those who formed the “excellence”
movement only six years ago.

There is no specific reason why spe-
cial programming for gifted stndents
cannot forma componentof the middle
schools program. Honors courses, inde-
pendent study, magnet schools, and
other well-established programs donot
have to be abandoned merely to estab-
lish the middle school concept (Sicola,
1090).

George (1988) raises the interesting
question as to why grouping cortinues
to be used given the “lack of evidenee™
(from his perspective) for the practice.
He considers the magjor factor to be
pushy parents!

The fact that this group of top stu-

dents happens. . .to be composed of

the sons and daughters of the most
articulate and politically powertful
adults in the community may have

something to do with it. {p.26)

e also conceded, however, that het-
crogencously grouped classes are more
difficuit for many teachers and that
teachers appear to experience consid-
crable difficulty planning and teaching
classroom groups of widely vinying abil-
iy and achievement levels. Indeed they
do!

1V. Educational Reform-—The Master
Teacher

For many years now it has become
apparent that classroom teachers have

become swrrounded by a battalion of

experts on topics such asreading, learn-
g disabilities, gilted, school psychol-
ogy. curriculum, and so forth, ready to
tell ther what 1o dowith their students,
The classroom teacher receives hide
money orespect. The need for finan-
cial security has forced many excellent
teachersout of the classroom and intoa
varictv ofadministrative roles. The class

room teacher has become less of a fac-
tor than cver in the essential dedision
making that shapes education as a pro-
fession. To many persons this down-
grading of the teacher was an inappro-
priate trend and one that should be
reversed, Under the auspices of the
Carnegice Corporation, astudy was done
that yielded several major recommen-
dations thatwouldamounttothegreater
cmpowerment ofteachers (A Nation Pre-
pared. Carnegie Corporation, 1987). One
such recommendation suggested that
there should be master teachers in the
schools who could remain in the class-
room but carn up to $70,000 a year and
mentor other teachers instead of being
stuck with administrative duties.

A second commission chaired by Jim
Hhunt, former governor of North Caro-
lina, hasbeen established tosetnational
certification standards for these master
teachers (Lathlaen, 1990). The com-
mission itself is composed of a majority
of classroom teachers. So far, so good.
What has occurred now, though, is that
they are currently considering whether
there is such a thing as gifted educa-
tion—something that would be a big
surprise to the thousands of persons
working in this ficld around the coun-
(ry.

It trns out thatonlv one of the com-
mission members has had any contact
with programs for gifted, and she was
chosen becanse she was one of the final-
ists for the NASA “teacher in space™
program. The entive ficld of exceptional

‘children has been treated inoa similar

manner, and it now has become a major
task to 0y to “educate” these commis-
sion members about the special nature
of students with special needs and the
special instruction that comprises the
ficld of exceptional chitdren.

We in the education of gifted stu-
dents are in danges again of disappear-
ing into the mainstream at the same
time that the mainstreany is profiting
from (he spectal educational programs
that have been operating for gifted sw-
dents for many years. [t seens that the
cducational mainstrean has just caught
up with the importance of teaching
thinking processes to students, a cor-
nerstone of educational programs tor

gifted since the middle 1960s (Feldhusen
& Treffinger, 1985). As is the case of
cooperative learning and the middle
schools movement, there is adequate
room for teachersof gifted studentsasa
part of the master teacher movement.

The outh of the matter is that we
learn a greatdeal from working with the
extremes of the student populations,
both slow learners and fast learners,
thatisimportant to the mainstream. Itis
out of gifted education that the empha-
sison problem finding has come (Getzels,
1975); our growing sophisticationabout
the developmentand measnrement of
intetligenceand ereativity owesmuchto
our experience with gifted students, By
working at the extremes of the student
population, we  find out many useful
things abont how to educate all sm-
dents,

We have more than sufficient bad
newsregarding the performance of our
students versits those of other countries
in international studies of comparative
achievement in science and mathemat-
ics (Gallagher, 1985). Such poor perfor-
mance isalso comparatively true of “our
best students™ versus “then best stu-
dents.” The trends noted here in the
middie schools, cooperative learning,
and master teacher movemaoents tend to
ignore the needs of gifted students and
their teachersand would scem designed
to make these problems worse unfess
theyare counteracted. Thercisnoratio-
nal basis for notincovporating the gifted
programs in any of these innovations,
butweare dealing with values, notfacts,

In the end, it is not the schools or
cducators that drive broad educational
policy. Tt is the public, and it is the
public that will have to decide thatour
perilous status in imternational cco-
nomic and technological competition
deminds that we put aside some of the
old prejudicesabout gifted studentsand
gifted education that come clanking
afterus hike the chains on Marley'sghost,

V. Educational Reform—Site-Based
Management

One of the strongest of the educa-
tional reforms involves the desire o
return power and anthority to the local
school tevell This “site-based manage-
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ment™aims to empower teachers and principals
to make the key decisions regarding children
and programs rather than rely on policies devel-
oped in a central office. often far away, geo-
graphically and psychologically, from the educa-
tional process.

[tis not hard to understand why such a policy
would strike a responsive chord in many teach-
ers who may have felt themselves unduly re-
stricted by distant judgments and faceless lead-
ers. However, site-based management, like the
other reform, raises many different questions
regarding how such a shift in policy would play
out in operation.

There would continue to be obvious restric-
tions on the local school personnel, so it is the
breadth of their freedom of decision making
that is the real question. Obviously, the local
school personnel could not do something that
wasagainst the faw (such as deciding not toserve
childrenwith handicap conditions, for example).
If there is a statewide testing program estab-
lished by the state legislature, does the local
school have the option not to participate? Can
they choose to offer or notoffer certain curicu-
lumitems? The erucial issue iswhat decisionswill
be made ai the local school fevel under “site-
based management™ that were not made there
before, This is a particularly relevant question
for students with special needs who have not
always thrived under policies of local decision
making. What happens to students with special
needs? What about support services that are
district-wide such as psvehological services or
counseling? Can such an approach lead to a
magnet-school wrangement? To what extent
are individual schools expected 1o coordinate
their efforts with other schools in the systen
One wav to look at this sitwation is to think of a
district-wide policy designed for gifted students
in which cach local school has the option (o
implement the idea in various wavs, That is,
some formof grouping byachievementmight he
accepted as a way to challenge gifted students,
but in one school it could take the form of in-
classgrouping, inanother school it mightmean
after-chool programs, and in st another it
might mean a resourcee room progran.

In the end, thisadministrative strategy ol site-
based management will be judged by its prod-
ucts and accountabihite. In that regard, cach
school will be faced with the problems that all
sehools e inassessing programs for gilted
studernts,

V1. Educational Reform—Accountability

The term accountability can strike fear in the
hearts of educators. They know what most well-
cducated citizens do not. That is, the school is
not the most powerful force influencing the
achievement of school children, not by a long
shot.

There are at least three other variables that
would seem to have more influence on student
outcome than the school: (a) the students’ own
abilities and aptitudes, (b) the attitude of the
family to education, and (¢) the cultural milicu
m which the student lives.

EFach student comes to the school with abili-
ties and aptitudes that will largely determine the
level of the child’s performance, regardiess of
the instructional strategies used. Students who
are identified asgified will be generally superior
in mostacademic arcas and will likely remain so,
even if the imstruction that they receive is medio-
cre or worse. Students who are mentally re-
tarded will perform below the average student
and will continue to do so even with the most
brilliant mstructional program that they could
experience (Kirk & Gallagher, 1989).

The importance of the child’s motivation to
achieve in cducation and exercise of special
effort to achieve appears to rely heavily on the
family and family values. Given a strong drive to
achieve inculeated by the family, even aless than
satisfactory educational setting will not deter
such students. One only has to observe that the
discredited education procedures in Japan and
Tatwan and Korea (group recitation. classes of
50 or 6O children, no differentiation of instruc-
ton for individual differences, ete)) st do not
Keep many cager and highly motivated students
from learning.

Finally, the child is heavily influenced by the
cultural background in which he/she exists, If
the cultural values are against girls being schol-
ars, that influence will have a heavy impact on
the performance of girls regardless of the aui-
tude or programs of the schools. Similarly, a
cultrralvalue thatstresses learning as importan
can be a strong positive foree. This is not to say
that education and the schoolsare nota factorin
the students eventual performance. Teachers
can ispive, contentcan intrigue.and the setting
can be conducive to pursuing learning. Such
conditions should be valued and can be mea-
sived, but even the best schools can rarelv over-
come strong negative forces i the dimensions
ol individual abilitnes, familv interests, and cul-
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turalvalues. Thatis whatworries educatorsabout
accountability. Theyknow that poor performance
by the students will be blamed on the schools,
not on the aptitudes of the students or the
interests of the family or the attitude of the
cultural group that the child identifies with.

Gifted Accountability
Much of the literature trying to evaluate spe-

cial programs for gifted students has fallen short

because of avarietyof design problems (Callahan

& Caldwell, T986).

I. Theuse of standard achicvementtestsin such
cvaluation studies will not reveal the true
achicvement of gifted students because of
the ceiling effects, since gifted students often
perform at the limits of the test, even in
pretest circumstances.

9. The use of standard ieasures will not reveal
the mastery of specialized content that is at
the Leart of the special programs for gifted
students. I they are learning the elements of
the new physics of Chaos, where are the mea-
suring instrinments that will credit that mas-
tery?

3. Many of the special education programs for
gilted students focus on the development of
special skills in the domain of productive
thinking. Few evaluation effortshaveincluded
any type of measure (testsor product evalua-
tion) 10 assess gains in this arca.

4. Few evaluation programs comparing regular
versus special programs have used the per-
sonal perceptionsof gifted students, orteach-
crs or parents for that matter. There are
strong indications from informal comments
of the stdents” excruciating boredom with
regulr ediication programs where the pace
and level of the class activities do not chal-
lenge the abilities of such students.

Despite all of these limitations, those evalua-
tion reports which focus upon gifted students
still show gainsin favor of the special programs,
which, given the above shortcomings, must be a
donbly significant result (Kuhik & Kulik, 1982),

Recommendations for Action

[t should be clear from the above discussion
that many actions olsignificanceare taking place
in American education with hittle or no mput
from our special ficld of education of gifted

students. The question is, what should educators
of gilted students do about itz Certainly one
move should be to adopt a deliberate srategy of
communicating our accomplishments and con-
tributions beyond the narrow confines of our
own group.

We could establish conmmnittees or task forces
whose responsibility would be to open new av-
chues of communication with our colleagues in
other dimensions of education and with the
general public. The members of this task force
would write, or cause to have written articles for
Educational Leadership. Elementary School Journal,
Fducational Researcher and so forth that would
reflectaccurate knowledge aboutgifted stndents
and the impact that various programs may have
upon them. They might also share some of our
own ideas about improving education based
upon our experiences with these special stu-
dents.

The popular media are also interested
putting articles before the public butapparently
have few ideas about how to contact key mem-
bers of the field who might be able to bring
credibility to these pieces in Parade magazine,
New York Times Magazine, The New Republic.and so
forth. This task force could collect names of
those who could be contacted on vinious topics.

The major jowrnalsin the field might epenan
‘exchange of papers™ department whereby thev
wonld publish jointly with other journals, re-
print articles previously printed in other jowr-
nals, or encourage other journals to reprint
some appropriate works that have appeared m
owr own journals that would be of interest to
other professionals.

Itwould seem important for those interested
inthe education of gifted students to be proactive
in response to these educational reforms. We
should not wait for them to cause problems for
the education of gifted students before we act:
we should be actively involved in showing the
essential compatibility between the best of such
reforms and quuality education for gifted stu-
dents.,

A complete list of veferences for this artecle may be
obtained by contacting the Communicator editor.

James]. Gallagher maybe reached at the University of
North Carolina at Chapel Hill.
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We Know They Are Out There - Finding the Gifted

Among Hispanic Students

by PAT PHELAN

The focus of this discussion is on procedures
developed in our district for identifying gifted
Hispanic students. This task has our highest
priority because there are so many Hispanic
students cnrolled in the district and, until the
last few years, so few identified as gifted and
talented. To place this discussion in context,
informationabout the Santa Ana Unified School
District and about our formal procedures for
identifying GATE students is presented first.

Some Demographics

Seventeen out of cvery twenty students who
come to our district schools are Hispanic. Four-
teen of these seventeen students have limited
proficiency in the English language. About one
out of twenty-five will receive some kind of ser-
vice from the GATE program.

Out of a district K-12 enrollment of 49,000,
thereare 2,000identified GATE students. Out of
42,000 Hispanic students, 1,000 are identified
gifted and another 700 participate in a program
for unidentified students who show high learn-
ing potential. Thus, identified gifted students
arc 4% of the total district enrollment. Identi-
fied gifted Hispanic students are 2% of the
district enrollment. They are 2.4% of the district
I lispanic enrollment.

While the district populationis 86% I lispanic,
the GATLE population is 50% Hispanic. This
figure of 50% results from a special effort over
the last twelve years to identify Tispanic stu-
dents. Twelve years ago, the GATE population

was about 25% Hispanic. Even the 50% figure
does not adequately reflect current results in
increasing Hispanicrepresentationin the GATE
prograni.

Looking at what has beenaccomplished from
the beginning of this school ycar to the present
time gives a far different picture. Since July 1,
1993, 422 students have been considered for
GATE identification. Out of these students, 336
(80%) were identified either temporarily or per-
manently. Out of the 243 Hispanic students
considered, 189 (78%) were identificd either
temporarily or permanently.

In contrast to the Hispanic population, all
other ethnicgroupsshow a higher percentage of
representation in the GATE program than they
doin the district population. To begin with, 50%
of identified GATE students come from non-
Hispanic cthnic groups that combine to total
14% of the district population. As might be
expected, non-lispanic White and Asian stu-
dentsarcesignificantly overrepresented. The per-
centage of identified African-American students
exceedsthat of African-Americanstudentsin the
district population. This situation is not remark-
able because there are only 700 African-Ameri-
can students in the district. To match the per-
centage of identified African-Americans with
their percentage of district enrollment. we would
only need to identify a dozen students. For what
i'sworth, we have identified over four times that
number using formal GATE identification pro-

cedures. )
Continued on page 22
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CALENDAR

July 21-23, 1994

Supporting Emotional Needs of Gifted (SENG)
Annual Conference, San Dicgo, CA

CAG takes pleasure in cosponsoring this na-
tonal conference for parents, teachers, psy-
chologists, and other professionals. The confer-
ence focuswill be onsocial and emotionalissues
in parenting and teaching gifted and creative
children with presentations on motivation,
stress, perfectionism, depression, ADHID and
the challenges peculiar to minority students.

SENG presenters are always well-known ex-
pertsin the ficlds of education and psychology.
And that includes owr own former CAG presi-
dent and current treasurer Judith Roseberry
whose presentation at the SENG conference is
entitled “How to Live Successfully With Your
Gifted Youngster,” scheduled for 2 pan., July
21.

CAG members will remember SENG Direc-
tor James T, Webb, Ph.D., from his recent pre-
sentation on motvationat the CAG conference
in Palm Springs. Dr. Webb is a professorin the
School of Professional Psychology at Wright
State University in Dayton, Ohio, and a favorite
presenter at CAG conferences.

Full conference cost is $160 for carly regis-
tants (before 6/24/94) and S190 therealter,
with lower rates for persons attending one day
only. Spouse and student discounts are avail-
able, as well as a special progra-n for accompa-
nyving chitdren (grades 1-9) which costs S130.
For more details and registration materials,
contact Leona Gray, Conference Chair, Ellis
Human Development hnstitute, Dayton, OFL
513/873-4300. Or FAX your request to 513/
873-4323,

July 26-28, 1994

Great Explorations in Math and Science (GEMS)
Workshop, Lawrence Hall of Science, Univer-
sity of California, Berkeley

Three-day workshop feading to a GEMS Associ-
ate Certificate for persons interested in being
anactive provider of GEMS workshops to teach-
crs. For details, call 510/649-7771.
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PRESIDENT'S COLUMN

Identifying ldeas and People

by SANDRA KAPLAN

The theme of this issuc is “Identification.” It
provides an appropriate opportunity tc identify
ideas and people—past, present, and future—
important to the association and gifted educa-
tion.

Identification and Gifted Education

1t always is a concern when more emphasis is
placed on how students are selected for partici-
pation in a gifted program than what students
are provided within the gifted program. Asign of
the times has been the debates over whois gifted.
I'rom these debates has emerged a new sct of
rules that govern the identification process:

Rule 1 - The identification process is an
imperfect system that needs constant revamp-
ing with reference to currentknowledge about
students and how they learn, and the validity of
assessiment methods.

Rule 2 - The student should no longer be a
passiveparticipant in the identification process.
Today's identification procedures demand the
activeinvolvement of students in the collection
and assessment of cvidence that best shows
their abilities and interests.

Rule 3 - The identification process tradition-
ally was scen as an end in itself or the entry to a
program whercin students continually had to
prove their giftedness. Today, the identification
process is a means to an end or the enuy to a
program wherein students continnally are ex-
pected to improve their giftedness.

Rule 4 - Identification is no longer a quanti-
tative or statistical number. Today the identifi-
cation process is described qualitatively by the
behaviors and needs of learners.

Rule 5 - Most importantly, the identification
process defines opportunities to learn appro-
priately rather than privileges for academic or
social experiznces.

Identification and the Association
Leadership positions provide vantage points
o identify opportunities and inhibitions or the
factors that facilitate or hinder the association’s
abilities to fulfill its mission. For me and others
who will be leaving our offices as leaders of the
association, these are very identifiable.

Continved on page 4
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Kaplan

Continued from page 3

* Professionalism is a much discussed item in
today’s educational lexicon. As more and
more cducators assume more and more
responsibilities, time for volunteer work in
professional associations diminishes. Time
for participation as a volunteer in a profes-
sional association must become anegotiable
item ofaworking professional if ourendeav-
ors to support educational causes are to
continue.

* The relationship of a special interest group
like CAG to the interests of general educa-
tion must reach a productive balance. The
acknowledged interdependence between
the needs of gifted and general education
studentsis crucial to the success of the popu-
lation CAG services.

* Theneedtoberesponsive tochanging times,
to refine our concerns for gifted students is
paramount. Our mission can remain static;
the means to fulfill it need to be fluid.

Identification and the Future
The Board of Directors has identified the
future for the association in a five-ycar plan—a
plan that is perceived as responding to you, our
members, while simultaneously moving toward
the goals upheld by the association. This plan
includes the following:

Professional Development

¢ Conducting parent seminars on how to as-
sess quality services for the gifted in your
school or district.

* Creating a subject matter focus to promote
foreign language for GATE students.

* Developing networks of inierests related to
gifted education between andamongschools
within the state.

¢ Continuingteacherinstitutesacrossthesstate
and the Certificate of Completion program.

¢ Disseminating new publications for teach-
crs of the gifted and about at-risk gifted
students.

Projects with the California Department of

Education

* Continuing development of more sophisti-
cated strategies to dilferentiate the core
curriculum: depth, complexity, novelty, ac-
celeration.

* Articulating thelanguage, instructional strat-
cgics and curriculum necessary to help stu-
dents attain a “6" on a rubric related to
standards.

Advocacy

*  Providing more frequentupdates on legisla-
tive activities.

d Devcloping parent support groups repre-
senting the cultural diversity of our state.

Identification of People
Most of our members do not see the Board of

Directorsatwork or hear the discussions thatgo

into the business of CAG. This is a time to

identify the people who have worked relent-
lessly for CAG. If you were to attend a board
ineeting you could hear and see:

* The quiet contemplation of Kathy Hope,
Marjorie Bowles, Emelie Neher, Sue
Benzinger, Ccil Wiegand, and Ada Dodad-
Vivier.

¢ The exhuberant participation of Pat Paluso,
Dana Reupert, Victoria Steinitz, Janet
Lamarre, Karen Grinfeld.

¢ Thecontinual probing ofideasby PatPhelan,
Bonnie Casassa, Robin Hubbard, Janet Ward,
Terrie Gray and Dave Hermanson.

¢ The suggestions and concern rendered by
Margaret Gosfield, Sharon Freitas, Anita
Still, Ann Cierley, Barbara Clark, Martha
Flournoy, and Jean Drum.

¢ Thediligence of Barryand Leslie Ziff, Bruce
DeVries, Sharon Russell, Barbara Nelson
and Ray Simpson for the work they have
done for CAG kids.

¢ The ever-present support of the Executive
Committee to further the agenda - Judy
Roseberry, Vera Eby, Cathy Silva, and Ron
Fontaine.

* The work of Carol Brown Spencer and
Sharon Mountford that has made the asso-
ciation “move,” so to speak.

Identification and Thanks
Most of all, I want to extend my sincere
appreciation for the opportunity to have been
ablc to serve the association as president and
identifywhat the board has tried toaccomplish.
¢  We have tried to work productively with the
Department of Education.

*  We have tried to define new meanings of
differentiation and to develop a common
language and purpose (o differentiate the
core curriculum.

¢ We have tried to provide outreach services
for educators, parents and students.

¢ We have continued to advocate for quality
cducation for all California’syouth aswell as
to support education for gifted students.

¢ We have tried to identify our vision and
leave itas a legacy for others to pursue.
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EDITOR'S COLUMN

Above and Beyond Identification

by JEAN DRUM, Editor

[dentification is only the beginning when we
are considering successful participation in a
gifted program, especially when we’re working
with children who find mainstrcam American
culture a challenge. It is absolutely iinperative
that we never lose sight of this fact if we are to
have gifted programs that are representative of
our society and reflect our ideals.

[t may be helpful to begin by taking a look at
the term “mainstream American culture.” This
culture is primarily European in its traditions
and has generally been accepted by the cco-
nomic middle class. This is what the carly immi-
grants brought with them and what they ac-
cepted as the norm. Africans were also carly
immigrants, but they were not permitted to
become a part of the general culture nor was
their culture aliowed to permeate general
thoughttoanygreatextent. As Americans moved
West and as many more immigrants arrived
later in the 19th century, including those who
were not (yet, zuiywzly) middle class, these cul-
tural expectations remain unchallenged, and it
is on these expectations that our educational
system is still largely based. This basis made
perfect sense to people a century ago. If chil-
dren did not do well in school, it was the chil-
dren, not the school, who needed to do the
changing.

Now new winds are blowing through the
locker-lined halls of academe, and those of us
concerned with the education of gifted young-
sters have had to do a lot of thinking. The
indisputable fact is that children who are not
from the mainstream culunre do not seem to be
successful in scoring well enough on the tradi-
tonal tests to be included in gifted programs.
Smce it makes no sense to assume that only
mainstream children are smart, it was decided
that the tests themselves were lawed and cul-
ture-bound, and that we needed to find other
ways of identifying children with high ability. A
numberofcereative solutions have emerged (sev-
eral of which you can read aboutin this issue)
and we are indeed finding children with supe-
rior school ability who would probably have
been overlooked a decade ago.

So far, so good. But remember, it’s not only
the tests that have been based on those main-
stream cultural expectations, it’sour whole edu-
cational system. It’s not enough to find non-
mainstream gifted children. We then must see
that they arc given the means to succeed in an
educational system which, even with the new
approaches that are gaining acceptance, is still
basically mainstream. This does not imply any
valze judgementaboutwhetherthisisdesirable
or is the best kind of education; it simply says
that this is still pretty much what’s happening
out there.

To be successful and comfortable in school,
children need good language facility, and since
most GATE children are highly verbal, lan-
guage isdoubly important for success and com-
fortin a GATE class. A child with limited expe-
rience in English may find it a discouraging
sitnation to be in a classroom of native English
speakers who go home each day to engage in
more English conversation, often with college-
cducated parents. It is important therefore to
sce that children who are identified as having
high intellectual potential but who do notoper-
ate, at the moment, really well in English get a
lot of additional help. This will alimost have to
be done outside of regular classroom hours,
which of course makes it difficult and expen-
sive, but the results would be well worth it
Involving the child’s family is also important,
since they need to see that improving the
student’s English does not mean denying the
first language, but adding skills that will enrich
the use of both languages. Classes to assist other
fumily members to sharpen their English skills
along with the GATE student would include the
family in the student’s GATE experience and
create more comfortable acceptance. The ad-
vantages of being really bilingual should be
stressed and made a thing to take pride in.

These students should be helped to make
the public library thei second honie. Young
chitdren may need help in getting there and
older children may need to become familiar
with the library so that they feel at case in using
it This too could become a project which would
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introduce whole families to the wonderful world
of the library. Whatis needed are “library men-
tors” who would work with GATE students and
their families.

GATE students whose dads are engineers
and whose moms are teachers can get all the
helpwith homework and research projects they
need, but children from limited English homes
or homes where the adults have not had the
opportunity for advanced education, are at a
disadvantage here. If our newly identified GATE
students are to have an equal chance, theyneed
the same kind of help with homework that their
classimates have. One school which serves a
large Hispanic population set up Escuelita, an
afternoon program inwhich studentsata nearby
college volunteered time to help with home-
work. The children had access to books, sup-
plics,andanswers to theirquestionsin a friendly
and warm environment, and it was a great suc-
cess. A program like this might even involve
parents, who could come and learn with their
childien.

These students also need help in bringing
together their GATE experienceand their neigh-
borhood life. Participation in a GATE program
1s sometimes seen as being “white” or a “school-
boy,” and students may feel rejected by their
friends or even their family. This is too much to

ask of a child, and a prime task for educators of
the gifted should be to find ways to ensure that
these children can succeed in school and main-
tain acceptance by neighborhood and family.

Itis alsovital that the lines of communication
between the school and the home be open,
friendly and accepting. In this day of growing
diversity in our schools, educators have been
alerted to the cultural differences that can cause
misunderstanding, but we need to remind our-
sclves often to be aware of these things. This is
a two-way street, however, and we also need to
be sure we let parents know what our expecta-
tions are. We can’t assume that parents “just
know” what we are doing in the classroom and
what we expect their children to do. Thought-
ful and thorough communication (with inter-
preters if necessary) can go a long way to pre-
vent painful misunderstandings that leave a
child caughtin the middle and unable to take
full advantage of participation in a GATE pro-
gram.

GATE programs have been given a chal-
lenge, but when we meet it successfully, the
resultwill be arich alent pool thatwill serve the
future well.

Cami James, Age 11
Patton School, Garden Grove Unified School District
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1Us thattime of year again when the call goes
out from all of the school districts for parentsto
pre-register their four-year-olds and five-year-
olds for kindergarten. Once again parentsacross
the state are faced with the reality of starting
their child’s formal education. Along with this
reality comes the question of whether ornotthe
child is ready to start school.

In the state of California, any child whois five
years of age by December 2nd is eligible to start
kindergarten. Frequently parentswith children
who have fall birthdates are gently and subty
encouraged to keep those children outofschool
for another year. Such horrors as being the
youngest in the class, being immature and not
able to sit still, having a short attention span or
poor finemotor skillsare given outasreasons to
keep a child out an extra year. If, God forbid,
the child happens to be a boy, these reasons are
given even more weight, because boys do tend
1o be developmentally several months behind
girls at the ages of four and five.

This wend has slowed in some arcas, but is
still quite apparent in many., Some have called
this an extension of the super-baby syndrome.

Just as using flash cards in the bassinet was

supposcd togive the child aheadstart, being the
oldest or one of the oldest in a class should give
that youngster an advantage over classmates
who may be almost a full year younger. Some
alsonse thisasasubtle way of “red shirting” boys
carlyinlife, so that when they getto junior high
and high school, they are larger, stronger and
more able physically 1o play sports.

Over the past few years, since the release of
the document few They Come: Ready or Not! by
the California State Department of Education,
some of the policies that made the starting of
kindergarten so dilficult have changed. As
should be the case, the document reinforces
the fact thatrather than making the child fit the
kindergarten, the Kindergarten should fit the
child. Chronological age is not truly an indica-
tor of school success. Rather, howa child wilt do
in school is a combination of many different
factors, Among these are such issues as parental
expectationsandinvolvement, the developmen-
tal approprizteness of the kindergarten pro-
gram, and the connection between the Kinder-

| Think He’s Gifted, but is He Ready for
Bl Kindergarten?

by ROBIN L. HUBBARD

garten program and the primary education at
the school.

The National Association for the Education
of Young Chiidren (NAEYC) has long studied
and reinforced the need for a developmentally
appropriate curriculum for all children. This
cmphasis is based on the work of Piaget,
Montessori and other experts in child develop-
ment. Rather than a vessel to be filled with
knowledge by the teacher in charge, young
children should be seen as explorers who are
discovering knowledge about their physicaland
social worlds. They should have the opportunity
1o interact with others their own age, with car-
ing, supportive adults, and with the myriad
materials of their worlds in an open and well
organized setting.

Having this background, there still is the
question of whether or not to start that son
whose birthday is in October or November.
Even parents of boys born in August or Septem-
ber are often undecided as to whether or not
they should hold the child out a yecar. And,
parents of boys are not the only ones con-
cerned, although they tend to dominate the
question. Parents of girls are also concerned
and may hope to give them an edge academi-
cally and socially by keeping them out an extra
year.

IFirst and foremost, remember that someone
always has to be the oldest in the class and
someone has to be the youngest. Frequently,
without a listing of birthdates, itis impossible to
identify the youngest and oldest in any class.
There are other factors that affect a child which
may make asignificant difference in that child’s
reaction to school.

The secondimportant thing foraconcerned
parent to consider is the particular kindergar-
ten program the chitd will be entering. Doces the
teacherhave asound background in Early Child-
hood Education or has the teacher had only
general elementary training? Do the chitdren
sitin desks filling outworksheetsand doing lots
of *academic” work or is the program develop-
mentally appropriate? How many children are
retained (apractice frowned upon by the state
and most carly childhood practitioners). Is at
least part of the day geared to the child explor-
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ing his or her environmentz Do the
math program and scicnce program
allow for lots of hands-on activities or
are they centered around workbooks
and [ine motor activities? Is language
arts a series of phonetic worksheets
and fill in the blanks, oris it part of a
program that includes good literature
being read to the students, memoriz-
ing poeny, rhymes, songs, journalkeep-
ing. writing centers, and lots of oppor-
tunity for the child to interact with
print?

Parents of a child who is legally old
cnongh 1o start Kindergarten should
request tovisit the classroom their child
will be entering. Ask the teacher for a
conference to determine her or his
phitosophv. Talk with parents of chil-
dren whoare currently envolled in the
program. Also, read articles and books
on what makes a sound Kindergarten
program.

Remember thatby third grade, most
of the advantages of keeping a child

outofkindergartenayearare nolonger
evident. The child who has had asound.
developmentally appropriate program
will adjust to school and do well. Often
brightstudentswhoare held outa yecar
actually become bored with work that
is too casy for them and become behan-
ior problems or else drop out mentally
because they have caught up with their
true agemates,

Anotheraspect to remember is that
between Apriland the start of schoolin
September, there ave five months for
egrowth and development. The child
who does not appear ready in April
may be more than ready in September.

As a Kindergarten teacher 1 have
seen very voung six vear olds and very
mature touryearolds. My classesa hvavs
lave at least a full vear spread and
frequently, as with this vear, an cigh-
teen month spread. Intevestingly, the
oldest student is a girl who is still shy
and has difficulty separating from her
mother.and the voungestisagirlwhose

birthdate is December Ist. Although
alsovery shy and with poor motor skills
at the beginning of the year, she is now
solidly ready to go on to first grade.

Readings

Bredekamp. S. (Ed.). (1987) Devel-
opmentally Appropriate Practice in Farly
Childhood Programs Serving Chiliren Irom
Birth Throwgh Age 8. Washington, D.C.:
National Association for the Education
of Young Children.

California State DepartmentofFdu-
cation. (1988). HHere They Come: Ready or
Not! Sacvamento, CA.

Peck.J. T McCaig, G.. & Sapp. M.E.
(1988). Kindergarten Policies: What is Best

for Children. Washington 1D).C.: National

Association for the Education of Young
Children.

Robin L. Hubbard teaches kindergarten
at Pine Grove Elementary School in
Crescent City, CA.
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[was one of those parents who ago-
nized over whether to send mv Octo-
ber birthday son to kindergarten when
he was legally eligibte. T had all the
worries that Robin Hubbard mentions
in her article, and since my husband

and [were both teachers, Iwondered if

we might be too anxious to have our
child enter o world. Welll we did i
Afterall. hewastechnically old enongh,
his onlv fiiend in the neighborhood
wasgomy (analready five-year-old with
a Januay birthdav), and he secemed o
like the idea. But b stith wortied.
Severatmonthsinto the school year,
I walked up to the school to visit the
Kindergarten to see whatwas going on,
I'here he wasositting on the rug, buton
the very outside corner. Oh dear, |
thought. he's not veadv he doesn’t

know how tosocialize. Guilt flooded in.
Then the teacher began to call the roll
and expected cach child to answer by
saving. “I'mhercand mvaddressis. L7
Mysonwastheonlyone of the children
whowas able to do this straight off with
no help. Well, T thought, guilt reced-
ing, mavbe he is ready.

He sty ed shy and quict and on the
corner of the rug, but he liked kinder-
garten and didn’tsecw to have trouble
doing anv of the activities, e was also
the tallest child in the class. At the end
of the year he gota perfectscore on the
reading readingss test, o the great suy-
prise of the teacher who didn’t “think
he was that simare.™

Hewasthoughovervsmartandwhen
we watched him gradate from high
schoolasvaledictorian, tall handsome,

' Yes, He Was Ready After All - A Parent Remembers

successfulin several extracurricular ar-
cas (but still rather shy). we knew we
had made the rightdecision. Of course,
not all storics have such a happy end-
ing, but successtul kindergartners can
come in many sizes and ages.
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Reexamining the Foundations of Giftedness

by RICHARD W. RONVIK

Long-term obsceivers of the development of
cducation for the gifted have been aware that
the pendulum of popular support has swung
notinfrequently from one extrene to the other.
Currentlyitisonitsnegative swing, being driven
by the regular education initiative, some as-
peats of schooi reform, dishonest or incom-
plete presentations of grouping research, nre-
sponsible claims for cooperative learning. le-
gitimate concerns about equity, fears of elitisni,
budget constraints and most embarrassing of
all, poorly constructed gified programs.

This currentswing of the pendulum is quite
forceful and it would be ronic if it were weak-
nesses withingifted programsthemselves, rather
than outside forces, that brought the entire
framework crashing down. To say that an enos-
mous number of gifted programsin the country
todavare baseduponweakunderpinningswould
be to grant them a courteous understatement.

Inclusion Versus Exclusion

Tobeginwith, many program developersare
stll struggling with the issue of whether to be
more exclusive or inclusive in thenr identifica-
ton and selection procedures for gifted pro-
grams. Those who think of selection proce-
duresin cither contextare already off the track.
The studentswho should be ingifted programs
are thosewhose mentalabilitiesare advanced to
the degree that the regular school program
stmply doesnotmeettheirneeds; anything clse
i~ politics, .

Those who think “exclusive™are aligned with
the old-line gatekeepers who demanded thata
student havean 1Q ol 13210 be declared “gified”
and therefore eligible for various rights and
privileges. This view was not helpful to the
highivable stndentwho missed the magic cutolt
but was well bevond the ability of his or her
classmates and did require adiflerentiated pro-
gran,

Fhose who think “miclusive " are usually from
cither the well-meaning set that always har-
bored secretguilt feelings about whether gifted
programs (ostered elitism, or from the cynical
set that knew itwould nothe lnevative to market
amaodeldesigned foravery imited population,
We have never quite recovered from the inordi-
nate timeand moneyand cflortlostin parsuing
g1 ogrnns built on these misconceptions.

One ofthe carliest, and most extreme, of the
inclusion models was Calvin Taylor's Talent
Totem Pole Model (Taylor, 1968) which identi-
ficd children in some halfa dozen arcas includ-
ing “wisdom.” “planning” and “forecasting™
and was built on the concept that if you tested
childreninenoughareas, almost everyone could
carry the label of “gifted” in something. As a
diagnostictool for the regular classroom tecacher
it may have been useful, butas agifted program
model it failed because it simply delayed mean-
ingful program development.

A more seriously disturbing model, because
of its popularity, is Joseph Renzulli's (1977)
Enrichment Triad Model with its concomitant
triadic identification system. “Task commit-
ment” is simply not a strong criterion for pro-
gram cntrance because motivating students is
also part of a school’s responsibility and good
teachersdoitall the time. “Creativity” may have
relatively low relevance for a student whose
intellectual needsare notbeing metin elemen-
tary school mathematics. And “above average
ability” or 5 Ist percentile aptitude compromises
the credibility of the term “gifted” and contrib-
utes to the trivialization of serious gifted educa-
tion.

The best one could do would be to scrap the
irrelevant overlapping three civeles ol identifi-
cation ard implement the enrichment model
for every stadent in the school. The model
itself, with its various types of enrichment, and
the way it can be scheduled into a school’s
program, is excellent and would probably bean
asset to any school’s program for students at all
abilitylevels, including the gifted. The danger is
in believing that part-time, “revolving-door”
projects-based. resource-room type prograims
are comprehensive differentiated programs for
the gifted,

Gifted program developers becane inter-
ested inadifferent type of inclusion some years
ago with the introduction of the concept of
“tmultiple intelligences.” Suddenly, there were
new audiences to consider which mighthelp to
dispel accusations of serving an elite few, What
scemed to be forgotten, however, was the fact
that the “intelligences” related to traditional
school tasks were not being atall well served in
gifted programs.

Howard Gardner (1983) says on the opening
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pagce of his book, Frames of Moned: ™ .the
score on an miteligence test does pre-
dict once’s ability to handle school sub-
jects, thongh it foretells little of suceess
m later life.” (p.3)

Thatmay well be, but for those of us
who are employees of schools, it is in
school subjects thatwe are expected to
work, and it is in school subjects that
parents of gifted children expect us to
develop comprehensive and difleren-
tiated programs,

There are some signs of the “inclu-
sion” concept in the recent trend to
scrap the term “gified” and replace it
with the term “talented” and then di-
rect efforts toward “talent develop-
ment"—asortof ereate your own gifted
child™ model. The loss of the term
“gilted” would probably cause liule
pain, but there isa problem in replac-
g it with the term “taleated.” The
problem is that no one seems to Kitow
what it means. or perhaps more accu-
rately, everyone scemsto think itmeans
something else. The lay opinton is that
ithassomething to dowith the ortscthe
school administrator’s position scems
to hold that it is an ability level just a
shade less than gifted; the gifted pro-
gram pracutioner’sview seems to hold
thatitisaspecific aptitnde (in contrast
to “giltedness,” which is general intel-
lectual ability). The most elegant view

is held by Trancovs Gagne (1991) of

Quebee whao hhopes we will aceept that
talentisabman activity or developed
abilities while giftednessishuman apti-
tude or natural abilites, Fven if every-
one promised not to bickev about the
definition, there would scem 1o be no
pointinjumping toa new term that has
no universally accepted definition,
Many of these attempts at “inclu-
ston™ veceived their impetus from a
desire to eliminate anv hint ol elitisin:
ironically, thev were instramental in
making the case for legitimate charges
of that very flaw. For in casting the net
cver wider, mam students were in-
cluded m gifted programs who did not
1eally vequire special programming
since thevwercalveadv sufficiently chal-
lenged i the regular school progeam.
As the enthusiast for inclusion spread,
the program oflerings that followed

shifted further away from the major
academic currtculum areas; and it be-
came questionable as to why any chil-
dren should be excluded from these
special offerings. In fact, this expanded
group became the first uue elitists in
gifted cducation because there was no
philosophical rationale for including
only them. Their programs had be-
come preferential rather than differ-
cntated,

Relevance

When legislaton for gifted educa-
tion became popular in the "50s and
"60s, amajor errorwis committed which
will have implications for gifted pro-
grams to the year 2000, Eager to be
recognized at all, gifted educators ac-
cepted the role of the gifted program

as an “extra” in the kuger context of

schooling. Since full-tine gilted pro-
granmning in the major curricular ar-
cas was adiministrativelv difficult, even
when the children required such ser-
vices, program developers instead pro-
posed “add-on” classes, resource room
pull-outs, independent learning, and
special projects, Some of these pro-
grams scemed to work rather well: the
s(u(lcnlsvn_jnyvdlhv(‘h;lngc.lh(‘lc;\(‘h-
ersliked working with aselected group,
the parents were proud that their chil-
dren had been identified as “gifted.”
and administrators were happy that
the publicitvwas positive and the whole
thing, required few scheduling head-
aches.

But highlv able students were still
sitting in then regular fif th grade math

classes agonizing over the slow pace of

instruction while their fess able peers
struggled with theirlessons:and preco-
cious first graders who could read flu-
ently with animation sat stunned while
thernr classutates stood one ata ume to
read. haltinghvostrings of solated words,
These same children were then col
lectedonce ortwice aweek and broughi
to a resource room where they could
learn aboutdinosats orwaork on “hrain
teasers™ o write “what-i™ exercises or
work m theireritical thinking booklets,

The programswere neither substan-
tive nor connected inany real sense to
the full-time academic proyoam ol the

school. Gifted programs became part-
time and irrelevant and they have con-
tinued in large part to grow that way to
this day. We have become so hardened
to this irrelevance thatwe can adoptan
identification/programmodel entided
“Revolving Door” with a straight face
and not the hint of embarrassment.

Farly legisiation on gifted educa-
tion should have required gifted pro-
graminterventionsto replace the regu-
lar curriculum and involve differenti-
ated curriculum in the majoracademic
arcasin which cach student was denti-
lied as gifted. When the legislation did
not so dictate, then gifted program
administrators shounld have taken it
upon themselves to do this anyway.

Cox, Danile and Boston (1985) pre-
sented the findings of the Richardson
Study, cautioning against the continu-
ation of the popular pull-out model for
meeting the needs of gifted students.
The field would have done well 1o take
that advice.

Differentiation

Probably the weakest structural -up-
portin the framework of gifted educa-
tion is in the arca of what has come to
be called “differentated education.”
Once the students have been selected
by once means or another, and placed
mto one kind of educational setting or
another, what exactlyis to be done that
is different, ordifferentated from what
is done with regubur ability students in
regular classes?

Here educators of the gifted sailed
all over the edvcational map, like Co-
humbus—always confidentbut neverin
quite the vight place. In the early years
it was diffeventiation through creativ-
iy, and program developers worked at
this so diligently that creativity exer-
cises became almost synonymous with
gifted programs, Always restless, the
focus moved on like a tornado ripping
through divergent thinking, problem
solving, problem creading, thinking
skills, eritical thinking, earning styvles,
discoverylearning, and sharedinguiry.
There was, it seemed, no end to what
could be called dif¥ rentiation for the
gifted; but in outh not one of the
strategies came even close, for every
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strategy that was temporarily cmbraced
as the key to gifted differentiation was
not only suitable, but absolutely neces-
sary, for all students in all classcs.
When the Taxonomy of Educational
Objectives that had been categorized
by Benjamin Bloom and his associates
(1956) was loosed onto the ficld of
gifted education, it scemed that the
program developers had at last found
their Grail. Noticing that knowledge,
comprehension, and application were
referred to as “lower levels,” and analy-
sis, synthesis, and evaluation as “higher
levels,” they reasoned naively that the
“lower” levels had more 1o do with
regular students and the “higher” lev-
elshad more to dowith gifted students.
So they inverted the levels of the tax-
onomy so that gifted students would
spend inordinate amounts of time ana-
lyzing, synthesizing and evaluating that
about which they had little knowledge
or comprchension. Gifted program
consultants across the country became
the worst offenders in offering this tax-
onomyas differentiation for the gifted.
Another interesting idea set forth
concerning differentiation was that
gifted education should cmphasize
product development, where the child
performs as does a practicing profes-
sional. Proponents of this idea con-
tended that giftedness does not exist in
avacuuni; it should be seenaslinked to
an observable end product. They also
felt thatgifted program activities should
involve reallife situations—working on
community projects, writing actual let-
ters rather than business letter exer-
cises, producingactual radio programs,
conducting actual interviews with se-
nior citizens, cte. The five Type 111
enrichment goals that Renzulli (1977)
considers uniquely appropriate for the
giftedall deal with actual invesogations
of real problems, using raw datarather
than reporting the conclusions of oth-
ers, creating tangible products, and
applying thinking processes (o real situ-
ationsrather than structured exercises.
The concepthehindall of thisscems
1o be that reality is only for the gified.
The major flaw in this view is thatitis
not only the gifted who do not exist in
avacuvm. Fvery child, no matter what

the ability level, should be involved
with observable end productsand real
life situations and actual investigations

and raw data. It is clitist beyond belief

to offer activities of this type as differ-
entiated education for gifted children.
The separation of activitics into rcal vs.
hypothetical for gifted and regular stu-
dents is artificial; it would force gifted
children into privileged roles and it
would withhold normal good teaching
from regular ability students.

The latest fa” m in-service work-
shops for differentiating curriculum
forthegifted is tostructure curriculum
around major themes. Gifted program
cducatorssomehowgot the notion that
regular ability children should receive
information in whatever way they al-
ways did, but gifted children should
receiveitgrouped by “thematicthreads”
such as“challenge”or “conflict” or“pat-
terns” or “exploration.” There is not a
scrap of evidence to indicate that this
strategy has any more relevance for
gifted students than it does for regular
ability level students. In fact, il'a person

just wanted to be ornery, he or she

could probably demonstrate that the
thematic approachis better for regular
ability Ievel students since they might
miss thematic connectionsunless these
were pointed out; whereas, the gifted
child mightmorce easily make such con-
nections no matter how the material
was presented. Actually, itis just as silly
to advocate one as the other since the-
matic teaching is simply an excellent
teaching strategy that can be used in
the proper place and time with stu-
dents of alt ability Ievels. As all of these
“differentiated ™ activities, once the pri-
vate domain of the gifted program
teacher, are seen forwhat they actually
are—good teaching techniques for all
students—they will cross over into the
regular classroom, separate provisions
for the gifted will scem redundant, the
pendulum will swing more vigorously
and the framework of gifted education
may come aashing down into an un-
fortunate heap,

We should have come to the conclu-
sion by now that there isno curricutum

per se, nor is there any method of

teaching perse, thatis suitable only for

the gifted. The differentiation is in

pacing and depth only. Gifted classes

should take on the same subject matter
as the school’s regular program. How-
ever, these classes should be acceler-
ated—that is, go faster and introduce
subjects carlier than the regular pro-
gram, and they should be enriched—
that is, go into far greater depth and
intensity than in the regular program.

The litnus test for good gifted pro-
gramming was publicized by Milton

Gold (1956) who highlighted a quote

from The Gifted Student: A Manual for

Program Development: “An educational

program can be devised which does

more adcquately mect the basic de-
mands of the gifted child’s greater
learning capacity and which on the
whole being uniquely suited to the

gifted is both unnccessary for and im-

possible ofaccomplishmentbystudents

of lesser ability.” (Southern Regional

Project for the Education of the Gifted,

1962, cited in Gold, 1965, p. 136.)
Programs of the type that Gold envi-

sioned can be developed if we ensure

that the philosophical underpinnings
to support the program arc in place.

This requires that;

1. Thestudentsare identified asgifted
through caredibie measuresand it is
clear that the child’s educational
needswould notbe metin theregu-
lar classroom.

9. Thegifted program parallelsand is
in place of the regular program.

3. The gifted program offerings are
full time in the arcas in which the
studenthasbeenidentified asgifted.

4. The gifted program groups gifted
children full time or part time with
their intellectual peers in accor-
dance with the field rescarch on
grouping (Rogers, 1991).

5. Theenrichmentdifferentiation for
gifted programs is focused on the
degree of difficulty of the material
and on the curriculum being stud-
ied in greater depth.

0. Theacceleration differentiation for
gifted programs is focused on the
faster pace of classroom instruction
and on the carlier introduction of
various subjectimatter into the cur-
ricathum.
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Withgifted education suffering both
threats from outside the field and weak-
nesses from within, we need to make
some substantive changesin the waywe
view the education of gifted children.
We must become more questioning of
cachmodcl thatis suggested asa provi-
sion for the gifted; we must develop a
healthy skepticisin of the “quick-fix”
programdesigns that have proliferated
in this field, and finally, we must re-
quire every workshop consultant, every
conference presenter, cvery journal

contributor to distinguish more care-
fully between that which is good teach-
ing forall studentsand thatwhich Gold
(1965) reminds us is, “Uniquely suited
to the gifted [and] is both unnecessary
forand impossible of accomplishment
by students of lesser ability.”

Richard W. Ronvik is Director of Gifted
Programs for the Chicago Public Schools,
Advisory Board Member for the Certer
for Talent Development at Northwestern
University, and a member of the Illinois

State Board of Education’s Advisory
Council on Gifted Education.

This article first appeared in the
July/August 1993 issue of Understand-
ing Our Gifled, and is reprinted from
the Winter 1994 issue of Images, pub-
lished by the Indiana Association for
the Gifted.

A complete list of references for this article
may be obtained by contacting the Com-
municator editor.

The Raven Progressive Matrices: A Key to Successful

GATE Identification

by MARCIA Di}IOSIA

Traditionally, the vision of the gifted child
hasbeen onewhowas the fustwithahand in the
airwaving atthe teacher toanswer the question,
a child with a large vocabulary who knew how o
use it and the student first to memorize the
lengthy poem assigned to the class. A broader
view of intetligence hasnow been introduced to
include an array of skills and abilities.

Standing in the way of uncovering the gifted-

ness in all populations has been a variety of

issues. The first of these is the searching outand
nomination of students to go through the as
sessment process. Teachers, the funnel through
which most nominations occur, frequently are
unable to recognize gifted traits ina wide range
of ethnic groups. Lack of eye contact or the
vavity with which the child raises his hand may
turn the teacher away from ;\ssluning innate
giftedness, San Diego City Schools (SDCS) has
attempted to circomvent this problem by allow-
ing anyone who has contact with the child, or
the child himself, to refer the student forassess-
ment. The psychologists with the district have
also conducted inservices to acquaint teachers
with traits that may be considered gifted in the
dominant caiture but not in others, Fially, a
central nomination st is sent to cach site that
mncludes students in the upper 10 percent on
the standardizedachievement testadministered
cach spring and students in the upper 50 per-
cent from the traditionally undetrepresented

ethnic groups. This combination has allowed
all populations to have equal access to the
process to determine giftedness and to nomi-
nate students in nunmbers that reflect thew
presence within the distriet,

The nextobstacke was the (esting instrument
iself. 1t was necessary o include a completely
objective measure with the identification crite-
ria. Traditionally, intelligence tests were biased
towards white middle class students. Therefore,
it was necessary to search ont a method of
uncovering the giftedness in all populationsin
the fairest way possible. After examining the
process used in the past within the San Diego
City School district, a Jacob Javits Gifted and
Talented Education grant was applied for and
won (o help in the exploration of possible
assessment methods to be used in the future.
The head of the joint doctoral program in
psychology, San Diego State and U.C. San Di-
cgo, Dr. Dennis Saccuzzo, headed the research
team. Various aspects of giftedness were exam-
ined, including locus of control scales which
mdicated internal or external motivation. In-
formation processing was another indicator,
utilizing computers which offered neurologi-
cal tests that determined how long a particular
design neededto be flasheduponasercentobe
recognized and remembered. Both of these
possibilities were rejected in favor of the use of
the Raven Progressive Matrices, especially after
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the search through archival data
{35.000 files) and the 52 pieces of com-
parative data pulled from cach case
were rescarched. The path kept lead-
ing back to the Raven.
The Raven was developed by John
Raven in Great Britain in 1936 and
“until recently there had only been Brit-
ish norms available. Now the test has
been renormed throughout the world,
but extensively within the United States
using various cthnic groups, socioeco-
nomic levels and different geographi-
cal arcas. 1t is a non-reading test of
cognitive processing skills. It does not
depend upon past experience orknowl-
edge but “teaches” the child the tasks
as the testgets progressively more chal-
lenging. If the student is able to recog-
nize the patterns in the simpler of the
60 item test, then he will “learn™ to
correctly respond as the level of diffi-
culty increases.
The Raven Progressive Matrices is
an intelligence test, but not the tradi-
tional sort. Tests, such as the Stanford-
Binctor the WechslerIntelligence Seale
for Children I, assess what the child
hasbeen exposed to, bothathome and
at school, the size of the child svocabu-
lmy o1 math achievement levels and
what their strengths are with memori-
zation. Qtherareasare also tested, but
still utilize an experiential format. This
isconsidered “orystallized ™ intelligence
or what a child has learned np to that
point. On the other hand, the Raven
tests “fluid” imtelligence or how a child
lecirns. [t has been determined that the
Ravenis the bestand fairestmeasure ol
‘o presentlyavailable, “gr"being Spear-
man’s interpretation of general men-
tal ability and its capability for predict-
ingscholasticaptitude. In theSacenzzo,
Johnson, Guertin 1994 monograph,
“Identifying Underrepresented Gifted
and Talented Children: AMultifaceted
Approach,"itstates: "Because the RPM
(Raven Progressive Matrices) measures
“ritcorrelateswith other measures of
general intelligence including fan-
guage abilities and reading, even
though the RPM itself contains
no language or reading problems.
Morcover, because it does not involve
reading, language, or other aspects of

acquired, or crystatlized intelligence,
the Raven is a far better measure of
pure potential than tests such as the
WISC-R, whose scores depend heavily
on acquired knowledge.”

The monograph goes on o state
that when correlating the WISC-R and
Raven scores with the standardized
achievement test given within the dis-
trict, for both African-American and
White students, the Raven was a better
predictor of language achievement
than the WISC-R Verbal, Performance
or Full Scale scores. It further stated
that this was probably “due to the
Raven’s ability to evaluate potential
independent of past learning.”

Somcofthe arcastested by the Raven
include: alertness to visnal detail, cat-
cgorical thinking, conceptual reason-
ing, decoding, problem-solving skills,
concentration, persistence, sequenc-
ing.non-verbal concept formation, syn-
thests and analysis, spatial perception
and information-processing skills. What
this finds is a child who is able to think
and reason and not justmemorize and
regurgitate information.

Another positive aspect of the Raven
is that it is given as a group so that
several studentsmay be assessed atone
time. The children enjoy the initial
discussion to introduce them to the
methods one might use to be success-
ful on the assessment. This is very dif-
ferent from the onc-on-one situation
where the child may feel as if he is put
on the spotwhen unable torespond to
a question or compleie a task within
the short time Iimit. And on that sub-

jeet, it was decided by the SDCS psy-

chologists that the Raven would be ad-
ministered so that all children with
differentstyles wonld not be penalized
forworking in a slow, methodical man-
ner. Theyare encowraged toworkmore
slowlvand not consideritarace whereby
the firstone completedis “the winner.”
After administering many thousands
of Ravens, it has been observed that
almost everyone finishes within the ex-
pected dh-minute time limit recom-
mended by John Raven. But, by an-
nouncing the “untimed™ method, the
child'sreluxedattitude and lack of con-
cern {or watching the clock allows a

more reliable picture of their true po-
tential.

Other studies have been conducted
that indicate both sides of the brain are
utilized in the process of analyzing the
tasks. A child will work through his
strengths, be they verbal or visual, to
answer the questions. [tis often easy to
determine which children are particu-
larly strongverballyas they talk to them-
selves throughout the test

The results of several years of assess-
ing with the Raven have clicited results
so positive and in line with the district’s
needs that the instrument has been
wholeheartedly embraced. Itidentifies
the traditonal highly verbal student
and the high achiever, but it alse un-
covers giftedness in the many diverse
ethnic populations. When compared
to the years with the Wechsler used as
the test of choice, the numbers of cer-
tified bilingual or bicultural stadents
are casily doubled with the use of the
Raven. In addition, the low achievers
or poor readers with very high ability
levels now have a chance to be discov-
ered and challenged. One surprise has
been several learing disabled students
whohave been newly-identified asgifted
and are now able to be recognized
under another, more positive label.

Standards have not been lowered,
and expectations for all students re-
main high. Some children must transi-
tion slowly for a year or two togain the
skill for successful participation in the
gifted ~lassroom. The fabric of the new
GATE classroom may now be made up
of a variety of threads, calling upon
teachers to expand the methods by
which they enrich the core cutriculum
to challenge the gifted student. The
needs of the gifted child may take ona
broader pevspective, butone that adds
to the strength of the dlassroony. Tt is
now quite clear that equalaccess forall
gifted studentsinto the gifted program
isnolt justa theory, buta practice—one
made possible by the Raven Progres-
sive Matrices,

Marcia Dijiosia is GATE Senior Psycholo-
gist for the San Diego City Schools,
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Reports from the 1993 CAG Student Grant

Recipients

Lach year CAG awards grants to students to
enable them to pursue projects or activities
which show exceptional promise. This year’s
winners include Eddie Wu, Dean Short and
Brian Minkin, as well as Vitto Cutten and Chris
Lux of Horace M.onn Middle School in San
Francisco

Eddie Wu, Los Gatos High School, Los Gatos,
CA

Eddic isaseniorat LGHS. His study is titled:
Origin of Ascidian Vanadium; A Novel Vana-

_GIN OF ASCIDV.
VAN ADIUM™

ey
HANDLING

divm-Binding Substance with Siderophore Prop-
erties in Aserdia Nigra. Tt has been discovered
that the concentration of vanadium within the
ascidian tnicate can reach levels of over four
million times the vanadium concentration in
scawater. [tis currentv unclear how vanadium
isaccumulated by the ascidian, The vanadimm is
concentrated within blood cells. A novelmecha-
nism investigated in this study may aid in the
explanation of how vanadium is incorporated
from the surroundings and into the blood of
ascidians. Applicationsof the experimental com-
pound include using it to clean up hodies of

water contaminated with high levels of heavy
metals, alleviating heavy metal poisoning and
in pharmaceuticals.

Eddie came across the mystery of vanadium
in (unicates one day in a discussion with Dr. Roy
Okuda at San Jose State University and
brainstornied some ideas that may “solve” the
mystery. ‘The results are still preliminary, but
there is a definite similarity between the com-
pound known to concenwrate iron and the
experimental compound that may be involved
in vanadium concentration. Dr. Okuda writes
that Eddic is one of the most sclf-motivated
students he has evermet. and that this hasbeen
entirely his own project.

Eddie is currently competing in the Junior
Scienceand Humanities Symposivm and at the
International Science and Engineering Fair,
and he will study Biomedical Engineering at
Northwestern University and finish off with a
medical degree at Northwestern. He enjoys
science, music, computers and basketball, ten-
nis, and skiing.

e used the grant money to supply much of
the glassware and instrumentation used to carry
out the experiment. He is donating the glass-
ware to the schoolwhen the studyis completed.

Dean Short, John F. Kennedv High Schoot,
Sacramento, CA
Dean will use his CAG grant to attend the

Junior Statesmen summer school at George-

town University in Washington, 1.C. Last sum-
mer he attended the Stanford session of this
program, where he took college level classes in
Speech Commurica-
tonand American Gov-
ernment. At George-
town he will qualify to
attend classes in
United States Foreign
Policy and Advanced
Placement Econom-
ics. Dean says, “1 feel
Twillbenefitfirom this
intensive course work
and will in tirn ben-
cfit my school with
the leadershiproles|
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will assume as a senjor. I have been in contact
with the friends I met from all over the world at
Stanford,and L hopetocontinue mecting young
pecople with leadership interests similar tomine
at Georgetown.”

(Stephanie Flowrnoy interviewed Brian. Minkin
and contributed this story.)
Brian Minkin, Adolfo Camarillo High School,
Camarillo, CA

In ninth grade, Brian Minkin began writing.

He wrote a short story for a teacher in Missouri
who encouraged
him to pursue writ-
ing. telling him
thathe wasvery tal-
ented. Although
now, upon reflec-
tion, he does not
consider the po-
emsand shortsto-
ries that he wrote
then to be very
sophisticated, he
does consider that time to be an important one
it his life. Brian is now able, because of funding
from CAG, to continue taking a course in Los
Angeles with a prominent pocelt.

Born and raised in Camarillo, Califor-
nia(except for a few years in Missouri), he now
attends Adolfo Camaritlo High School in
Camarillo. He dreams of becoming a poet, but
he thinks in veality he will have a “normal job
and write pocuy on the side.”

From Brian’s point of view, trne poctry is
“natural” or writing poetry the way people talk.
In hisopi on, one cannottell the reader some-
thing; one mustshow the readerwhatishappen-
ing. A poet must avoid overwriting a poe and
Justtell it from the heart. Brian relaies that i ¢
tries to aveid bad Socny.

“You see, bad poetry isvague, with no details,
no deep feeling, no expression of an experi-
ence, or there is no shock value to the poem or
tears that come out of it Its pretty much like a
Fallmark card.”

Brian haslearmed these conceptsin the classes
that he has been taking in Los Angeles. He is
very pleased to e able to continue taking these

lessons and to furcher his development as
young poet.

Du’pars
over fries and coffee

['m genna take this one,
she says,
lifting a siagle fiy firom my plate
to her palate.

But what of ginls?
I ask,
as I'sip some industrial-strength coffee.

Like a fickle fiy.
she says—
['r1 gonna take this one,
she says,
and lifts the fiy off the plate.

No I'm not,
she says,
and sets it down.
Oh!
[ say,
with that edible epiphany
being dropped back onto the plate—
so crispy and greasy and lightly salted.

And Liftit up into my mouth

a

-

and chew onitin my brain for a while,

as she grabs the fry and munches on it

Why must [ always be a fry?

-Brian {Hlinkin
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Identification of Gifted/Talented Students: Transition

in Texas

by JEANETTE COVINGTON

Public school districts in Texas have been
required by law to identify and serve gifted/
talentedstudentsinkindergarten through grade
12 since 1990, The task of identification is to
find those students who, by virtue of outstand-
ing mental abilities, are capable of high perfor-
mance and demonstrate those abilities in such
arcasas generalintellectual ability, specific sub-
jectmatter aptitude, ability in creative and pro-
ductive thinking, and teadership ability. Thee»
are students who require seivices that are not
ordinarily provided in the regular educational
program. In order to provide guidance and
direction to the school districts in Texas, the
State Board of Education adopted rules that
were congruent with what was deseribed in the
literature as exemplary identification proce-
dures. Rules require districts to use a minimum
of five equally weighted criteria that vrepresent
both objective and subjective assessments. Prior
to the mandate, it was not uncommon in ‘Fexas
to find districts using a weighted matrix to
wdentify gifted/talented students. In some in-
stances.intelligence tests were heavilyweighted.
and achievementtestsin others, Often teachers
were afraid to trust their own professional judg-

ment about the abilities and performance of

studentsandwanted torely heavily on standard-
ized measures. Just as common, very swmall
weights were given to information provided by
parents.

Another requirement of the State Board of

Education rules is that final selection must be
made by a committee of at least three local
district educatorswho have received training in
the arca of gifted education. The intent of the
rule is to empower the committee to make the
best professional decision possible about the
cducational programming for students. Com-
mittees are allowed to make exceptions for
students who do not meet district established
cutoffs, if such cutoffs exist. Districts are en-
couraged to use a holistic approach to identifi-
cation and not add up scores ona matrix or set
rigid cutofT scores. The use of student profiles
to display data is recommended.

Still a third requirement of rule is that the
dataand procedu es used during the identifica-

tion process are designed to assure that the
population of the program for gifted students
reflects the population of the district. To assist
districts in achieving this rule. the Division of
Gifted/Talented Education sponsored seveval
projects designed to develop nontraditional
assessiment measures, The Texas Student Port-
folio (TSP} was developed with assistance from
Sandra Kaplan. Use of the TSP provides a “vid-
cotape” that reveals how students progress over
time rather than offering a “snapshot” of stu-
dent performance that a standardized test pro-
vides. To enhance the image, students may
bring products from home as well as use prod-
ucts created i scheol. Products placed in the
TSP provide meaningful information to selec-
tion committees. It is reconunended ‘that stu-
dents select what they consider to be their very
best work for the portfolios. They provide the
reasoning behind their decision to place the
product in the portfolio, and it is often that
statement that is more revealing of their abili-
ties than the productitselll The following eight
descriptors are used to evaluate the portfolio:
e Unusual presentation of an idea
e Work advanced bevond age or grade level
e Complex or intricate presentation of an
idea
e In-depth understanding ofa problem oran
idea
e Resourceful and/or clever use of materials
e lividence of support of rescarch for the
idea
e Organized to communicate effectively
e Lvidence of highinterestand perseverance

Teachers are encouraged to actuadly teach
the deseriptors to the students and to modify
lessons so thatstudents have the opportunity to
display their strengths. This is beneficial for
obvious reasons and students have a right to
know the oriteria that will be used to evaluate
their portfolios.

The Activily Piaceinais alse were developed
with assistance from Sandra Kaplan. The
placemats inay be used both as a tool for assess-
ing a child’s potential and as an instructional
tool. Use of the placemats allows students to
demonstrate behaviors often associated with

lo
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advanced, parents are
asked toidentify some
important behaviors
that educators will
need to know as they
make educational de-
cisions for the child.
ShGPC - Examples are pro-
vided .fhow children
might exhibit the chair-
acteristics that are de-
scribed “jot-
down,” adapted from
theteacher “jot-down™
designed by Sandra

and a

giftedness. The skillsaddressed include
questioning, developing vocabulary,
hypothesizing, developing multiple
perspectives, planning. creativity, and
relating. (Although primarily designed
with young children in mind. teachers
at all grade levels have indicated the
uscfulness of the placemats.) They are
content-free and can, therefore, be used
in any subject area and in any topical
arca of study. Placemats may be used
with students whose native language is
not English to stimulate Laguage de-
velopment through the encourage-
ment of verbal responses. They can be
used with individual students, with small
groups, or for whole class instruction.
The placemats offer the opportunity to
give a student an assessment experi-
ence that most objective /standardized
measures do not provide. Ifastudentis
unusually shy, rather than working with
a group of other students, the teacher
can sit with the student and work with
the placemat. If a student seems to be
more comfortable withaninstructional
aide, the teacher can show him or her
how to usc the placemnats. Because most
of theskillarcas have several placemats,
the studenthas multiple opportunities
to reveal his or her abilities.
Recognizing the value of parental
input in assessing the needs of stu-
dents, brochures were developed in
both English and Spanish to dissemi-
nate to parentsand hielp them torecog-
nize and celebrate talents their child
may have, The word “gifted” is neve
used in the brochure. Because many
parents may assume their child is nol

Kaplan.is provided for
parents to remove from the brochure,
put up on the vefrigerator or some
convenient location, and jot down evi-
dencesofthe behaviors. The behaviors
described are problen-solving ability,
energy. reasoning ability, interest in
adult issues, sensitivity, curiosity, origi-
nality, persistence, and enthusiasm.
Clearly, the transition in Texas is
toward assessing student needs and
then providing appropriate services.
Cuwrrently, school districts are still ve-
quired to include atleast one objective
or standardized measure in their pro-
cedures. The objective measure that is
used is crucial in the identification or
assessment process. Intelligence tests
are frequently used and traditionally
they have been verbal assessments,
Many districts have made a transition
here as well, moving to the use of non-
verbal tests for students who may bhe
limited Foglish proficient or sumply
not be strong in verbal skills. Another
arca of transition in Texasis in the use
of achievement tests. There .asbeena
strong movement i g(‘ncful cduca-
tion in Texas away from using achieve-
ment tests. Most of the districts use
achicvement test scores as one of the
five criteria to identify gifted/talented
students. A recommendation that is
frequently given to teachers of young
students is to observe how students
learn when placed in learning environ-
ments that e conducive to learning
rather than basing cducational deci-
sions on what a student has achieved
before hesshe enters the tearning es-
tablishment. The way students ap-

proach a task and rapid acquisition of
skills and knowledge are indicators of
potential giftedness.

School reform and restructuring is-
sues freqaently impact decisions made
about assessment and services for ad-
vanced and gifted students. These is-
sues need not pose problems for edu-
cators of the gifted. In nearly all discus-
sions about school reform there is talk
about improving the general school
programand providing strategics com-
monly used only in programs for the
gifted for all students. As educators of
the gifted, we must applaud this and
sce it as an arena for students to dem-
oustrate theiruniqueabilitiesand skills.
Thus students have more opportuni-
ties to exhibit those abilities and teach-
ersare more cognizant of studentneeds
for advanced services. The strategies
now often referred to as “gifted strate-
gies” were never intended to be only
for gifted students. They are instruc-
tional strategics that werc not com-
monly used by all educators in the past
two decadesand on which cducators of
the gifted focused thel: energics.

The intent of the mandate to iden-
tify and serve gifted/talenied students
in Texas has always been to assess the
necds of students and provide services
that would enable students to maxi-
mize their potential, It has taken some
time to establish the concept of linking
assessment and instruction and apply-
ing those principles. Identification can
be quite time consuming and burden-
some for both teachers and adminis-
trators. Ideally, educators in Texas will
he spending less and Iess time on iden-
tification and more and more ume on
providing appropriately challenging
opportunities for students. In this uto-
pia. the transition will have been made
from identification to performance-
based assessinent and linked to on-
going instruction.

Jeanette Covington is the Education
Specialist, Division of Gifted/Talented
Education at the Texas Education
Agency.
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Traditional ldentification: Elitist, Racist, Sexist? New

Evidence

By ALEENE B. NIELSON

For many years, I scoffed at the statement
that gifted children most often live in small,
intact, cconomically advantaged families with
well educated parents in urban or suburban
communities. I knew better! The gifted stu-
dents with whom Dworked came from large and
small families in a rural community, from all
cconommic levels, and from minority groups at a
greater representation than their ratio in the
local population. Teachers of the giftedin other
parts of my state agreed that the stereotype
often did not fit their students either. Yet the
family characteristics were mentioned in the
literature so frequently, T concluded my home
state was unique.

When a colleague mentioned thather four-
teen-yeai-old daughter bya priormarriage, who
consistently scared above the 93th percentile
on standardized tests. had never been nomi-
nated by a teacher as potentially gified, she
wondered wheiher the difference in their sur-
names might be an inhibiting factor. [ shared
my concerns aboutthe “typical profile” of gifted
childrenand.altersome exploration, we agreed
to coauthor an article focused on gifted chil-
dren in families impacted by divorcee. Using
gifted and divorce asdeseriptors, we found only
six articles listed in ERICand Psychlit databases
between 1882-1091, three of them by the same
rescarcher (Falk, 1987a, 1987h, 1987¢). We
broadened our search to older databases and
classic studies of the families of gifted children
i which we found bits and picees of informa-
tion about some family characteristics, such as
cducational attainment of parents, but little
about family structure. What we did find, re-
peatedly, was a statement such as “Our data
agree with Terman's.”

Obviously, an examination of the rescarch
on gifted children conducted by Lewis Terman
and his associates was essential. In the first
volime of Genetie Studies of Genws, Volume 1:
Mewtal and Physical Traits of a Thousand Gifted
Chilthen: (Terman, 1925), information about
the methods and procedures used for selection
is revealing. Terman designed the study and
developed all the tests used to identify subjects.
The Stunford Revision of the Binet-Simon: Scales

(Terman, 1916) used for individual testing, was
normed on an allwhite population of children
in onc small California city. The norms for the
two group intelligence tests used for screening
were based onrestricted samplesaswell (Gould,
1981). Although Terman questioned the ability
of teachers to recognize giftedness (Terman,
1916), he designed a teacher referral form
asking for nominations of the two or three
brightest children in a class and the youngest.
(As grade placement by age was not as rigidly
enforced at that time, the youngest child in a
class often had been accelerated as a result of
exceptional ability.) The children nominated
were then tested, in groups of about 50, on the
National Intelligence Test (Terman et al, 1920a).
Ifa child’s score on the group intelligence test
was sufficiently high, a field assistant adminis-
tered an “abbreviated Stanford-Binet test”
(Terman, 1925, p. 23) 1o measure his or her
intelligence quotient. Those children who
carned an L.Q. score of 140, or more, were
enrolled in a longitudinal study that, to date,
has spanned more than scventy years. The
Terman Groupy Test of Mental Ability (Terman,
1020b) and the Stanford Achievement Test
(Tennan, Kelly, and Ruch, 1923) alsowercused
in the longitudinal rescarch and, along with the
Stanford Binet, set the standard for intelligence
and achievement tests throughout the western
world. How did one man gain so much influ-
encein research onintelligence and what theo-
ries influenced him?

Histerical Background

When Terman began his research on pre-
cocious development in intelligence around
1900, two beliefs about giftedness or precocity
were commonly reported. First, intelligence
was hereditary and, in general, eminent indi-
viduals (or geniuses) came from distinguished
families. Galton's (1869) [ereditary Genius and
oth r studies of cminence, completed in the
late 19th centuy, strongly influenced Terman's
beliefs about intelligence. One of Galton's stu-
dents, .M. Cattell (1903), even developed a
“scientilic” measurement to caleulate the emi-
nence of historical figures and contemporary
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scient.sts. This method was e basis of
the selection of the individuals that
Cox (1926) profiled in Genetic studies of
genius, Yol. Il: The early mental traits of
three hundred geniuses.

Asecond belief was that prodigious
intelligence or talent was followed in-
evitably by madness or early death.
Noted doctorsand thicorists (e.g. Kraffi-
Ebing, Christianand Morel, Szijko,and
Bouveret) strongly believed in the link
between precocious development, con-
centrated study, and mental disorders
(Terman, 1905). Cernej (cited in
Terman, 1905) asserted that precocity
is usually pathologicaland warned par-
ents that carly instruction for brigit
children often resulted in discase or
dullness. Termanargued, however, that
a difference existed beiween preco-
ciousdevelopment that occurred natu-
rally and “prematurity” thatwas forced
by parents or adults.

Once other bordy of rescarch that
secems to have influenced Terman's
views of intelligence s a paradigm now
characterized as “scicutific racism”™
(Chase, 1976). Sceveral 19th century
scientists, including Louis Agassiz, Paul
Broca, and Samuel George Morton,
theorized that differences in intetli-
genee were due to gender and race
(Shurkin. 1992). Agassiz poseda theory
of “centers of orcation™ (Gould, 1981)
and argued thatas racial groups arose
m different “centers,” the various races
were separate species, Notsatisfied just
to deseribe differences, however, he
proposeda hierarchical ranking of the
races with whites at the top of the lad-
der and blacks on the bottom rung
(Gould, 1981).

Anders Retzius, a little-known
Swedish scientist, published a “cepha-
lic index™ purporting to use a scientific
system to measure the contours of hu-
man skulls and establish levels oliatel-
ligence in human beings. Broca, an
excelleut neuroanatomist, was fasci-
nated by the work of Retzius and
adapted the cephalicindexasa tool for
anthropologists. He also iavented “the
craniograph, the facial-angle goniom-
cler, the occipital goniometer, and
cther measuring instruments of
anthropometry”™ (Chase, 1976, p. 94).

Broca claimed to be able to judge the
qualitics of individualsand entire races
by cephalic index scoves and claimed
that women could not be as intelligent
as men because thehr brains were
smaller. The instruments and tech-
nigues developed by Broca were the
basis for the anthropometric mcasure-
ments used inone aspect of Terman's
(1925) rescarch on his gifted subjects.
Morton, a Philadelphia physician,
also used skull size measurement in
supportof his theory that, as the brains
of blacks were smalley than those of
whites, major biological and intetlec-
tual differences existed between the
tworaces. In pre-Civil War America, his
viewswere welcomed by slave ownersas
ajustification for their practices.
Although the theories of Agassiz,
Broca, and Morvton were challenged by
some of their contemporaries, their
work was generally respected and re-
lied upon for many years. Scientists
now know that both Broca and Morton
*doctored’ ther data to produce re-
sults that supported their theories
(Chase, 1976), but the results of their
scientilic rescarch’ were still cited in
texts of anthropology and psychology

during the first half of the twentieth.

century and used as justification for
faws and customs that discriminated
against women and persons of color,
Based on these theoretical perspec:
tives a' .« his own experiencesasa pre-
cocious boy in a rural school, Terman
was fascinated with intellectual diftfer-

ences among people and, in spite of

opposition from his mentor, persisted
in the decision to present a study of
genius and stupidity (Terman, 1906)
as his doctoral dissertation. After hun-
dreds of hours of rescarcly with founr-
teen bovs, he concluded that the seven
“bright” boys performed better on in-
tellectual tasks and that the seven “stu-
pid™ boys generally performed better
on physical tasks: however, he was dis-
satisficd with the methods he had used
because they provided little basis from

which topredictiutureachievementof

the fowrteen subjects, About this time,
the Binet-Simon Scales for estimating
the intelligence of children reached
the United States and ‘Terman was

eliated; he now had the “tool” that he
neededtocontinue hisresearch. Inthe
next few years, he revised the Binet-
Simon Scales, participated in the devel-
opment of tests to assess aptitude of
recruits for the U.S. Army, conducted
(or directed) numerous small-scale
research projects to standardize the
various tests he and his colleagues de-
veloped at Stanford, and obtained a
large grant to identify the 1000 bright-
est children in California.

The Selection of Subjects

Although Terman’soriginalintent
was to survey all California school chil-
dren, the Innitations of funding and
staff time restricted the search to Los
Angeles, San Francisco, Berkeley, Oak-
land. and Alameda. Also, after initial
testing of stndents in a few “poorer
schools” without finding children with
an LQ, greater than 140 (Stanford-
Rinct), Terman advised the field assis-
tants to restrict the search to “better
schools”in higher-class neighborhoods.
No schools for minority children were
included in the scarch. Using these
procedures, Terman and his assistants
identified 643 children from 578 Luni-
lies, more than 99 pereent white, in oy
near the five cities. In later years,
Terman would report that children
from all races were included in the
study. In reality, the group was alimost
totally Cancastan, Among the grand-
parents and greatgrandparents of the
main group. only .6 percentwere Japa-
nese, .3 percent were Spanish, .1 per-
cent were Negro, L1 pareent were In-
diam, .1 pereent were Mexican, and ||
percent were Syrian. Almost 80 par-
cent of the main gifted group were of
British or Gernman origin,

The demographics of the fauilies
of gifted children in Terman's Group
may have been an artifact of the
advantaged populations sannpl('d
(Gould, T981) . yet Termanmade broad
generalizations about marital stability,
family income, parents’ cducations!
attainment, national origin, race,
cthnicity, birth order, genderratio,and
family size thatare embedded tirmly in
the “typical” profile of a gifted child.
Mauy of the currently used nomina-

Contnined on page 26
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Easy Access, Easy Use, Easy Success: New Computer

Tools for Kids by rerrie cray

Thisissue’s article focuses on technology in
the home. With summer vacation merely
days away-—at least for those on a tradi-
tional schiedule—many parentsscekap-
propriate outletsfor theirtitde darlings’
intetlectual and playful energy. Well,
Microsoft Corpoeration has created two prod-
ucts targeted for the home market that seem
especiallyappealing. Five Artistand Creative Writer
are astonishingly inexpensive (less than $40)
paint and word processing programs designed
for children from the ages of 8-14.

In evaluating these products, 1 consideved
the following questions, and invite any qf)‘uu who
have favorite software o send me veviews based on this
ortline.

EoIs it casy to user Is it fun to user

<

<

Is the manual helpfuts

"

Whatage group would best benefit fron itz
. Whatare its strong and weak features?

(SR 5

. Howdoesitsupport the characteristic needs
of gifted children?

Review: Fine Artist

When the user starts the Fiue Atist program,
an animation appears showing a rotler coaster-
like approach to a colorful city: Iimaginopolis.
The chitd clicks to enter the city, then clicks the
revolving doorway into the art gallery to begin
creating, Fheappearance iswhimsicaiand game
like. Tin the lobby, the user chooses one ol four
“floors™ tovisit, Differentactivities take place on
every level: the Drawing Tricks Floor for the
“basics and making pictures ook “3-D7 the
Project Floor to make comic suips, buttons,
stickers, and picture shows (complete with
sounds, motions, and wordsh : the Painting Stu-
dio to paint coloring-book-like drawings, or cre-
ate original works from sevateh: and the Gallers
where childven caarrange ther paintings on
the wall.

1. Ease of use. T eonducted two tests in this
categorv. At home, b pave the hox containing
the soltware tomy seven-vear-okd daughter and

said, “This software is really for you. Install and
use it, then let me know what it can do.” Since
the installation contains child-friendly instruc-
tons, Molly had no trouble instatling the pro-
gram on our machine, and was running to me
with samples of the “cool” things she could do
within a quarter hour.

Atschool, I installed the program on a few
machines and invited my sceventh-grade stu-
dents to spend a period or two “exploring” the
program so that I could write thisreview. Ltold
them 1 wasn'tgoing to let them see the manual
or give any dircctions. Most students had no
rouble figuring out how to use the program.
Those who did were able to get tips from some-
one at the next station and get right to work.

These tests indicate that the program is gen-
erally very casy to use. There is abundant on-
screen help in the form of cartoon characters
who give instructions in dialogue bubbles. To
make (ull use of the program, however, refer-
ring to the colorful poster included with the
software will be helpful.

The “fun” factor - am pleased to report that
my students were delighted with this program.
Approximately 90 sindents of various ability
levels and fron diverse cultural backgrounds
tested the software. As | walked around the
classroom, students cagerly called me over to
see what thev were creating. One boy said ]
could stay here lorever!™ Others were taughing
as they recorded speeches for their cartoon
characters. One studentbegged me tokeep the
room open after school so she could bring her
fricnds by to see the program. A few asked if it
could play on other computers: they wanted
their parents to buy it, but didn’t have Maes at
home. (It 7savailable in DOS format.)

2. Documentation/manual. The manual,
printed in comic book lavout covers the instal-
Lation. configuration for printing. and a few
toubleshooting questions. You probably won't
even need to take it out of the shrink wrap, The
poster contains information about what the
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paint tools do and what can be created in cach
of the Imaginopolis floors. Thiswill be the most
uscful guide. The teacher edition comes with a
set of 32 task cards for classroom projects, In-
cluded in the box is a catalog of papers and
aclivity books that can be purchased to provide
additional ideas for projects.

3. Age group. The targetedage group is 8—14.
The user inust be anindependentreader to use
the software casily. Iimagine the cartoon cnvi-
vonment wonld become tiresome for older stu-
dents. [ notice that only my younger children
use it athome. My teenagers use SuperPaint or
KidPix. (These are also good programs;
SuperPaint is about $100, and KidPixis less than
$30. SuperPaint 1s more powerful and flexible
and willwork with EPS laser graphics. KidPixis
for younger users and works with bitmapped
graphics.)

4. Features. Fine Artist contains many casy-to-
use features including clip art and animation
galleries, 72 paintbrush styles, dozens of “wacky”
sounds, and text shaping tools. The only draw-
back [ see at this point is that it is bulky: it
requires about 10 MB on the hard disk, What
miglit be the most serious problem is that vour
children will want to print ont their creations,
and will pressure vou to buy a calor printeril
Fortunately Imagewriters and ink jet printers
are reasonably priced.

I was concerned that the sounds might be
distracting in the classroom setting. but found
that they weren™t a problenm: in a room of
enthusiastic creators, the kidswere making more
noise than the computers—bucthevwer e happy
11O18CS,

5. Benefits for gifted children. In the home
setting, Fine Artist provides a medium for cre-
ative exploraiion. This soltware, with its com-
pamon picce, CGreatiee Water changes the com-
puter from an impersenal business tool mto a
friendh, inviting., smanageablc creativity tool,
Because these are content-ree soltware appli-
cations (rather than curricublinm-based on single-
objective), they can be shaped to fit the user’s
dreams and needs. There is no right or wrong
answer: uving an idea out is “safe.” Children
with big ideas and fimited motor skills can

successfully make multimedia cartoons and it-
lustrate stories with pictures and sounds.

In the classroom these tools foster joyful
group collaboration. It was fun to watch the
students plan out and produce their comic
strips. [twas rewarding tosce my GATE students
work intensely and in great detail. or boister-
ously using flambovant screen colors and ges-
tres.

Review: Creative Writer

This software resides in the same folder as
Fine Artist, and begins in the same way. Usersjust
enter a different building to begin a story. The
software provides inspiration in the form of
Story Starters or Graphics to get ideas going.
There are a variety of editing tools available, as
well as templates for newsletters, flyers, and
grecting cards, All commentslistedinitems ! to
5 for Fine Artist generally apply to this software
also, with the exception that the program seems
to run slowly on a computer with only 4Mb of
RAM. (Molly was the one who pointed this out
to me, but she was used to our home computer
which is more powertul than what we have at
school.)

[t is casv to recommend the nse of these
products: they necet goals I've mentioned in
nearlv every TechNet article—to make learn-
ing more independent, more individualized,
more intevactive, and more intuitive They e
casy enouglito use so the children can focuson
the project vather than on how to work the
machinue,

I iope this information helps you make soft-
wire purchase decisions, and encourages you
tosendinyourreviews. Please contactme atone
of these e-mail addresses for more information
or to submit a review:

Internet—igrave ctp.org

America Online—TericeG

Applelink—tigre.edtech

Or you can call mv voice mail at work: 916-
S8OG-O9782, ¢xt. 38

Terrie Gray is a mentor teacher in Chico Unified
School District and a California Department of
Education Technology Fellow.
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Phelan
Continued from page 1

The Formal Identification Process

Referrals. Most referrals come from class-
room teachers on a GATE program referral
form. We ask for the usual—name, grade,
teacher, date of birth, addressand name of the
parent or guardian. We are particularly inter-
ested in the student’s school history., standard-
ized testing results, and language proficiency.,
and we ask that thiz information be photocop-
ied from the student’s cumulative yecord.

Elementary teachers are asked to submit
representative samples of the student’s work,
the student’s present reading level, and a com-
ment about the student’s reading ability in
comparison to other children in the class.
Teachers are also asked 1o comment on class-
room behavior which shows advanced mental
abilities. There is an optional opportunity to
comment about any factors which may ad-
versely affect test scores or quality of the work
sample.

In place of student work and conmmments
aboutreading ability, sccondary academic sub-

“y

jeet teachers submit a “Work and Aptitude”

form that is also used for Student Study Team
and special education referrals. This form asks
the teacher to conmplete a check hist about
behavior and attitude, provide the student’s
current report card grades, and make com-
ments about the student’s classroom perfor-
mance.

Parentreferralsreceived in the GATE office
inttate arequest for the teacher to complete a
referral form. When teachers do not see evi-
dence of giftedness, they are asked to just write
“Parent Request™ in the comments section of
the referral forn.

Self-refervals rom secondary students have
been received from time to time. These refer-
rals are processed in the same manner as par-
ent referrals,

Assignment to Categories. Refernals are re-
ceived in the program director’s office and
assigned either directly to the Eligibility and
Placement Committee for consideration un-
der the “High Achievement” category or to the
GATE school psychologist for 1Q testing and
consideration under the “Intellectual Ability”
categony.

IQ Testing. I'he Stanford-Binet hutelligenee
Scale: Foncth Edition (Binet-+) 1s administered to
all referved stidents, When a student whose
sccond language is English does not show sig-
nificantly high scores, the Leiter Intermational
Performance Scale (Leiter) 1s also administered.
Aftertesting, thereferralinformationischecked

for completeness and updated when necessary.
The psychologist then writes a testing report,
makes a recommendation about placement,
and submitsallreferraland testing information
1o the Eligibility and Placement Committee.

Eligibility and Placement Committee. The
committee is composed of three permanent
members (the GATE Program Director, the
GATE School Psychologist, and the GATE
Elementary Curriculum Specialist)., and two
GATE teachers, ane from the elementary pro-
gram and onc from the secondary program.
Meetings are held monthly.

Criteria for Placement. Benchnuak criteria
for placementare strong teacher recommenda-
tions, evidence of giftedness from the student
work sample (usually a writing sample), Binet-4
1Q of 120 or above, Leiter1Q of 127 or above,
an high standardized test scores. Standard-
ized test eriteria are scores at the 80th percen-
tilc or above on the Reading Comprehension or
Math Concepts subtests over a three-ycar pe-
riod. Qur district administers both the CTBS4
and the SABE tests on an annuoal basis. The
SABE is administered to Hispanic students who
arc reading in Spanish fanguage basal texts.
Students from other ethnic groups who are
limited in English proficiency (LEP) are taught
from English language basal readers and are
administered the CTRS4.

Considering an individual referral, the com-
mittee may decide for or against placement in
the GATE program. Where some benchmark
criteria are metand others are not. the student
may be temporarily placed in the program for
one or two years and then reconsidered for
permanent placement. Where a very few orite-
i are met, the committee will recommend
against placement with a stipulation that the
student be reconsidered in one or two years.

When students are reconsidered and found
to be suited for the program, they are usually
identified under the “High Achievement” cat-
cgory. Under very unusual, but notunheard of,
circumstances, the student may be retested on
the Binet-4.

Students referred under the “High Achieve-
ment” category are considered first, and most
are placed permanently. 1€ the committee does
not identify a student, a decision is deferred
until 1Q testing is completed. Alter testing, the
studentis considered tor placementunder the
“Intellectual™ category.

Interpretation of student work is left to the
professional judgiment of the teachers who sit
on the committee. Interestingly enough, cl-
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cmcntiny and secondary teachers arc
almost always in agreement when they
evaluate written samples fromstudents
atany grade level.

Specific Academic Ability. Begin-
ning in the ninth grade, students may
be placed in one or two GATE classes
under this category. A site committee
at each high school composed of at
least three GATE teachers meets to
place students. Separate formsand cri-
teria are used and parent consent for
screening is obtained.

The student must write 250 words
about how he or she would benefit
from instruction in a selected GATE
class. Our district does not recognize
giftedness in mathematics, believing
that the student will be accelerated to
higher math classes ending with calcu-

lus if the student has the ability. Thus,
classes in English, Social Science, and
Physical and Natural Science are the
designated subjects for GATE place-
ment. Asite coordinator is responsible
for this identification process.

Gate Identification of
Hispanic Students

Special Criteria for LEP and FEP
Students. The difficulty in deciding
about placement is the same for all
students who have limited proficiency
in English or who are fluent in both
English and their native language.
While the focus of this discussion is on
FHispanic students, methods of score
interpretation are the same for all stu-
dents whose second language is En-
glish. Hispanicstudentswhoare native

Javier Margnes, Age 11 .
f aviane School

Garden Grove Unitied School District
\

English speakersare notditferentiated
from other English speakers when con-
sidered for placement

Most LEP and FEP students do not
meet the benchmark criteria for place-
ment uader the “High Achievement”
category. Theirstandardized testscores
are evaluated in terms of direction or
increase overa three-year period. Cont-
mittee memberslook forannual growth
thatisgreater than one year. Thereisa
special concern about the difference
between first and second grade scores
because first grade scores on either
standardized test tend to be spuriously
high. Maintenance of scores above the
70th percentile from first to second
grade indicates high achievement.

When students transition from Span-
ish reading to English reading, they

Arturo Martines, Age 11°
Faylane School

Garden Grove Unifipd School District
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begin taking the CTBS4 instead of the
SABE. Scores are expected to drop
from the Spanish language test to the
Inglish language test. When they re-
main at the 70th pereentile or better,
thisisanotherindicatorofhigh achieve-
ment.

Lessfrequently, thereare bright chil-
dren who achieve at vevy low levels at
the fistgradeleveland domuch better
in subscquent years, Some bright chil-
dren never score much above the 50th
pereentile throughout clementary
school. Thebr test performance during
1Q testing often explains this ocer-
rence in that these children are very
carcluland precise about theiranswers
ortheyare very methodical in respond-
ing. Lower standardized test scores ob-
tained by these children are mdicators
of perfectionism or a methodical and
time-consuming respouase style rather
than achievement. Some students are
so afraid of [iling that they cannot
concentrate on the test iteins.

1Q testing is an important part of
identifying LEP and FEP students be-
cause both their esponses and the way
they respondd are evaluated individu-
ally. Studentsare allowed torespond to
verbal items in cither Spanish or En-
glish. Time constraint on responding
1s ninimal because (here is only one
timed subtestin the entive battery. No
extracreditisgiven forextremely quick
responses asis the casewith some other
1Q tests.

In interpreting 1Q test results, the
Jeast important score s the overall 1Q
score. The focus is on performance in
three arcas of reasoning: verbal, visual,
and quantitative. As with the standard-
izedachievementtests.selected subtests
which require reasoning arc analyzed.
Interpretation s made easier by the
fact that the Binet+ veports subtest
scores in texms of littde 1Qs. For ex-
ample, a student may score below 100
(average) on the Vocabulary subtest
whileascore of 130 (gifted) is obtained
on the Oral Compreliension subtest.
Considering the quantitative reason-
mg cluster, fack of previons learning
may depress one subtest score, while a
more abstract measure of reasoning is
m thegiftedrange Conversely, memory

items and the otal cluster of memory
scores may be significantly .ower than
scores in the different reasoning clus-
ters.

Recently, @ modified method of ad-
miistration hasbeen used forstudents
who do notobtain high scores through
the regular testing procedure. Modifi-
cations are translation of verbal itcins
and directions into Spanish, climina-
tion of some subtest scores in comput-
mg the 1Q, and extending testing be-
yond the ceilinglevels on other subtests.
Because these procedures go beyond
accepted procedure, a separate modi-
fied 1Q score is reported.

When all is said and done, making
one of four determinations becomes a
refatively easy task for the committec.
The referred student is judged on the
total profile presented. This is not o
say that there 1s uniform agreement,
but there is usually a clear majority in
the decision for or against placement.

Greater diffevences of opinion arise
i deciding whether to make a tempo-
rary placement or to deny access and
vreconsider the student i the future.
The decision often comes down to a
question ol where the student can best
mecrease his or her skills in the English
language. Knowing a student is bright
daoces not alleviate the concern about
whether or not the student has the
Faglish language skills to be succ .sful
i the program.

High Potential Development Pro-
gram. [ IPDP is a pilot program at cight
of our thivty clementary schools. It is
under the direction of the GATYE ¢l-
cmentary cwriculum specialist. The
purposes of this program are to pro-
vide more enriched learning experi-
ences o culturally and linguistically
diverse students, and to increase the
number ofhispanicrefervals for GATIE
identification. However, the program
does not target Hispanic stadents ex-
clusively. The rationale for imercasing
Hispanic referrals has been discussed.
The pointol providing enriched learn-
ing expericncesis togive studentssome
expericnce with higher order thinking
skills prior to formal assessment{or the
GATE program. These students are
often taughtin mastery programs for

the English language and basic aca-
demic skills. Bright students may not
have the opportunity to showadvanced
abilitiesinreasoning in their classroom
work. When referred for GATE assess-
ment, these students usually find them-
schves in the IQ testing situation where
higher order thinking, hypothesizing,
and awareness of the possibility of mul-
tiple answers 10 @ question are neces-
sary, By providing enriched learning
opportunities prior to administration
of an IQ test. it is thought that students
will be better prepared to perform up
to their maximum. Students spend up
to three years in FIPDP before they are
referred for formal GATE assessment
or dropped from the program.

Originally, we asked teachers at the
target schools to assess each student in
the classroom. Having the license to
use the Mudti-Dimensional Screening De-
vice (MDSD), we modified this instru-
ment for our use. The MDSDis arating
scale requiring the teacher to assign
numbers from one to ten for different
behaviors thought to indicate gifted-
ness. Overthe years, studentshave been
added to the program ona more infor-
mal basis. Teachers have continued 1o
usc the list of behaviors as a guide to
placing students with observed poten-
tial.

While there have been successesand
faitures in implementing this program,
it continues to be a viable means of
transitioning bright students from the
regular ~lassroom to the GATE pro-
gram.In the five yearsof the program’s
existence. over 100THPDPstudentishave
been identified permanently. It is
anyone’'sguessas to how many ¢ “these
studentswould have been referred any-
way. but these positive results indicate
the value of continuing and expanding
1IPhP.

At the presenttime. a new program
for inereasing referrals of Hispanie stu-
dentsis being implemented. This pro-
gramisunderthe divection of the GATE
schoal psychologist and is so new that
no acronyim has been found for it The
practice of looking at every stndent
and the use ofanyrating scale hasbeen
discontinued. Experience with the
MDSD showed that teachers will assign
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high numbers to students they think
are bright, average mumbers to those
perceived asaverage, and low numbers
low ability students. As in HPDP,
teachers are asked to cast a wide netin
nominating the potentially gifted. Now
teachers submit names and compater
identfication numbersofstudentswho
show academic promise. Standardized
testing scores and student profile in-
formation e obtained from the dis-
trict mainframe computer. Access to
the computer wasobtained after HPDP
was implemented. There is no longer
the need to pull cumulative records
and emergency cards to photocopy or
transcribe student information.

Lt is thought that the increased re-
ferral of Hispanic candidates will ulu-
mately result in an increased number
of identified Hispanic students. This
practice. however, will also morease a
persistent and long-standing problem
in the formalassessmentprocess. There
isa large backlog olveferrals for testing
and a long waiting period between re-
ferral and assessment. H referrals are
mcreased, the backlog will become
greater,

Therefore, asecond purpose of this
program is to pilotameans of priovitiz-
ing all referrals so that students who
show the greatest potentialare assessed
first. A preliminary review of standard-
ized test scores will be conducted to
find students who should be referred
for formal GATE assessment. Students
who are not age-appropriate for their
grade orwho show extremelylow scores
will be placed in a reconsideration file
to be assessed at the end of the follow-
ing school year. Teachers will be ad-
vised o formally refer high scormg
students and they will be consulted
about students placed on hold.
referred stu-
dents will be prioritized for formal
GATE assessment or placement in

The largest group «

HPDP using group tests. Cognitive abil-
ity andlinguistic facility witl be assessed
with the Raven’s Progressive Matricesand
selected subtests of the Brigenee Compre
hensive Inventory of Basic Skills, Spanish
and English versions.

Derived scores torthe Ravenand the
Brigance subtests will be obtained by

arranging the tests by grade level and
then assigning the highest scoring stu-
denta “1,” the next highest a “2," and
so on. These rankings will be reported
on amatrix for each child. Combining
the separate scores into one score will
be avoided if possible.

The tap ten pereent of these stu-
dents will be formally assessed for the
GATE program. Students placed in
HPDP will be formally assessed or
dropped from cousideration after, at
most, three years of participation. This
decision will be based on the same
eriteria used for permanent placement
(teacher statement, standardized test
scores, and quality of work sample.)

Some Issues to Consider

Overthe vears, questions have been
vaised about these assessment proce-
dures. In this finad section. some philo-
sophicalviewpointsare presented. Keep
in mind that these procedures have
cvolved over tme (a story in itself).
Thev will contimue to evolve until cer-
tain knowledge is gained that all stu-
dents who could benefit from higher
level instruction are being fully and
appropriately served.

UseofIQTestforPlacement. There
is widespread, concerned. and valid
criticism of using standardized test
measii es for assessing student learu-
ing. There is special concern about
standardized assessment of minority
students,

The main oriticism of standardized
assessient is that it is biased against
students whose culture and language
arcdifferent from the population used
m standardization. It is true that such
bias exists. Itis equally true that there is
potential for bias in any assessment
imethod.

Bias does not exist so much in a
given test score as it does in those who
mterpretthe score. Irisheter to recog-
nize that this bias exists and, to the best
of ourability, account forit. Ithas been
observed that bright students who are
culunrally and hrguistically different
consistentlv score in the gifted range
on subtests of reasoning, verbal as well
as vistal or quantitative.

There may be greater bias against

such students where cwrricular mas-
tery, compliance, and good self-con-
duct are valued while critical or cre-
ative thought, or the drive to produce
aperfectclasswork productare ignored.
1Q testing, appropriately interpreted
for evidence of giftedness and poten-
tial for bias. may be the only known
method that gives minority studentsan
open ceiling to measure the furthest
extent of their intellectual capabilities.

Any single assessiment only repre-
sentsperformanceatone point intime.
By monitoring student performance
over time, we gain the most accurate
measure of actual ability. Teacherswho
observe evidence of giftedness in a stu-
dentshould be encowraged toreferthe
student, regardless of previous denial
to GATE program access. GATE pro-
gram assessiment procedures should be
flexible enough to respond to these
referrals, especially if they are referrals
of students whose second language is
Fnglish.

Temporary Placement. Potentially
good effectsand potentially bad effects
may result from temporary placement.
On the good side, students who show
some gifted potential will be given ac-
cess o higher level instruction even
though formal meastres do not un-
equivocally indicate high intellecmal
ability,

On the bad side, expectations on
the partof parentsand students may be
raised falsely. The child who is given
access and then does not measure up
to the level of GATE perforimance may
go away from the experience with a
feeling of failure.

Looking at our past and present
record of failing to find sufficientnum-
bersofTispanicstudents,itisour philo-
sophic judgment that it is better to be
biased in the direction of more inclu-
sive access.,

High Rate of Identification. ldenti-
fying larger munbers of Hispanic stu-
dents may not be a good thing if we are
only giving them a label. Diluting the
clussroom program so thatitmeets the
level of the students placed rathes than
the level of gifted education results in
something that cannot, in good con-
seience be deseribed as GATE. Placing
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students temporarily is certainly going

to raise the number of students partici-
pating. Is it going to raise the number
of students benefiting? [twill as long a.
teachers understand that temporary
participation is also a means of assess-
ing giftedness. Teachers must know
what gifted standardsarc and they must
be encouraged to maintain these stan-
dardsas part of the benchmark criteria
for permanent GATE placement.

We may be identifying a large num-
ber of Hispanicstudents because those
who come to usrepresent only the very
top students. We may not be looking at
everyone we should look at. Another
source of this high identification rate is
that a number (we keep norecords on
this) of students may be referred and
assessed for the second or third ume,
having previously been denied access.

GATE Identification. The funda-
mental question in the identification
process is, “Will this student benefit
froman instructional program thatem-
phasizes accelerated, in-depth, and
complex learning experiences?” The
responsce is really a prediction about
the best learning program for a given
student.

This discussion has been about dif-
ferent methods of identifying students
for GATE program participation. We
should always keep in mind thatidenti-
fying, educating, and guiding gifted
students are parts of a total program
offering services toexceptionally bright
students. We need o think about what
we are doing, monitor what we are
doing, provide staff development, and
communicate with our students and
parents, so that everyone will under-

stand how one part of the program
connects with another.

Disclaimer. Everything said in this
discussion describeswhatis being done
in the Santa Ana Unified School Dis-
trict as the author seesit. The rcader is
guaranteed that not everyone sees our
efforts in the same way, We are con-
stantly questioned abcut our preju-
dices, practices, knowledge, and ability
to think rationally, and we are always
questioning ourselves. Thoughat times
disquieting, this is all as it should be.
There is no justification for compla-
cence aslong as bright children are not
being served.

Pat Phelan is GATE School Psychologist
with the Santa Ana Unified School
District, Santa Ana, CA.

Nielson

Continued from page 19

tion or referral checklists (¢.g. Scales for

rating the behavioral chavacteristics of sufre-
riorstudents), filled outby teachersand/
or parents, have a majority of items
derived from the “typical” learning and
leadership characteristics postted by
Terman. Inacircular process, we nomi-
nate children based on the “typical”
profile of a gifted child, do vescarch 1o
discover characteristics of gifted chil-
dren among those whose selection was
based on that profile, and conclude
that “our data agree with Terman.”
Small wonder that cducational pro-
grams designed for gitted children of-
ten are eriticized as ehitiste Small won-
der that, using procedures sunilur to
those devised by Terman more than
SCVENIY years ago, even in states with
luge minority populations, the major-
ity of students identified as gifted are
stiil from stable Caucasian funilieswith
well-educated, professional parents
(Foxworth, 1O86; Gay, 1989). Gay noted
Terman's assertion of an increased
probability of identification of gifted
children from families of higher socio-
cconomicstatusandreported the same

pattern in Georgia. She reported that
no children had been identified as
gifted in poorer areas of the state; in a
more affluent arca, 8,9 percent of the
children were so identified.

“What was overfooked was that the
population of the state of Georgia has
a lnge percentage of persons who inay
be potentially gifted but do not ypi-
cally performwellon standardized tests
of achievement and/or abilitv. These
black, rural, and lower socincconomic

populations have produced adults of

gifted achievement. Such circum-
stances suggest the need for measures
of identification that are not as highly
correlated 10 sociocconomic status”
(Gay, 1989, p. 7).

When researchers use sintilar meth-
ods and reach similar types of conclu-
stons, “a logical question should be
raised as to whether there is inherent
in the research method a previously
unrecognized factorthatis the cause of
the conchisions™ (Jacobs, 1970, p. 170).
Many rescarchers have pointed to in-
approapriate tests as a factor in the
underrepresentation of children from

minority groups in programs for the
gifted. I belicve that many potentially
gifted children never are nominated
for possible selection because they don't
exhibit the typical behaviors Terman
described so many years ago. For ex-
ample, Hispanic and Afirican-Ameri-
can parents are less likely to request
assessment for giftedness thanare Cau-
casian parents (Scott. Perou, Urbano,
ltogan, & Gold, 1992).

In their call for new rescarch on the
characteristics of gifted children,
Hughes and Converse (1962) noted
that several authors have cariticized
Terman's rescarch because of weak-
nesses in selection methods, sampling
techniques, nomination procedures,
and group tests used for sercening,
“but few have questioned the validity of
his portrait of the gifted” (p. 179).

Toooften, peoplesee only what they
expectto iind and, when theyassume a
stereatypicat profile of a gifted child,
they Filtorecognize giftednessin atypi-
cal children. Educators tend to oper-
ate according to stercotypes based on
minimal or flawed information until
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they meect a child who makes them
question unconscious assumptions
(Kerr, 1991). If educators assert that
gifted childien can be found in nontra-
ditional groups and diverse popula-
tions, they often find them. The prob-
lemiis how to encourage educatorsand
parents to look beyond erroncous as-
suniptions about giftedness to sce the
strengths and needs of individuals.
Recently, Passow (1989) stressed the
need for more research on families of
the gified including the ways that fami-
lies “facilitate, impede and otherwise
impact on the development of talent”

(p- 228).

Comparison of Families of
Gifted Students

In one large, multicultural school
district in the American southwest, of-
ficials have been concerned about the
low percentage of students from mi-
nority groups enrolled in prograws for
the gifted. In a number of schools in
high minority and/or low socio-eco-
nomic status neighborhoods, no chil-
dren had been nominated by teachers
or parents for possible placement in
the district programs for gifted and
talented students. Working with a team
of rescarchers at the University of Ari-
zona, a plan was made to target some of
these schools. The DISCOVIER Assess-
ment Process (Maker, 1992; Maker.
Rogers, & Nielson, 1992} was used to
identify kindergarten students who
demonstrated superior problemesoly-
ing abilities on a series of engaging
activities designed to assess strengths
in spatial, logical-mathematical, and
linguistic reasoning. Approximately 600
students were assessed each year from
1990 through 1993. Of that group,
about 100 students per year were re-
ferred to the office of gifted and tal-
ented cducation for further study. A
case study portfolio, prepared for cach
child, could include results of indi-
vidual testing, open-ended question-
naires filled out by teachers and par-
ents, samples of student verk, and re-
ports from bilingual language evalua-
tions. Once portfolioswere assembled,
adistrict committee consisting of teach-
ers, parents, psychologists, staft niein-

bers from the Gifted and Talented of-
fice, and University of Arizona repre-
sentatives met toreview the cases. Each
portfolio was independently rated by
five members of the commiittee as 1)
definitely qualified, 2) may be quali-
fied, or 3) probably not qualified. After
tabulations were complete, the com-
mittee again met to discuss individual
cases for whom decisions were equivo-
cal. Those students recommended by
the commiittee then were offered place-
ment inself-contained classes for gifted
first grade students.

At the same time, the traditional
procedures of teacher and/or parent
nomination and psychometric testing
were used in other district schools as
the basis for sclection of first grade
students for the self-contained pro-
gram. Asaresult, 1 had an opportunity
to collect data from families of chil-
dren, differently identified as gifted.
fromtargeted schoolsand nontargeted
schools in the same community. Par-
ents or guardians of 218 students en-
rolled in five self-contained first grade
classes and five secondgrade classes
for gifted children were contacted and
requested to provide certain demo-
graphic information about their fami-
lies. Subjects represent one, and only
one, of two groups: parvents of gifted
children who attended kindergarten
in a targeted school with a high per-
centage ofminorityand/orlow-income
families and parents of children who
attendedkindergarteninotherschools,

Instrument

A two-part questionnaire was de-
signed to elicit factual data about the
families of children in the ten class-
rooms. Several items in the question-
naire are similar toitems on the Home
Information Blank used by Terman
(1925). While replication of Terman's
rescarch is neither feasible nor in my
opinion, desirable, questions related
to marital status of parents, family size,
birth order of gifted clnldren, family
income, type of home, parental educa-
tion, race, and countries of national
originae similar to questionsasked in
that study.

Several questionsare similar to those

used to obtain U.S. Census data and
arc keyed to quartile or quintile ranges
from the 1990 census. Additional ques-
tions related to divorced or single par-
entsand blended families are included
as aresult of recent research by Rogers
& Niclson (1993). Several items about
teachers in the family, whether a par-
ent has taken classes during the past
year and/or volunteered at a school
were included to assess familiarity with
educational systems and practices. A
theoretical basis has not been estab-
lished for this group of questions but,
intuitively, [ believe parents who are
closely associated with schools may be
more aware of special programs. For
cxample, at one elementary school,
administered by the Bureau of Indian
Affairs, more than 90 percent of stu-
dents identified as gifted by school of-
ficials are children of staff members
(C.]. Maker, personal communication
July 15, 1993).

Procedures

Each questionnaire was coded for
data analysis pwrposes and to ensure
confidentiality. The questionnaire, ac-
companied by a letter of introduction
to explain why the data are important,
how they will be used, and how confi-
dentialitywill beassured, and astamped
selfaddressed envelope was mailed to
parents of all children enrolied in self-
contained first- and second-grade
classesfor thegifted in the cooperating
school district. If parents had identi-
fied Spanish as the preferred language
of the home on school records, Span-
ish versions of both questionnaire and
letter were sent.

Data Analysis

As gifted children constitute an ex-
treme of the normal population distri-
bution and much of the requested data
is categorical in natwre, nonparamet-
ric tests were used to examine the dif-
ferences in the shape or central ten-
dencey of the populations underlying
the groups (Shavelson, 1988). Data
from the Targeted Group and the
Nontargeted Group were arranged in
contingency tables; when obtained chi
square ratios had a probability fevel
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equal to or less than 05, data were

converted to percentages for purposes

of comparison. Comparisons include

1. Characteristics of families of
giftedchildren who attended kin-
dergarten in a targeted school with
familics of children whe attended
Kindergarten in schools not tar-
geted;

2. Ciharacteristics of families of gifted
children in the Targeted and
Nontargeted Groups in this study
with the characteristics of families
deseribed by Terman (1925);

3. Characteristics of the families in
the Targeted and Nontargeted
Groups and families with children
of similar ages in the general popu-
lation of the local community.

Results

Of 212 questionnaires mailed, 159
(75 percent) were returned in time for
data analysis. Nine questionnaires
lacked sufficient information to be
used. Thus, data from 56 Targeted
Group families and 94 Nontargeted
Group familicswereavailable foranaly-
$1S.

Questionnaire items were grouped
into four supcrordinate categories:
family constellation vaviables, cthnic
and cultural variables, cconomte vari-
ables, and school experience variables.

Family Constellation Variables

ltems in thiscategory include family
size.refationship of adultsin the house-
hold (e.g. birth parent, step-parent,
agrandparent) to the gifted child, age of
varents at the birth of their first child.
and genderratio. No significant differ-
ences were found between the Tar-
geted and Nontargeted Groups inany
of the family constelfation variables.
fowever, the percentage (12.9) of chil-
dren living in single-parenthonscholds
among the Nontargeted families sig-
nificantly diffevs (p <.001) from that of
their age mates in the general popula-
tion (31.0) andis somewhat lower (p -
083) than in the Targeted Group
(21.1). Neither the census figires non
the Terman studies report blended
families; Teandolittle more than specu-
late that the 7.1 pereent of families in

the Terman Group affected by divorce

or separation were headed by a single

mother. In the 1926-27 study of the

Terman Group (Burks, BS.. Jensen,

D.W. & Terman, L.M., 1930), the au-

thors reported that sixteen percent of

the subjects lived with mothers only.

The data from my survey also indicate

that one in four gifted children in the

two groups has experienced the di-

vorce of parents,and one insix families

includes other relatives. Several cle-
ments of the “Terman Myth” are not
supported in this survey of families of
gifted first and second grade students.
¢ The average number of children

per family in the Targeted and

Nontargeted Groups (2.3) islarger

than thatin the general poruiation
(1.85).

* At least thirty percent of the par-
ents of gifted children have been
divorced or never married; often,
parents in “intact” families have
child..en from a prior marriage.

* The average age of parents at the
birth of their first ¢hild was about
24—more than five years younger
than the average age of Terman
Group parents.

The disparity in gender ratio (1.3%
boys to 1 girl in Nontargeted Group; |
to 1 in the Targeted Group) is not
statistically significant. However, T be-
lieve the disparity is of ¢ritical impor-
tance to educators. Terman (1925) re-
ported a ratio of male to female sub-

jeats of 1,16 to 1. With an even greater

gender dispadity in the Nontargeted
Group, the possibility of gender biasin
nomination or identification, as carly
asage b, deserves further investigation.,

The families in the Targeted and
Nontargeted Groups are similar in al-
maost all other family constellation vari-
ables. Three of four children live in the
city where thevwere bor, one inseven
moved from another state, and one in
ten immigrated from another countiy.
About cighty percent of children in
cach group attended preschool, al-
though children in the Nontargeted
Groupare twice as likely to take private
fessons of some kind. The health of
children wasrated “excellent” by mare
than seventv-five pereent of parents in

both groups; three percent were iden-
tified as having a health problem (e.g.
asthma, epilepsy, frequent severe head-
aches). Approximately ten percent of
the children are left handed and about
twelve percent of cach group wear
glasses. Less than five percent have a
condition (c.g. Attention Deficit Disor-
der, epilepsy, learning disability, hear-
ing loss, communicative disorder) that
also affects educational needs.

Ethnic/Cultural, Econemic, and
Educational Experience Variables

Targeted and MNMontargeted Group
families differed on ahnost every ques-
tion asked in these three categories.
Differences between the two groups
are summarized in Table 1.

Many differences were found be-
tween the two groups of families who
participated in this study and the fami-
lies of the Terman (1925) subjects. As
expected, the greatest differences are
found bewween the families of gifted
children from the targeted high-mi-
nority and/or low-income schoolsand
the families of the Terman subjects.
Fewer differences exist between the
Nontavgeted Group families and the
Terman families. To facilitate compari-
son, data in Table 2 are reported as
ratios to population datafrom the 1999
census for Targeted and Nontargeted
Groups and data from the 1920 census
for the Terman Group.

Summary

The families of gifted children in
the two groups who participated in this
rescarch do, indeed, differ from the
familics of the “main group” of gifted
children described by Terman (1925)
in the first volume of Genetic Studies of
Genius. Just as the Targeted and
Nontargeted Groups reflect the con-
text of this place and time, the families
of the Terman Group reflect the popu-
lation from which they were selected.
The Nontargeted Group, whose chil-
dren were identified as gifted through
procedures similar to those used by
Terman, diverges from the population
of the local community in almost all
variables, although most differences
are not as extreme as those between
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TABLE 1 Difierences between Targeted and Nontargeted Groups

Variable Probability Source of Difference

Race/Ethnicity .0000 50.5% of the Targeted Group are Hispanic
78.3% of the Nontargeted Group are Caucasian

Ancestral Origin .0000 17% of Targeted Group are European
52% of the Nontargeted Group are Europcan

Preferred Language .0000 21.8% of Targeted Group prefer Spanish
3.6% of Nontargeted Group prefer Spanish

Second Language(s) .0000 62.0% of Targeted Group are bilingual
44.9% of Nontargeted Group are bilingual

Retigious Preference .0000 53% of Targeted Group prefer Catholicism
35.4% of Nontargeted Group prefer “none”

Birthplace of Parents .0000 26.5% of Targeted Group were born outside U.S.
66.9% of Nontargeted Group were born in another state

Mobility .0000 33.3% of Targeted Group have always lived in state
13.3% of Nontargeted Group have always lived in state

Family Income 0012 31.4% of Targeted Group in top two quintiles
56.1% of Nontargeted Group in top two quintiles

Family home 0019 43.6% of Targeted Group above median
74.6% of Nontargeted Group above median

Parents’ Occupation .0004 33.9% of Targeted Group are Professional/Executive
(64.4% of Nontargeted Group arce Professional/Executive
Parents’ Educational ) ,
Attainment 0000 33.3% of Targeted Group have no college
9.4% of Nontargeted Group have no college

Degrees Earned .0000 8% of Targeted Group have advanced degrees
58% of Nontargeted Group have advanced degrees

Teaching Experience 0004 11.2% of Targeted Group
31.G% of Nontargeted Group

Identified as Gifted 0098 %6.7% of Targeted Group
63.3% of Nontargeted Group
Work at a School, or ‘
Volunteer at Child’s School 0025 7.4% of Targeted Group work at a school 1
16.1% of Nontargeted Group work at a school
29.5% of Targeted Group volunteer
40.6% of Nontargeted Group volunteer
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TABLE 2 Comparison of Targeted, Nontargeted, and Terman Groups'

Targeted Nontargeted Terman Analysis of Difference between
Vanable Group Group Group Nontargeted Group and Terman Group

Children per family 1.3t 1 1.21t0 1 ol Real difference. Terman families, report
edly smaller than general population,
were similarly sized.

Male 1o female ratio ltol 1.33 10 | [.1IGto 1 No statistical difference,

Children living with two l1tol 1295 to | 1.05 1o 1 No difference. Terman’s use of term,

parents “intact families” may refer to two-parent
houscholds,

Children of white race T 1.7 12101 103w 1 Real. Although Terman Group purposcely
excluded minority races, California population
in 1920 was 95.7% white.

Percentage of European 17¢ H2% Q0% listorical and real. Majority of parents

origin in Nontargeted Group reported US or mixed
origin; 80% of Terman subjects were of British
or German ancestry.

Parents born in another Q1o l I to 1.7 lw 1.3 Probably historical.

country

Income m top two ltoi.3 1.4t0l Q2tal Real. Average income of Terman families

population quintiles was more than triple that of the general
population.

Parents in professional 1.7 101 ol 10to 1 Both historical and real. Fewer professional

occupations positions existed in 1920,

Ratio of mothers in work 4ol +3101 1 to 3.7 Probably historical. Few Terman Group

force to full-time mothers were in work force unless divorced or

homemakers widowed.

Parents with universiy 1.2 ] 28101 64101 Histovical and real. Percentage of university

degrees graduates in the general population in 1990 is
seven times greater than in 1920,

Parents with advanced Itol 48101 2610 1 Historical and real. Terman’s population may

degrees

have included a high proportion of university
fuculty and staff.

PSonrce: Terman (1925) Genetic Studies of Genius, Vol |

= Source: Burks et al (1930) Genetic Swdies of Genius, Vol 3
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the Terman Group and the generval
population in 1921, As expected, the
proportion ot minority families in the
Targeted Group is almost double that
of the general population of the com-
munity. The lower occupational status
and educational attainment of parents
in the Targeted Group also is signifi-
cantanda prebable result of econemic
factorsaswell. The cost of obtaining an
advanced educauon, in direct expense
and lost carning time, is too great for
many individuals from low-income
groups. Atthe same time, occu pations,
that mightlcad to higherincomesgen-
erally require advanced degrees.

The results of this study do indicate
that reliance on traditional nomina-
tion and testing procednres for the
sclection of students to participate in
programs for the gifted is elitist, racist,
and sexist. Merely changing nomina-
tion forms or using different psycho-
metric tests will not result in equitable
representation of children from all ra-
cialand culturalgroupsin this countiv.
The Terman myth is so emnedded in
our collective consciousness that we
are unaware of its influence on our
decisions. Results cited above provide
clearevidence that the Terman (1923)
description of the characteristics of the
family of the “tvpical " gifted child must

be recognizedasafiction,an artifact of

biased selection procedures (Gould,
1981) and Terman’s strong hereditianr-
tan bias. Based on rescarch with a
sample of gifted children drawn from
“better” schools in "better™ neighbor-
hoods, Terman (1923) concluded that
the parents of gifted children have
higherlevels of educationalattainment,
higher status occupations, more “com-
fortable™ incomes, and "better™ honmes
than families of “unselected” children.

In other words! the conclusions of

Terman's (1925) rescarch provided the
“scientific evidence” o support the
inevitability of existing social and aca-
dennie hierarchies (Mensh & Mensh,
100D, Family income, home owner-
ship, and stable families, characteris-
tics enthedded in the “Terman Mvith™,
still seem to be major factors in the
identficaton of gifted childrenin Geor-
gia (Gay, 1989). The differences ob-

served between the Targeted Group
and the Nontargeted Group in this
rescarch also support the charges of
cultural and/ orsocio-cconomic bias in
procedures used toidentify childven as
gifted (Richert, 1987).

Areasonable conclusion is thatthe
first bicakdown occurs in the nominat-
ing process. One of the most widely
used and carefully rescarched scales
for rating supericr students (Renzulli,
Smith, White, Callahan, & Haronan,
1976) lists 83 characteristics of supe-
vior students for teachers to rate. Many
of the items on this and other check-
lists are based on research conducted
by Terman and his associates between
1904 and 1930. A restricted definition
of giftednessand a subconscious belief
in the “Terman Myth” may contribute
cqually to the fact that highly able chil-
dren from divergent populations scl-
dont are referred for possible place-
ment in programs for the gifted.

Implications

An expanded definition of intelhi-
genee, with an emphasis on superior
problem-solving ability with manip-
ulatives, contributed to the identifica-
tion of a number of gifted children
from targeted schools in high minority
and/or low-income populations. Chil-
dren, iwdentified either by traditional
procedures or the expanded process,
were mixed in oself-contained class-
roomns for the gifted. Teachers do not
know how individual children were
identified and have seen no achieve-
ment dilferences between the mixed
classes and previous classes in which
only traditional selection procedures
were wsed (Barkan, 1992), The fact
that kindergarten teachers in the tar-
geted schools previously had not re-
ferred chitdren as possibly gifted is evi-
dence that probable bias exists in the
referral stage, aswell as the assessment
phase. of raditional identification and

selection procedures.
Thisfinding has clearimplications
fenr poliev makers. Traditional proce-
dures used toidentity children for par-
ticipation in programs for the gifted
are biased toward childven from higher
socio-cconomic levels and unfairly dis-

criminate against children from diver-
gent populations. Giftedness can no
longer be defined by i score on a stan-
dardized test or by high achievement
only in academic tasks. The definition
must be broadened to focus on the
ability to use both innerresources (cog-
nitive, motivational, strategic) and ex-
ternal resources 1o solve a variety of
problems in socio-cultural context.
Greater emphasisalso must be given to
the ability to solve a variety of complex
problems, such as those used in this
research, for inital assessment o tar-
geted schools. The evidence s clear
that vaditional procedures are not
working. Educators must examine
whether their own beliefs and prac-
tices contribute to persistent failure to
identify highly competent children
from underserved populations.

Aleene Nielson is an Adjunct Assistant
Professor, Department of Special
Education and Rehabilitation, University
of Arizona

A complete list of references for this article
may be obtained by contacting the Com-
municator editor.
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COMMUNICATOR

THE PRIMARY GIFTED CHILD

Note-taking: The Real
Secret to Research for
Primary GATE Children

by ELAINE WIENER

Search your soul—your conscience—your
honor—your integrity. Have you ever (be hon-
est) copied information for a research report
during your school days? Did you do this simply
because you really didn’t know how to do the
research?

This happens, even in this technological age.
When students are taught the traditional se-
quential procedure, such as this one from
Compton’s Encyclopedia, they can easily fall
into a state of what we might call “verb deficit.”

~ .
L. Choosea topic. w
Choose? “Well, I can do thadl”.

II. Assemble facts.
Assemble? “How do I assemble?”

I, Take notes.
Take notes? “Where am I supposed
to take them?” '

IV. Organize information.
Organive? “Huh?"

V. Write and document report.
Document? “Docuwho?”

o _J
Although humor and trite phrases such as

“verb deficit” can trivialize such a serious topic,

this is exactly where the research process breaks

down. How does one do those verbs?

Continued on page 20
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Managing a Gifted Primary
Classroom

by NANCY PHILLIPS

The question, “How do you manage a self-
contained classroom of thirty-two gifted 1st,
2nd, and 8rd graders?” is often asked, both by
other teachers and by parents of prospective
students. The first answer that comes to mind
is,“Very carefully!” However, after having taught
such a group for twenty-one years, [ have estab-
lished a program that works for me.

The concept of managing three grade levels
simultaneously without paid help is compa-
rable to that of managing a large family, in
which each member has individual needs as
well as those needs of the group asa whole. Just
as a large family develops a sense of unity, a
multi-grade classroom must generate an envi-
ronment of teamwork. During this process, the
students are learning the traits of zooperation
and responsibility. The key to the development
of such a program is organization and a system
of parental involvement.

The philosophy of our program is to teach
the basics first, and then to branch off into a
differentiated curriculum by studying in depth
and expanding this basic foundation. One of
the benefits inherent in this program is that of
“preview”and “review” in which students often
are able to clarify a concept that they have had
difficulty with.

The classroom day is set up in various blocks
of time, and the students quickly learn our daily
schedule. We use the basic state math seriesplus
a supplementary program. The students are
given daily instruction and assign'nents in En-

Continued on page 23
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by MARTHA FLOURNOY

Onc of the advantages of being CAG presidentis
mecting a variety of people. I would like to take this
opportunity to let you get to know me in my new
position.

Itall began with children. My husband and [have
two girls, now ages 19 and 16. Both girls progressed
very rapidly and were always extremely verbal. They
both learned to read at young ages. They are very
diffcrent people, however, in that they approach
and react to problems and situations in very differ-
ent ways, have different interests as well as talents, but they appreciate cach
other for their differences. We enrolled the girls in a private school, thinking
th 1twas the best place for them. We began hearing very positive things about
our local public schoo! district. When they were in grades 2 and 5 we
investigated the GATE program in our local school district, and we asked for
them to be evaluated. Both quaiified, and with the beginning of their 3rd and
6th grade years we embarked on a path that has truly influencerl all of our
lives. As a result of all this, I take my present position with CAG.

As concerned parents we have always been involved with our children’s
education. As a special educat’on teacher, I had the advantage of “kuowing
JQie ropes” or atleast being familiar with the “lingo™ used in education, or, in
short, having an inside truck on the “Education Game.” Those of us in
cducation know that the lingo changes from tinte to time, so that if you take
time out, you must “take a refresher course” to be fully conversant again. As
the girls entered public school, I made my own return to public school as a
resource teach r.

On the pare tal front, [ soon found myself drafted as the Chair, »vson of
the Parent Advisory Councitand worked with our district GATE Coordinator.
She was always very involved and aware of opportunities to contribute and
gain expertisc; when she heard thai a position was open for the Parent
Regional Representative to CAG,she suggested that [ run. Being someonc
whois always looking for a challenge tomeet, Idid justthat. I served four years
asarcgional representative and gained expericncee, knowledge, and avariety
of perspectives.

The Education Game can bea confusing and a complicated one. if we lose
sight of the intended winners— the students—our children. No matter who
the players are—parents, teachers, administrators, state department persoti-
nel, local school board members, coordinators, counselors and a host of
others—the winners must be our children. We are all different picces on the
game board with different contributions to make and different paths to take,
butall with the sam e goal. We all have our setbac ks—"go back two spaces,” or
“return to home,” but we continue to play because reaching the goal is so
worthwhile.

CAG has begun to offer structure and guidelines for the Game for teachers
by conducting Teacher Institutes for Differentiating the Curriculim. It is
important that parents join educators in nnderstanding differentiation at
school and at home, and enlarging the flow of information of current
practices, ideas, resources and suppotrt for our children. Itis one of my goals
to invite, involve and increase parental and cducator support. ln this time of
decreasing financial resources, we must make the best use of what we have:
our power lies in joining together to share and build on what we huve, to
achiieve what can be. We must never fose sight of the winners in this GAME.
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ASSOCIATION FOR THE GIFTED
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CALENDAR

October 7-8, 1994

Teacher Institute, San Diego, CA

Two-day institute at Handlery Hotel & Country
Club on Differentiating the Curriculum for
Gifted Students. For information, contact the
CAG oflice, 415 /965-0653.

October 21-22, 1994

Teacher Institute, I'resno, CA

Two-day institute at Hilton Hotel on Differenti-
ating the Curriculum for Gito~d Students. For
information, contact the CAG aniice, 415/965-
0653.

October 22, 1994

Santa Lucia Region Fall Regional Conference,
Foothill Goilege, Los Altos Hills. For informa-
tion, contact Margaret Rodrigues, 408/779-
5278 or Geri Williams, 408,/998-6109.

October 29-30, 1994

Teacher Institute, Santa Barbara, CA

Two-day institute at Radisson Hotel on Differ-
entiating the Curriculum for Gifted Students.
For information, contact the CAG office, 415/
905-0653.

November 4-5, 1994

Teacher Institute, Moreno Valley, CA
Two-day institute at Vista Verde Middle School
on Differentiating the Curriculum for Gified
Students. For information, contact the CAG
office, 415/965-0653.

November 9-13, 1994

National Association For Gifted Children
{NAGC) Conference, Salt Lake City, Utah. For
registration materials, call NAGC at 202/785-
4968,

March 3-5, 1005

33rd Annual CAG Conference, Ofieningthe World
to Gifted Studens, Pare Qakland lotel & Con-
vention Center, Oakland, CA.

July 30-August 4, 1995

11thWorld Conference on Gifted and Talented
Ghildren, Maximizing Potential: Lengthening and
Strewgthening Our Stride, Hong Kong.
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EDITORS COLUMN

Ten-Year-Old Thinkers Trapped in Six-Year-Old

Bodies!

by JEAN DRUM

No, thisisn’t a horror story in a grocery store
tabloid. It’s a description of the predicament
that too many young gifted children find them-
schves in when, all shiny-eyed with anticipation,
they start school.

Gifted kids are notin syncwith themsclves or
with the rest of the world, and primary age
gifted kids are the hardest hit. First-grader Neal
can think up stunning adventure stories and
keep all his siblings entranced for hours, buthis
six-ycar-old hands can’t begin to write them
down on paper. Sachiko can read anything, but
teen-age stories about complexion problems
and coolboyfriendsdon’tgrab herinterest, and
books about kids her age are written in “baby”
style. Nhuanh can do complex math problems
in her head, but she can’tkeep the numbers in
line on a picce of paper. Jorge knows every rule
in baseball and can quote statistics until his
friendsare glassy eyed. but his hand-eye coordi-
nation isjust like any othersix year old's, and he
can’t hit or catch anything.

So what happens when these children walk
into that first-grade room, new shoes squeaking
and lunch boxes filled? They are faced with an
enormous amount of frustration, unless they
are lucky enough to be in a GA'TE class with an
experienced primary teacher. Many of them
can already read, since they have taught them-
sclves to read (or bullied their mothers into
teaching them) before they get to school. This
is very nice, of course, but what can a first-grade
teacherwith a class of children who are only just
ready to learn the sounds and letters of the
alphabet do with a kid who already knows how
to read? They're out of sync with the rest of the
class and that makes life hard for the teacher.
Neal, who can tell those stories, probably talks
all the time (and we all know what that can do to
a teacher) but since he can’t do any better at
writing manuscript than anyone else, she ends
up being anmoyed with him and she certainly
doesn’t think he's gifted. How can a kid be
giftedwhen he writesall hisb’s backwards? How
can a Kid be gifted when he can’tlearn to jump
rope? How cana kid be gifted when she can't

cven share the crayons?

Of course people with unusual gifts are ak-
ways somewhat out of sync with the rest of the
world no maticr what their age. Sone learn to
cope, some deny their gifts and fail to use and
enjoy them, and some solve the problem by
restricting their lives to those who share their
gifts. Some, sadly, neverare able to exist happily
in a world which is so different from theirinner
life, and they are the ones who give rise to the
perception that genius equates with the inabil-
ity to manage ordinary human activities.

This leaves educators of the gifted with a
rousing challenge. This little first grader who
can read with the nine-year-olds, holds a pencil
like a six-year-old and may still be as selfab-
sorbed as a foursyear-old needs understanding,
guidance, encouragement and affirmation of
what she can do.

Primary GATE children need to be provided
with plenty of reading material and wrged to
read and read and read. Read the basic reader?
Sure. Ithasgood stories and material for discus-
sion and the development of skills. And of
course skills and comprehension need to be
worked on, even with the most able young
readers. Butthese children mustalways be given
the additional freedom to soar. Whatabout the
child who has problems decoding but whose
vocabulary and power of description suggesthie
has a superior intelligence? He needs to be
recognized asgiftedand given appropriate help
carly in his school experience. Woodrow Wil-
son was cleven before he learned toread, butno
onc in his family gave up or failed to recognize
the ability behind the problem.

Word processors can open up the world for
the primary GATE child. Littde fingers which
don’tyet coordinate with the eyes very well can
go much faster on a keyboard, which allows
those gifted ideas to see the light of day. Of
course we still teach them handwriting and
expect the same standards of neatness that we
would fromany child, buttheirminds don’tstay
trapped until their muscles catch up.

Parents often scem to fear that “getting the
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basics” and meeting the intellectual needs of the young
gifted child are mutually exclusive. Some teachers and ad-
ministrators share this concern, butthisshould never present
a problem. Basics are just that, a basc, a foundation, some-
thing that is necessary but never limiting. Slecping Beauty's
Castle and the Disneyland ticket booth both needed founda-
tions, but that by no means limited their final forms. Just so,
in a gifted primary class, basic skills are taught (usually easily
and quickly) and the children are rcady to expand these
skills and make usc of them in wonderful ways.

Social skills? It is really unnerving to watch a first grader
who hasjust explained the process of photosynthesis kick his
ncighbor because she hogged all the crayons, butit happens
and it doesn’t make him (or her) any less gifted. It’s just the
out of sync business again, and this nceds to be understood.
When itiswe can hope that we will never again hear, “If she’s
so smart, why can’t she behave?”

Our gifted primary students need TLU (Tender Loving
Understanding) to spring the trap for their minds.

Parent Perspective

by DEBBIE MOLINA

I have been asked to share our experiences concerning
our family and the pathway of education. It took awhile, but
I feel that I really do have something to contribute to other
parentswhoarejuststarting outand trying to understand the
different choices that they will be facing in the future.

[tstarted foruswhen Ben, myson,wasabout three. Hewas
inalocal day care which had an educational program geared
for different age groups, The staff was constantly telling us
that our son was hyper and that he should be on medicine.
[1e would not leave the other children alone. He wanted to
help thein with their work when he was through with hiswork
(which was all the time). He always knew the answer and was
getting frustrated when the teacher would not call on him.
He would then become disruptive to the class. Of course, we
realized it was our fault becanse we would always play with
him uwsing flash cards or books, and he already knew what
they were covering. In talking with the staff, they moved him
into kindergarten after this problem was identified. But the
problem continued. Being in a private school, they promptly
moved him into first grade when he was ready. They dis-
cussed this with us, and it was a difficult decision because he
wasalready a “younger” kindergartener. We were concerned
how it would affect the upper grades.

When we moved to our current honge, we went to enroll
himintoa public school in the firstgrade. The first schoolwe
went to would not enroll himn, cven with recommendations
from the previous private school he attended. They wanted
to put him into kindergarten due to hisage, but they did not
have space available. I tried to discuss this with the principal,
butitwasto noavail. So Iwent to the other elementary school
and asked for his enrollmentinto the kindergarten class if
they had space. While Twas filling out the forms, a counsclor
walked by and asked Ben if he understood the book he was
reading. After Ben answered her, the counselorasked to talk
with him for a few moments.

After their return, the counselor stated that he should be
in the first grade. I appreciated her coments, but I ex-

plained what had already happened and to please just put
him in the kindergarten class. She would not allow this and
insisted on testing him and placing him appropriately. This
was the beginning of our contact with the schools Ben
attended.

Today I can reflect back to the constant in and out of the
principals’ offices. Ben was labeled as a “problem child” by
teachers who did not understand the need for keeping him

Stephanie Topahan, Age 6
Hill School, Garden Grove Unitied School District
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active with extrastudies. He wasalwaysin trouble
for talking, walking around class, helping other
students with their problems, and the worst
scenario—"Asking too many questions,”

Now I can also reflect back to the teachers
who wonld come into my son’s life and attempt
to understand his situation. All parents can
reflect back and identify a teacher or two who
were the turning points in their child’s life.

For us, it was a second grade teacher, fresh
outof college, who took the time toget him into
the school’s Gifted and Talented Program. Then
again in the fifth grade, after years of principal
and counselor visits, a tcacher who harnessed
and nurtured Ben's natural ability with math
and sciences. She asked our permission to en-
rollhim into everything she could. Thenstarted
the 4, Water and Soil Conservation, UlL,
competition, scievce projectsand school activi-
ties. We were just as busy as he was from all the
involvements. The school personnel became
more aware of his talents and also other stu-
dentswho mighthave beenignoredif the school
hadn’t started to address Ben's needs. At this
point we realized that we needed to work more
closely with the school district when it involved
any child who needed academic accommoda-
tions. We started to identify ourselves with the
parents who are always having to fight for their
physically handicapped or developmentally
slower children.

This same teacher carried Ben through to
the seventh grade. He started to excel in all
arcas. [t has become a norm for bright children
to downplay their ability so as not to be called
“nerds” and kept out of the social circles. But
this teacher grouped about 3540 children who
had certain abilities to excel and strengthened
their camaraderie with cach other. Thisgroup,
even today, finds the strength they need from

cach other.

In the summer before seventh grade, the
teacher who had been Ben's guidance teacher
for the last two years came across the Duke
University Talent Identification Program. She
handed us the letter and knew that we would
make sure that Ben and his fellow classmates
who were eligible had the opportunity to take
partin the program. So started participation in
the TIP program at our junior high school.
Irom that time on I have always checked with
the counseling stafl to see if they needed any
help in identifying upcoming seventh graders
who qualify for the program.

Today we have just finished filling out an
application for the University of North Texas's
on-campus program, TAMS-Texas Academy of
Mathematics and Sciences. This program is
designed so that Ben can finish his junior and
senior high school years at the same time he
receives college credit for his studies. We have
not even considered that he could not be ac-
cepted (competition for this program is in-
tense), After TIP encouraged Ben and recog-
nized him at the state level for his SAT score,
Ben worked and became the youngest student
in the Coastal Bend arca to complete calculus.
Ben hasattended a college pl‘()'gnun every sum-
mersince the seventh grade. We could notsend
him to Duke, butwe made sure thathe attended
Texas summer programs.

To all parents whe are faced with the deci-
stons of where to go next, always involve your
school system with the task of making a master
plan and do not allow someone to el you it
can’'t be done.

This is reprinted from TIP Network News, a publica-
tion of Duke University’s Talent Identification Pro-

gram.

.33rd Annual CAG Conference

March 3-5, 1995
Oakland, California
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by M. GAIL HICKEY

Shanewas an active, freckle-face. carvot-top with inquisitrve
blue eyes and a vocabulary far beyond his years. His first
grade leacher, a veceran educator of 25 years, came to me at
her wits’ end. “I don’t know what to do with him.” she
moaned. "He's biight, but he never finishes his seatwork. FHe
tells wonderfully imaginative stories, but his handwniting is
so bad he never gets them on paper. When I ask him why he
doezn’t copry the boardwork in time to go oul to play, he just

says he doesn’twant to do it. [ can’t do a thing with him!”

Shane is a member of that curious group
whiclican be one teacher’sdream andanother’s
nightmare: thegifted child. And in Shane’s case,
his giftedness was complicated by yet another
phenomenon—he wasan “early reader.”

How do you challenge a child who enters
school already able to read? This article will
explore that question by defining the gifted
reader, highlighting the special needs of carly
readers, and suggesting strategics for envich-
ment at home and at school.

Gifted Readers Defined

Bondsand Bonds (1980) define primarygifted
readers as “...children who, upon entering first
grade, are reading substantially above grade
level or who possess the ability to make rapid
progress in reading when given proper instruc-
ton.” Interestin, persistence toward and moti-
vation for reading should also be evident. It is
unportant to note here that the phrase “...when
given proper instruction...” is considered fun-
damental to the definition of gifted readers;
children who come to school already reacding
must be neither suppressed by instruction geared
toward the mean, nor neglected by being left to
thenr own devices, Gifted readers should be
identified carly so that an appropriately differ-
entiated program of instruction can be planned
and implemented for their ultimate benefit.

Farlyidentificationisessential, since advanced
reaclers who are forced to continue the phonics
drill and word attack skills commonly used to
icach reading become disinterested and begin
tounderachieve (Brown and Rogan, 1983). lden-
tification procedures to sereen for giftedness,
which are already in place, may not be suitable
orsufficient.however, foridentilying gilted read-
crs. Many sereening programs do notreach into

the primary level at alll and the absence of

Young Gifted Readers

academic documentation (such as annual
achicvement test scores) makes it unlikely thata
high percentage of capable students will be rec-
ognized in the early grades. Thus, young chil-
dren are seldom referred for the individualized
testing needed to identify them as gifted. With-
out such testing and subsequent intervention,
the gifted reader may be ignored.

Wity (1971) outlines some characteristics of
gifted preschoolers to serve as a general guide-
line in recognizing abilities that indicate a need
for specialized instruction. In addition to carly
reading ability, these include:

e The carly use of vocabulary. accurately em-
ployed

¢ Language proficiency - the use of phrases
and entire sentences at a very carly age and
the ability to tell or repioduce a story at a
very early age

e Kcen observation and retention of informa-
tion about things observed

¢ Interest in books

¢ Early interest in calendars and clocks

¢ Theability to attend or concentrate for long
periods of time

e Farly discovery of cause and c¢ffect relation-
ships

The development of a variety of interests

Informal reading inventories are also helpful
for classroom teachers who wish to identify carly
readers. Such measures can be administered
quickly to individual children by the teacher, a
teacher’'said orvolunteer, and yield usefulinfor-
mation about independent, instructional and
frustration levels of reading inshruction. As a
means for identifying gifted readers, children
who read independently at or above grade level,
and instructionally two or more grade levels
above placement can be assumed to be gifted
readers. Not only should these children be re-
ferred lor further testing by the school psycholo-
gist to determine whether placementin agifted
program is warranted, but classroom teachers
should immediately begin to differentiate in-
struction to acconmodate carly readers’ ad-
vanced abilities.

Needs of Gifted Readers

Obviously gifted readers need differentiated
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instruction, but what are their specific
needsin regard toreading instruction?
A number of writers in the field have
addressed this question. Brown and
Rogan (1983) indicate that first and
foremost, reading programs for pri-
mary- level gifted readers “...must be
different from that offered to average
children... Just as the differentiated
program cannot be more of the same
offered to average children, neither
can it be an earlier presentation of the
regular curriculum... An emphasis on
such low-level programming as that
offered by basal reader series is inap-
propriate...”

Secondly, gifted readers need in-
struction which s suited to their indi-
vidual needs. Generally, these needs
fall within the category of advanced
comprehension, Cushenberry (1974)
notes that the teacher should beaware
of the difference between real and su-
perficial comprehension, since young
gifted readers may be able to decode
and read orally before they are able to
comprehend. Yet, through proper in-
struction, young giftedreadersareable
te develop such advanced comprehen-
sion strategies as noting cause and ef-
feet, predicting outcomes, drawing con-
clusions and understanding author’s
purvose. These reading strategies are
part of the process known as critical
reading. Brown and Rogan (1983) sng-
gest that appropriately differentiated
istruction for gifted readers must in-
cladeinstria tionwhich directsstudents
to read more widely, read creatively and
read critically.

Gifted readers need to be exposed
to trade books rather than basal read-
ers as the primary source of reading
content. Whole language classrooms
and literature-based reading programs,
both of which are quickly gaining in
popularity among teachers of young
children,are excellentavenuesforhelp-
g gifted readers develop an enthusi-
asm for reading more widely. Reading
about significant themes has also been
nsed successfully with gifted children
(Trezise, 1977 Winty, 1971 Wooster,
1974), since even voung gifted chil-
dren are often able to deal with topics
normally reserved for older students.

Instruction in creative reading can
enhance the gified reader’s abilities in
fluency of ideas, flexibility of thought,
originality, complexity of thinking,
elaboration, imagination and intellec-
tual risk taking (Gallagher, 1975;
Renzulli & Caltahan, 1977; Witty, 1971).
Teachers’ use of appropriate question-
ing strategies, such as those which ask
for alternative uses of items, adapta-
tions tostory line or plot, modifications
in setting or characte” develapment.
and unique combinations of character,
plotand theme, cansignificantlystretch
the young reader’s creativity. Torrance
(1963) indicates that creative reading
abilities are best developed when books
are used as a source of ideas to be
communicated to readers. In this way,

the reading act becomes a source of

additional ideas which may then facili-
tate creative problem solving in real
life.

Criticalreading, asdefined by Turner
(1988), is “analytic thinking for the pur-
pose of evaluating whatisread.” Burns,
Roe and Ross (1984) emphasize that
criticalreading skills enable children to
make intelligent decisions about prod-
ucts, entertainment and politics; since
chitdren are exposed to the need for
such decisions through television and
advertising from a very young age, in-
struction in critical reading should be-
ginin the primarygrades. Hickey (1988)
recommends specific strategices for de-
veloping critical reading abilities in the
carly years, and such publications as
Highlights for Children contain ideasand
activities for helping young children
think critically about what they read.

Challenging Xarly Readers

The rescarch on children who learn
to read prior to entering first grade
reveals that the children studied were
reared in supportive home environ-
mentswhere parents ('n('ollmgcd intel-
lectual freedom and exploration, pro-
videdextended opportunities for learn-
ing and exposed their children to a
variety of experiencesontside the home
(Cox, 1926; Goertzel & Goertzel, 1972:
Terman & Oden, 1947; Stang, 19545
Price, 1976; Brown & Rogan, 1983).
Binns and Collins (1987) reveal that

the parents of gifted preschool readers
often have provided more direct in-
struction in letter/sound/word con-
cepts than have parents of gifted non-
readers, Mangieriand Madigan (1984),
in a study of school practices related to
the teaching of reading to the gifted,
report that rezular classroom teachers
provide the majority of instruction for
these children. This review of relevant
rescarch suggests that early readersen-
gage in significantinteraction with par-
entsand primarygradesteachers which
will shape their attitudes toward read-
ing and reading instruction for life.
The importance of thesc carly interac-
tions cannot be overemphasized.

What kinds of activities and experi-
ences, then, are most conducive to ¢n-
hancing the abilities and interests of
early readers? Siegelbaum and Rotner
(1983) recommend the use ofkey ques-
tioning strategies to guide young read-
ers in the understanding of read-to or
rcad-by staries. (See inset, Key Ques-
tioning Strategies, on following page.)

Siegelbawm and Roter (1983) also
recommend the use of several familiar
strategies with gifted readers, such as
labeling objects, making word cards
and creating language experience sto-
ries. Since children learn to read when
they recognize a purpose for reading
and a connection between the reading
actand the symbols of language (Heath
S Thomas, 1984; Leichter, 1984; Smith,
1984), labeling is an excellent way for
carly readers to build reading vocabu-
lary. Use small index cards and broad-
tipped markers to label common ob-
jects around the house or classroon,
such as “table” or “door.” Children will
begin to ask that additional objects be
labeled so they can learn the word for
that object.

Duplicates ol these labels can be
made to begin a child’s “word card
file.” which is a recipe box filled with
blank index cards that can be labeled
with cach new word the child learns, As
children begin 1o acquire new words
through booksand stories, these words
are added to the file. Have children
practice their word cards regularly and
use them in sentences or stories.

When children begin to use these
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KEY QUESTIONING STRATEGIES
Corapare snd contrast - help children see what is the same or different about characters i in astory,

seasons of the year, people you know.

Classily - help children find a way to group: toys. clothes, food, books, your friends
Summarize - help children separate the relevant from the irrelevant by asking after reading a story or
walching a TV show, “What happened first?* “What happened in the middie?” “What happened in the

end?"

« asking for a title to a story they have written, or 1o a picture in a magazine.
+ having them tell the most significant avents from a family trip or a party they attended.
Hypotheeize - ask children to predict what would happen if:

+  Wa put this toy block in a full glass ofwator?

+ We put a jar over this candie?

+  Wae put this spoonful of sugar into warm water?
+ We praess this button on the television?

Make assumptions - help children decide, based on existing information, what else they can tell you

about situations such as the following:

+ Look at this small and large box. Which is heavier?

+ Look at these faces. What are these people feeling?
+  What will happen next in this picture? What happened before?

words in stories of their ovm creation, they are
ready to create language experience stories.
Thesc storiesarewritten on large chart paper by
an adult or older child as the young child
dictates the story. Afterward, read-the story
together from the chart. Eventually, children
will want to read their stories by themselves,
which may lead to the creation of new word
cards and/or additions or claborations to the
original story.

Russell and others (1985) provide helpful
tips to parents for working with gifted readers.
Some of these include:

* Read a familiar story to your child, e.g.
Cinderella. Ask your child to make up a
similar story as if it were occurring today.

* llelp your child maintain a scrapbook of
“People I See and Places 1 Go.” Hlustrate
the peonle and places and write descriptive
captions.

»  Scparate the sections of a comic strip. Ask
your child to arrange them in order and
write a dialogue.

» While reading a story to your child, stop
periodically and ask him what comes next.

* Introduce your child to all sections of the
newspaper.

Finally, Halsted (1989) gives advice for read-
ing aloud to gifted children in Guiding the Gifted
Reader. Halsted's advice can be summarized as
follows:

¢ Gifted children should be read alond to
regularly by a warm, loving person who can
provide the stimulation and exposure to

new ideas which reading aloud brings.

* Provide several brief story times a day for
preschoolers, since their attention spans
are very short.

* Read aloud in ways that will build language
and pre-reading skills.

* Sometimesreadaloud to childrensimply to
enrich their store of knowledge.

* Provide opportunitics for young children
to experience being read aloud to with
other children occasionally, especially if
the local library offers a story hour.

* No matter when children learn to read on
their own, continue to read aloud to them.
This experience is so valuable thatit should
be stopped only when it is no longer enjoy-
able to both parties involved.

Challenging the carly reader is a unique and
ongoing task. The responsibility for challeng-
ing gifted readers begins at home, becomes
formalized at school and involves concerted,
collaborative ¢ffort on the part of bothi teachers
and parents. If carly readers are to realize their
potential, early identification and intervention
are essential.

M. Gail Hickey is at Indiana-Purdue University at
Fort Wayne, IN. This article first appeared in Images,
Indiana Association for the Gifted, Spring 1992,

A complete list of the references for this article may
be obtained by contacting the Communicator
editor.
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Comments from James Gallagher

Onc of the unhappy byproducts of the educa-
tional reform movement is a series of mind-
numbing slogans. In many cuses, these slogans
seem to have taken the place of intelligent
discourse or debate that should be occunrring
about some of the aspects of the reform move-
ment. Take for example the slogan, “All chil-
dren can Iearn.” One sees that slogan in print
these days quite a lot, and if once is especially
unlucky, one can hear it at various conferences

and conventions. [tisoften stated with a Kind of

ponderous importance reserved for silly state-
ments that people try to inflate into wisdom.

Asan cducator, I have worked with children
with mental retardation as well as children with
special gifts, and I am willing o certify to the
banal truth of the slogan. Of course “all children
can learn,” but not at the same pace, and not at
the same level of conceptualization, and not
with the same knowledge structures. And that,
of course, is the point. Thatis why it is difficult,
i not impossible, to educate students who per-
form at the sceond-grade leveland studentswho
perform at the ninthgrade level at the same
time m the same classroom, and it is also the
reason why our curriculum is being “dumbed
down” in many schools around the country.
The doctrine of heterogencous grouping actu-
ally turns out to be anti-excellence.

One of the problems of the reform move-
ment is that some of the reforms are being
presented as a moral iperative. Not only is it
the “correct™ educational thing to do, it is the
right and virtwous thing to do. Therefore, all
those who might opposc it ave, at the very least,

undemocratic and certainly not possessed of

the moral superiority of the true believer. I the
goal is to intimidate others into following in-
stead of impressing them with results, then such
bogus claints of virtue and social justice might
work for ashort time, until teachers and parents
have direct experience with the consequences
of the policy.

However, il one is determined to have a
slogan, 1 propaose one for those of usinterested
in gifted students. Ttis “Excellence forall.” Let
me hasten to say that this does not mean, “The
same lessons, in the same place, for every stu-
dent.” It means instead that every student is
expected to perform well at his orher own level
of development, that expectations are high lor
everyone, and that the curriculum is differenti-
ated.

We in gifted education have a major stake in
improving the entire educational system. We
cannot turn our backs on the rest of education
anditsproblemsand mmerely seek excellence for
atiny sliver of the school population. I recently
proposcd togroups of parentsthat some people
support gifted programs in the hope that, if the
wi.ole educational system is going down the
drain, they might at least salvage their own
children by putting them in special programs
for gifted students. But that won’t work. There
cannot be an island of educational excellence
floating in a sca of mediocrity. Such a philoso-
phyreminds me of the incredibly wealthy South
Americans who live on lush estates surrounded
by electric fences, bodyguards and attack dogs.
Even if you could make 10% of the school
programonce of surpassing excellence while the
other90% wasamorass of incompetence, would
you wish to live in a society where such an
cducational system prevailed?

We need to applaud every effective program
that scems to possess potential for all students.
Henry Levin's accelerated learning, James
Comer’s school development program, and
many otherinnovative effortsaround the coun-
try nced tobeapplauded by us, notonly because
they are using many strategies borrowed from
the education of gifted students, but because
every time learning is valued and upgraded for
any student, it creates a more favorable utmo-
sphere for strong programs for gifted students.
The need forprograms for gifted studentsis not
reduced by these other programs for excel-
lence, since the final resudt of successful pro-
grams is to increase, not decrease, student di-
versity. Therefore, neversendto knowforwhom
the school bell tolls for excellence; l‘Cl;lClnhcl',
it tolls for thee.

James Gallagher is the president of the National
Association for Gifted Children. This appeared in
the July 1994 issue of NAGC’s Communigue.

Aruitoxt provided by Eic:

September 1994




The Sparkler Program: GATE in Gateway Unified

School District

by LYRA JOSEFSSON

One of the state’s newest unified school
districts is Gateway in Redding, California. Be-
fore becoming unified. elementary sites had
pull-out programs, Odyssey of the Mind groups.
rescarch groups and other occasional activities
for gifted students. With unification came a
unifving idea called the Sparkler Programwhich
coversgrade i K-D and accomplishes many facets
of the Gateway USD’s overall goals for gifted
cducation.

Since money is ene of the miting factors, a
core of site level coordinators who are regular
classroom teachersattended conferences, read
current literature and met regularly to plan
“model lessons.” The site level coordinator ob-
tained a release day and presented an howr’s
lesson which drew upon twe or three of the
seven intelligences. As the classroom teachers
observed these lessons, they made such com-
ments as, (especially in spatial. bodily-kines-
theticormterpersonatlessons) “Wow, I'venever
seen that student so attentive and responsive.
She really sparkled!™ Or, “He usually has his
head in his desk during the math lessons.™ This
procedure had the duatadvantage of educating
the classroom teachersin the seven intelligences
and allowing the children to beidentified in the
refaxed setting of their own classroom onanon-
standardized test of linguistic ormathematical
mtetligence only. A follow-up lesson was left by
the site level coordinator to give the classroom
teacher more familiarity in working with gifted
students and allow them to respond creatively
to their gifts. As Dr. Bany Ziff said to the site
levelcoordinatorsata February workshop, “What
makes a good GATE program is how we allow
students to respond to any lesson,”

One example of a Sparkler lesson was a
paper problem from Odyssey of the Mind called
“The Longest Paper Race.” Students could work
alone orin twos. Materials needed are one pair
ol scissors and a uniform sized picee of paper
for cach student or pair. No glue or tape was
allowed. The lesson was introduced by asking
five studentsata time tocome to the frontof the
room and stand in an unbroken hine with no
space between children. Some groups stood
stomach to back, some stood shoulder to shoul-

der. The class was asked to choose which con-
tinuous line was the longest. The groups then
had a chance to amend their solution. Some
groups spread theirarms, others lay down head
to foot. The students saw that there are mnany
different ways to meet this challenge.

‘Then the paper part was introduced. Fach
patror participant had to cut the picce of paper
into onc continuous strip so that it has no
beginning and no end and is large enough for
two students to stand inside of it without touch-
ing it. The students had one minute to think of
theirsolution and two minutes to cut the paper.
Discussion is encouraged and observation of
results is critical.

In this particutar lesson spatial, bodiby-Kines-
thetic intelligences are tapped. Those students
possessing above average ability in these areas
are given a chance to showcase their abilities.
Then other ntelligences can be added to the
lesson. Poetry can be written about the “endless
strips.” They can be measured, added together,
divided into parts. Vocabulary can be devel
oped in exploring the concept of “endless.” A
suspense story might feature two children
trapped foreverin the endless strip. It could be
taken home as a homework problem for par-
ents and siblings to share. Students could be
askedto figure outhow thisknowledge could be
applied in other real life situations. Move over,
McGyver!

The Sparkler Prograin sets ihe stage for dif-
ferentated lessons to be modelled and imple-
niented. The classroom teacher sees and values
the unique and varied responses that can occur
whenallsevenintelligencesare valued. Thereis
buy-in by the stafll the students are not missing
core curriculum, and all children benefit.

If you have any questions, you may write to Lyra
Josefsson, 22076 Cholet, Palo Cedro, CA 96073,

Lyra Josefsson is the parent representative from the
Mt Shasta Region.

ERIC

Aruitoxt provided by Eic:

Dy OO

11%




ERIC

Aruitoxt provided by Eic:

“A Grand Adventure”

A Conversation with Margaret Gosfield, Vice-President of CAG

“A gand adventure” is what Margaret Gosfield calls her life,
which began on a ferm in northern Minnesota. Her primary
grades were spent in a one-room schoolhause, and after that
she wen to the village school nine miles from her home. She
loved school, particularly reading, which allowed her to
travelin her mind far from that farm in the noithwoods. She
graduated at the top of her high school class (34 seniors), but
she says she still found herself unprepared for the challenge
of the Uniuversity of Minnesota. *1, who loved toread, listened
to fellow classmales discussing works which I had not even
heavd of. much lessvead!” She completed her BA at UC Santa
Barbara after maving to California and also earned a
teaching cvedential and MA there. She has worked Jor tne
past 25 yeas for the Ventura Unified School District teach-
ing history and geography and coordinating the district
program for gifted students.

Margaret says she does not regret her uplvinging n
northern Minnesota. “Academically I was not prepared, bt
I learned well the lessons of responsibility, industry and
perseverance, in addition to the importance of seeking truth
and caring for the community as a whole. These have been
invaluable in my quest to ‘catch up’ academically and to
mahe a difference in the education of my students and the
training of the teachers | wedc with.”

Q: How did you get into gifted education?

A: Twasstilla probationary teacher when my
principal called me into his office onc day
after school. He told me about a new
program the district wished (o establish at
the junior high level. There had been an
clementary program for gifted for a
number of years, but none existed beyond
6th grade. After he described the district
plans, I asked him how one could get
involved. “Show an interest,” he replied.
And | answered, “I'm interested!” That
was more than twenty years ago, and little
did I know that it marked the beginning
of the special focus of my life’s work.

Q

What background did you bring to it?

A: Like most teachers of my generation, |
received little or no teacher training
regarding gifted education while attend-
ing the university. And though the pact-
time clementary teachers of gifted in our
district worked together in planning their
pull-ont program instruction, I was on my
own in developing the program at my

school. This was both a blessing and a
curse. It allowed me to work out my own
plan focusing on my arcas of training—
history and geography. But I also had to
invent a lot of wheels without the assis-
tance of professional training in the field.

How did CAG enter into your work in
those early years?

I can still remember my first CAG confer-
ence. [ don’t remember the year, but it
was held in San Francisco; [ was there by
myself since there were no other junior
high teachers of gifted in our district at
the time. From the moment [ arrived and
began looking through the program, I
knew that I was in for the experience of a
lifetime. There were so many presenta-
tions of interest that the difficult part was
making choices. I remember dashing
from onc location to another to ensure
that [ would get into those I had selected.
[ was so excited and so motivated by what
1 heard, my skin fairly tingled the whole
time [ was there. And { couldn’t wait to
get back to my school to try some of the
things [ had learned and to acquire some
of the resources recommended at the
conference.

What do you see as your most important
contribution to the development of the
program for gifted in your district?

I am very proud of onr district-wide focus
on student Ieadership training. We made
a decision at the beginning to combine
the 7th and 8th grade gifted students as
mixed grade classes with each student
staying with me for two years. That was
mainly a pragmatic decision in the
beginning as it allowed me to have only
one preparation for the two gifted classes
cach. But it quickly became apparent to
me that it alse provided an opportunity
for student Ieadership training. Bach year
half the class went on to the high school
while the other half stayed on and
became mentors to the incoming class
members.

Conlinued on page 13
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Call for Presenters
33rd Annual CAG Conference

Opening the World to Gifted Students
March 3-5, 1995

Application deadline: October 15, 1994

M

Affix
Postage

California Association for the Gifted
4926 Escucla Avenue, Suite 19
Mountain View, CA 04040
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Call for Presenters - 33rd Annual CAG Conference

Opening the World to Gifted Students
Parc Oakland Hotel & Convention Center, March 3-5, 1995

The Board of Directors invites you to submit a propasal for a pre-
sentaton 1n Oakland in March. The overali theme is Opening the
World to Gifted Students. Presentations that relate to global ideas
and issues, leadership, social action, foreign language and differen-
tiating the core curriculum in depth, complexity, novelty and acceler-
ation will be highlighted
+ Sessions will be 75 minutes in length, including question and
answer time.
+ Expenses for travel, lodging, and conference registration are
the responsibility of each presenter.
+ Presenters receive a year's complimentary membership in
CAG, one membership per session.
+ CAG will reimburse presenters up to $35 per session for copy-
ing of handouts and/or supplies.
Please consider carefully the room set-up and audio-visual equip-
ment which you request. Rooms and AV are assigned based on

Name.
Address:

City/State:

School District:
Will you have a copresenter?

Title of session (fimit, 60 characters, including spaces)

what is requested on this form. Later changes are not possible to
make. You may request one item in each of these three groups if it
would enhance your presentation. Circle items needed.
1. overhead projector or chalk/white board
2. slide projector or VCR/monitor (VCRs are only appropriate for
small presentation rooms)
3. screen

All room set-ups will be theater style unless you requast otherwise.
If you need tables for manipulatives or audience participation, check
this box: 1

Complete this form and mail it by October 15, 1994 to:

CAG Oftice, 426 Escuela Ave.. Suite 19, Mountain View, CA 94040.
All applications must be accompanied by the handouts to be dis-
tributed during the presentation. The handouts should not exceed 5
pages of information.

Work Phone: { o)

Home Phone: )

Zip Code:

Position:

If so, please attach a page with the above information for each copresenter.

Presenta*'on description for the conference book (limit, 75 words) Please use complete sentences. describing content as accurately and com-

pletely as possible Include implications for G/T students.

Reference” Please give the name and contact information for a person who could recommend you as a presenter

Name

Position:

Level (choose one)
(J Preschool Kindergarten (] Middie School (6-9)
(3 High Scheol (8-12)

(] K12

O Primary (1-3)
{1 Intermediate (4-6)

ERIC

Work Phone (

Home Phone:

)
}

Major Target Audience (choose one)

(3 Teachers [C] Counselors
[ Parents [0 Genera
[CJ Administrats

1%




Student Art Contest
and
Exhibition

Entry Deadline: January 31, 1995
Exhibit: March 3-5 in Oakland, CA

The California Association for the Gifted (CAG) announces a juried art contest for
students in grades 3 to 12. Fifty works will be selected for exhibit during the 33rd
Annual CAG Conference in Oakland, March 3-5, 1995. Ribbons will be awarded to
first, sccond and third place winners in cach of three categorics based on age.

Rules:
¢ Work must be completely original
e Any medium and subject matter is acceptable, except three-dimensional works or
collages more than 1/4" thick
¢ Work must be matted or framed and ready to hang
¢ Work must be no larger than 30" by 30", including [rame or matting
¢ EFach submitted work must have a completed copy of the coutest label (below)
}ecrmnncmly affixed to the back. 7
e No mdre than six works may be submitted per school site
Judging:
Works will be judged in three grade-level categories:
* Category I:  grades 3-6
e Category II: grades 7-9
¢ Category 1L grades 10-12

All submitted works, whether accepted for display or not, must be picke. ! up by the
student, tecacher, or parent/guardian on Sunday, March 5, 1995, between noon and 2
p.m., at the Parc Oakland Hotel. Any works not claimed by 2 p.m. become the property
of CAG. Mail entries to Geri Williams at 4630 Corrida Circle, San Jose, CA 95129.
Questions? Call 408-998-6109 or 408-296-1939.

( CAG Art Contest Label and Entry Form

Student name:

Grade: _Age: Home phone: ( )

Full name of school:

School address: S Zip_

"eacher's name:

Full name of school district:

Person who will pick up work at conference:

121



Student Art Contest and Exhibition
33rd Annual CAG Conference

Opening the World to Gifted Students
March 3-5, 1995

Submission deadline: January 31, 1995
(complete form on reverse side)
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In the beginning the leadership training
consisted primarily of assisting students in
class projects and productions for par-
ents. But since then, all four of our
middic schools have joined in a student
leadership training program that is multi-
faceted. With the help of a CAG mini-
grant (part of the CAG Demonstration
Site program) our teachers recently
prepared a teacher handbook with
rationale and guidelines for classroom
activitics and several district-wide events
designed specifically to develop leader-
ship skills. If we expect our gifted stu-
dents 1o become our future leaders, it is
important that we train them for that role

just as we train them to pursue academic

excellence.

What do you see as CAG’s role in gifted
education in California?

As I mentioned carlier, CAG gave me my
introduction to improving my skills as a
teacher of gifted stuaents through its
annual conference. [ believe that teacher
education continues to be one of the
foremost contributions which CAG can
make. And I have been so pleased to see
the training expand from the annual
conference to teacher training institutes
held all over the state, the Certificate of
Completion recently inaugurated and the
teacher guidebook which we are cur-
rently preparing to assist teachers in their
daily work.

Equally importantis CAG’s expanded
role in providing parent education. We
hope to include a parent strand in at least
one of our institutes this year, as we know
that we must have a partnership between
home and school in order to give gifted
students the best possible opportunitics
to develop their potential,

In recent years CAG has been working
more closely with the State Department
of Education, and I believe that is going
to make teacher and parent training even
more elfective. We are excited to be
working with the State Departiment
currently on a project called, “In Scarch
ol Six." The goal is to develop guidelines
and resonrces for teachers to prepare
their students to achicve ata leval
conunensnrate with the eriteria of a “six”

on California assessment instruments.
However, | do not want to leave out the
important role CAG plays in advocacy
and legislation in Sacramento. Indeed,
the multitude of CAG activities some-
tinw.s leaves me a little breathless, espe-
cially considering that itisa truly a
volunteer organization. [ am very proud
to be one of the volunteers!

Q: What role will you play in your new

position as Vice-President of CAG?

A One of my major responsibilities as Vice-

President is to chair the committee
preparing for the annual conference, and
I'mi happy to report that planning for the
1995 conference in Qakland is well under
way. This year’s theme is GATEways:
Opening the World to Gifted Students.

We expect some outstanding speakers.
Marion Diamond, Dirccator of the Law-
rence Hall of Science at Berkeley will be
featured at a pre-conference session and
will bring us the latestin brain res arch
and development.

Joe Renzulli has been selected to make
this year’s Jeanne Delp lecture, and in
addition he will present a special seminar.
And Sally Reiss, probably the nation’s
foremost authority on curriculum
compacting, will present a double-session
on Saturday. This is to name just a few of
the featured presenters.

And of course, we are still soliciting and
receiving proposals [rom teachers and
others to present workshops of the kind
that kept my skin tingling throughout
that first conference I attended years ago.

The conference will be held in Oakland,
March 8-5. Please mark your calendars
now!

Margaret Gosfield, the newly elected vice-presi-
dent of CAG, is Gifted Coordinator for the
Ventura School District, Ventura, CA.

o mher 1991
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Lean hear the National Anthem being sung.

Poems from Ramona Otto’s Class of 8 and 10 year olds at the Mirman School

Night
When the moon ereeps high in the
.\k)‘
As slow as a snail and bright as a
firefly,

I stare down at the Earth curiously.
The wind whispers a soft Tullaby
As the rain hits the ground in

rhythm.
Coyote cubs gobble down the
Ieftovers from dinner.

In the stillness of the desert sands,
Snakes slither cunningly by cacti.
In the darkness of the nearby town
Adog sleeps, cuddled up in asoft,

cazy blanket,
While upstairs, dreams crawl into
the children’s heads.
Lana star in space, floating,
floating.
And  must Teave, (or it s noraing.
—Julia Silbergeld

The Ball Field

The sun has set,

My eves flash on,
Hhuninating the rest of the field.
Fean hear the hot dogs sizzle
As the wind carries
A program through the air.
Sprinklers v on me,

As workers prepare me {or the game,
Ity to be brave,

As janitors peg bases into mv dirt.
Fans start arrwing,

Their vorces hurt nwv cars.

I feel machines groom my hair,
Plavers come out onto my face
And grind their eleats into me.

“Plav ballt™ vells the ump.

—Martt Kopald

Night Sounds
As Hav in hed
The laststreak of light
Is stolen away
By night.

A gentle breeze blows through
The open window,
Causing the curtains o dance
As gracefully as harem girls.
With the breeze,

I can hear the comforting hum
Ofmy parents’ voices
In the other roon.

A chair draped with clothes
Appears as 4 gruesome monster
In the darkened room.

A covote howls,

His tonesome wail
Sends shivers down my spine.

[ can now hear the ghostly moaning
Of the wind,

Crying like a lost, frightened child,
The wise old owl in the tree
Tells tales of a past. long ago forgotten.
The full moon shimmers in the distance
Asif nervous and expectant.,
These are the sounds [ hear at night
As Tdrift away
Into the mvstic land
Of dreanis

—Tiffanv Betts

The Sea at Nighttime

At night,
When the seas are galaxies of fish,

The humpback whale sings lt'mdly,

But the shark swims restlessly
Threugh the piteh black sea.
Many lantern fish,
Their lights aglow,
Swim quickly by,
And the boats are tied,
Sccurelvin the harbor
Until dawn.
—Alvin Chin

The Desert in Darkness
Late night in the desert,
Lizards scurry along
The rough sand,
Leaving a zig-zag trail.
Late night in the desert,
Asnake slithers underground,
Sending gravel
Here and there.

Late night in the desert,

A prickly pear sits,
Watching its surroundings,
Showing off its green thorns,
Late nightin the desert,
The erickets sing
From dusk to dawn,
Adding to the ambiance.
Late night in the desert,

A covote howls
In the darknoess,
Stalking its prev.

And the desertlies in darkness,

—Matthew Levitt

€)
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Seashore Sunset
Soft colorful sunsets
Give the calm announcement,
Night is coimning.
The moon arrives
Floating.

Shimmering stars suspend it as the night sets in.
Bed covers tucked tight around e,
1 peer out
As my window reveals the night.
Smooth dark waves,

Like massive black pearls,

Run across the sand.

Bold lighthouse beamns
Glare down.

Scashells shimnier
In the moonlight.

The Attic

Beams of moonlight gleam through an open window.,
Outside dust devils form into people like shapes.
Leaves scratch at the window.
The whistling wind sings the Music of the Night,
Old clothes lic in the corner,
While a dusty piano sits alone in the attic,
A ratraces across the {floor,
Pitter-patter, pitter-patter.
A mountain of boxes are stacked up,
Dangerously close to falling.
An old baby carriage, sitting alone,
Wishes for a little visitor.
And that is the attic,
The scary, scary attic.
—Rachel White

The Desert SI] (;‘:111) B
When the sun goes down in the desert, Asteep.

Fverything changes.
The snakes come out.
The coyotes prowl
As the moon rises
In an uncarthly manner.
The shadows disappear,
But can be faintly scen.
As the coyote chases a rabbit,
The night grows darker.
The coyote howls
From a chff.

—C.W. Rosenthal

‘The sound slices through the desert.
For one second,
All animals feel a slight bit of insecurity.
Then the coyote goes home,
And paces back and forth,
Protecting his family like a soldier.
Out of the corner of his eye,
He sees asliver of sunlight,
And dawn comes to the desert.
—Max Orgel

The Washington Monument
Dwake up in the fresh erisp air,
Isee my thin face’s reflection
Shining in the mirror-like pool.

I hear birds above,

Greeting mie with their morning song.
People wait in the long line
That curves around me like a snake.
A group of fricnds plays a game

Of soccer on The Mall,
My fellow monuments keep me company,
As the day passes by,
The sun’s shadow hovers over the Capitol dome,
The erowds abandon me
Until only a few remain.
My peak reaches up to grasp the stars
As they just come ot
And puncture the dark night sky.
As night passes by, T'egnard the city
Until daybreak comes.
Then { hecome just one of the many monuments
Of Washington, D.C
—Nicole Garen

The Black Alley at Night

As night falls on the black alley,
The alley cat choir assembles
And takes its place,

On the window sills of the apartments,
Boots and old shoes are scattered
From the performance the night before,
Mountains of trash wait for the garbage truck
To drive up the next morning,.

d Tired drivers huny home.
The wind hewls
And the imoon gives off an cerie glow.,
Sirens echo off the buildings,
As the town hall clock strikes midnight.
—Danicl Barcay

o Sev 1994
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Perfectionism and Your Child

by CHERI STRANGE

There are certain characteristics that sepa-
rate some gifted children from others. One
such charactevisticisa perfectionistway of think-
ing. Gifted children are especially susceptible
toperfectionist tendencies, according to Miriam
Adderholt-Elliott in What's Bad About Being Too
Good. One reason for this is that gifted children
are capable of excelling way beyond the aver-
age.

Possessing perfectionist tendencies is not
necessarily bad: however, not understanding
these tendencies or how to deal with them can
be harmfulto one’srelationships, successesand
physical well-being.

A parent of a gifted child can help by know-
ing how torecognize if the child possessesthese
tendencies and how to help him or her to
develop balance. Following are three perfec-
tionist tendencies and suggestions that encour-
age balance.

Characteristic 1 - Extremely High Standards
for Self

These children set overambitiousgoals. Their
standards are beyond reason. This drive may be
compulsive, and they may demand a higher
level of performance than is possible for them
to obtain.

Suggestion 1

‘on can help your children recognize they
do not have to be the best at everything and that
theirwork doesnotneed tobespectacularevery
time. This can be difficult for some children to
accept. Many perfectionists believe they will not
be able to experience satisfaction from any-
thing unless they perform in an outstanding
manner.

Patricia Hollingsworth, writing in an issue of
Gifted Child Toduay, suggests that the adult and
child discuss together levels of expectations
that may be helpful and cooperatively decide
what tasks deserve excellent work, good work,
or just plain competent work.

Characteristic 2 - Relentle: - Self-Criticism
The child pains himself with criticisin by
saying things such as, "I shonld have done that
better,” “I could have thoughtof ....” “Why did
I say that?” Statements such as these create
feclings of frustration and guilt.

Suggestion 2-

You can help by listening to your child and
accepting those very real feelings, offering en-
couragement and focusing on the positive.
Teaching your child to learn from mistakesand
to move on can be a tremendous help.

Characteristic 3 - Telescopic Thinking

This characteristic, coined by Adderholt-
Elliott, refers to the child who uses both ends of
the telescope 1o view achievement. When the
child looks at goals notaccomplished, the mag-
nifying end is used. This causes the shortcon-
ings 1o took larger than they actually are. When
the child looks at the goals that have been
accomplished, the minifying end is used, thus
they appear small.
Suggestion 3

A parent can, first of all, accent the accom-
plishments. Provide opportunities foryourchild
to slow down and enjoy having done well at
something before moving on to the next task.
In addition, you can encourage your child to
grant himself permission to savor his own suc-
cesses. Your child may need help recognizing
that it is okay to say, “I did a good job on that.”

Why Should I Be Concerned?

The ability to recognize perfectonist ten-
denciesin a child and knowing how to help one
develop the balance thatisneeded isimportant
because of the harmful effects that have been
associated with perfectionism. Rescarchers have
found thatsome children with these tendencies
experienced long periods of depression and
decrecased seli~esteem, particularly in females.
Adderholt-Elliott noted that several problems
may develop, such as underachievement, drug
use and cating disorders.

Itis urgent that parents stress to their child
that possessing these tendencies is not bad.
However, a balance is needed. Strive to help
your child find that balance.

Cheri Strange is a graduate assistant at Hardin-
Simmons University, Abilene, TX. She is a reformed
perfectionist.

This article is reprinted from Con-nec-tions! Spring,
1994.
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Choosing Your Own Adventure Works

by TERRIE GRAY

Activity: Choose Your Own Adventure/
Independent Study/ HyperCard Project
Previous Skill Attainment: Students
had learned how to create simple
HyperCard stacks consisting of a Title
Cardlinked toseveral Information Cards.
They hadalso learned to create simple flipbook-
style animations.
Length of Unit: 6 weeks
Procedure: Students were instructed to se-
lecta text that interested them from the various
titles available. They were to choose a partner to
work with, and then select one chapter from the
text to focus on. Together, the students were to
become “experts” in their subject by reading the
chapter and then sharing the information with
the rest of the class by creating a HyperCard
stack that:
¢ summarized the important principles
contained in the chapter in scrolling ficlds
* illustrated the big ideas through animation
¢ contained at least one sound clip
¢ used appropriate clip art or original graph-
1cs
¢ contained a Quiz section with “right” and
“wrong” responses
¢ (optional) contained scanned images
* (optional) contained a button linked to a
video disk movie segment
Because ourscience department had recently
purchased a wide variety of Prentice Hall texts,
students could choose from all the major sci-
ences for their study. Studentswho participated
in the overview survey selected the following 23
topics:

Physical and Chemical Changes
Matter

Motion

Human Biology

Drugs, Alcohol and Tobacco
Sound

Cells

Petrochemical Technology
Evolution

Mammals

Radioactivity

Water on the Earth’s Surface
Deserts

Climate

Kcological Barriers

Kinetic and Potential Energy
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While student groups worked at the com-
puter, the instructor circulated among them to
clarify ideas from the text or to reinforce
HyperCard skills. Some days started with whole-
group instruction in HyperCard technique. All
students were able to utilize the basic stack
design, animation and sound. Many students
had time to use the scanner and the laser disk
player. Because so much was going on at once,
cach class period developed a few student “spe-
cialists” who helped others master techniques
using the peripherals. Students who didn’t ac-
tuallyincorporate scanned images or video clips
into their stacks interacted with those who were
using them.

Atthe conclusion of the project (determined
by the calendar; we could have continued in-
definitely) students participated in four assess-

Topic Studied Number of ment procedures:
Students 1. Self Assessiment
Fish 6 2. Peer Assessment
Electromagnetism R 3. Teacher Assessment/Conference
Chemical Compounds 6 4. Reflective Smvey of Participation.
Reptiles and Birds 2
Frogs 2 We assessed the projects according to the
Radio Waves 3 following criteria:
Earthquakes and Voleanoces 12 1. Name of students/subject studied
ber 1991 1 ﬁ*‘* 17
EANEIN
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2. Is the HyperCard stack casy to use?
3. Does the information scem complete? Can
you understand itz

4. Can you answer the questions at the end of
the chapter text after using this stack?

5 Does the stack use graphics, sound, and
animation appropriately? (Students were
told that these features needed to correlate
with the subject: car crashes in a stack on
salamanders was unacceptable.)

6. (for self and teacher) Did the group work
together well?

7. What grade would you give the stack?

I gave the Reflective Survey to the students
to gettheirinput on whether thisapproach was
an cnjoyable, effective way to Iearn. I told the
students that they weren’t being graded on
their answers, but that the project was being
evaluated. Although only one student from all
three classes wrote that the projectwas “boring
and too hard.” many students (especaially those
m the “Low” group) did not give specific rea-
sons for liking the project. More verbal students
listed many aspects of the project they enjoyed.
It should also be noted that the higher-ability
students were those most likely to have time to
explore the “extras.” and thus commented on
them. (Please note: the ability levels of students
s a “soft” observation of their achievement/
motivation o2 traditional tasks.)

Students were asked (o respond to these
questions:
L. What opic did vou study?
2. Describe the most imteresting thing vou
learned.

3. What kind of related lab activity would you
like to do?

4. Did you like working on this computer

projectz Why or why not?

(Sce inset, What Students Liked About the
Project for a summary of student responses.)

I was very pleased to see these results which
indicate that students from diverse backgrounds
and ability levels can feel successful in a self-
selected knowledge-construction project. This
information is encouraging, because the project
is not a simple one to run: there is a lot of noise
and activity and energy associated with it. |
include the following quotes selected from stu-
dent surveys to substantiate my point.

From High-achieving Students
“I liked working on the comniter better than just
writing a report because we got to make scans
and animation, etc.”

“Twould have given myself an A because [worked
better with my partner than [ expected (this was
a girl-boy pair) and even thouglh we had to delete
ourstack 5 times becausewe kept doing it uwrong,
we finally faered it ont and did a vice job o it.
L liked using sound offects for they gave life to the
stack.”™

 loved working en this beeause we didn 't really
need help and when evayone needs help, it'’s
hayd to get things done.”

WHAT STUDENTS LIKED ABOUT THE PROJECT

Studants perceived ability : HIGH MEDUIM

TOPIC NOTED:
HyperCard

Working in groups
Subject choice

Using the computer
Able to be creative
Using laser disks
Scanning

Control over work
Working at own pace
Using the CD encyclopedia
Saving paper
Creating animations

- N AE RO

N = o WD = O A OO

Total studenis in group:

N
(=1
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LOW UNDER-ACHIEVER LEP  TOTALS

2 1 20
1 19
2 2 13
1
1
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“I liked this because it wasn 't with the whole class
so [ could go at my own pace.”

“I had a heck of a good time working on this
HyperCard project! It was fun to make the
animation, cards, scanned images. and videos
on the stacks, and we learmed a lot abowt Farth-
quakes and Voleanoes to hoot! It was something
like Infotainment—it was fun.”

From Low-achieving Students
“I think our IyperCard stack looked good. I
think that our study helped me learn.”™

“[1 liked it] because you have more time to do
something with it instead of being behind. I like
HyperCard because you learn and have fun at
the sume time.” '

From “Typical” Students
“Iliked having a pariner because she knew things
Ididn't, bt it got hard at times.”

I also prefer working with a partuer rather than

the whole class. I give myself an A because me
and my pariner did not fight. we switched on
and off when we typed. We did very good com-
Plete work, and we were done early.”

“Idid likeworkingon this compnuter/study project
because it's like making your own little machine,
and you press a button aud there’s animation,
or quizzes or sound.”

From Underachieving Students
“This was real fun. I liked working on the
computer. The sound was real cool and so was
the scanner.”

“It was cool. I'm glad we didn’t work with the

whole class.’

“I reutly enjoyed having to do whatever you want
in yourstack. Also you can be as creative asyou
want. I would give myself a B+ becawse I have
worked really hard except [ have had to eruse
1 orethan half my stack because of ervor 1277."

From LEP Students
“I like working on the computer because it is fun
to do /)rojerls on compruter. N

“I like working in this compruter and in this
project because in this project I choose the topicl
like or what [ like to study.”

This multi-phase assessment process indi-
cates that the project allowed students to:

¢ gain new science knowledge

¢ master many technology-use skills
¢ design presentations

L ]

enjoy their work.

Because of their flexibility HyperCard,
HyperStudio, and Linkway are valuable class-
room software tools. They are fun for the stu-
dents to use. They make using a variety of
resources casy so that students can construct
dynamic multi-media presentations. They re-
spond to the interestand motivation of the user
so that all students have access and all students
CNjoy success.

Student Samples
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Thirty years ago, Jeanne Delp, then Coordi-
nator of the MGM (now GATE) program in the
Garden Grove Unificd School Distict designed
a rescarch process for primary gifted students
which emplusized teaching them how to take
notes, The format for this procedure repeated
the sanie note-taking skill, changing the content
and the degree of teacher guidance. By the time
students finished this detailed practice, the skill
was internalized. Those children never had to
copy!

Thirty years later we are still wsing the proce-
dure. Many of us have maodified the original to

Inspiration

fit our own style and have combined it with
other research svstems. But, in my opinion,
never hasamethod cemented any rescearch skill
as well as this note-taking process which teadsa
child gently from total direction through a
number of repetitions to eventual total inde-
pendence,

With appreciation o Jeanne Delp (1927
1993) from all ol us who learned this approach
from her, here is the note taking section of

Jeanne'srescarch unit, modilied periodicallyin

italics by my own need for the dramatic or for
clarification,

For two weeks announce coming attractions: sigus, wewsletters, seciet messages abowt the

wpeoming research wnit placed arownd the voom. Diess upr as scholavs on the day the unit

stunts.

Day 1

Define ve-search. the idea of searching again and again for knowiedse, Searcl and re-search

[or candies which have been hidden wownd the roon. Research is a delicions adventure.

The teacher introduees the idea of gathering multiple facts and ideas and nsing
them to write a report. *We're going to {ind outall about bees and how they live,
and we're going to begin with the most important bee of all, the queen bee,”

There are already in the classroom a fot of books with information about bees—
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more than one book per child (though this may include multiple copies of the
same book.) The books have been marked with slips of paper so that information
about the queen bee can be casily found. Instead of slips of paper, tagboard cards can
be used with page numbers for each kind of bee. The books are distributed, the children
read the marked places, trade books with one anotheras they finish untileach child
has looked at several reference books. The books are then collected. The time
should be limited so that the children’s attention is not sidetracked—about 10-15
minutes is usually right. This can be done with a whole class, but working with a small
group is more effective. However, this means that the lesson must be repeated with each group.

Then the teachergoestothe board (ora piece of butcher paper, which can provide
a longer lasting record of the note-taking process). writes the title, About The
Queen Bee, and says, “What did you find out about the queen bee?”

Bill : “The queen lays all the eggs. She lays about a hundred thousand at

one time.” .

Teacher: “How could I put that idea down here under About The Queen

Bee in just a few words?

Sue: “Lays a hundred thousand eggs in a day.” The teacher writes this on

the board.

Teacher: “What else did you find out about the queen bee?”

Ann: “The nurse bees feed her special food called royal jelly.”

Teacher: “How could  write thatidca down in just a few words?”

Bob: “Fed royal jelly by nurse bees.”
The procedure of asking for information in broad questions, reducing the idceas
to a few words verbally, then putting the selected words on the board is repeated
until all the data about the queen bee has been given. Abbreviating whole sentences
can be difficult. Concrete examples can help: The queen bee lays a hundred thousand eggs
in a day. Analyzing what showld be deleted is very helpful. The teacher may need to help
with the abbreviated form at first and she may have to ask specific questions if the
children do not provide all the information. Example: “Did anyone find outabout
the queen’s mate?” The children may need to go back to the books, which is fine,
then verbalize the answer and reduce it to the basic idea.

Day 2 The teacher, with all books set aside, will then direct the children’s attention to the
) notations on the board.
Teacher: “Bill, you gave us this idea.” (Pointing to the words “lays a
hundred thousand eggs in a day.”) “What does that say?”
Bill: (Reads the note exactly as it is written.)
Teacher: “Now, who can add some words to these to make a longer
sentence to complete the whole idea?”
Karen: “The queen bee is the mother of the hive. She lays a hundred
thousand cggs a day.”
The teacher writes the sentence as Karen dictates itand continues by going first to
the note and asking the child who supplied it to read it, adding words to make a
complete sentence, and writing the sentence as it is dictated by the child until all
or almostall of the notes have been used. The teacher may need to prompt at first
to get the complete sentences from the notes untit the children understand what
is happening.
Teacher: “Now, lets see if we have left any out. Did we use this idea—"lays
a hundred thousand eggs a day?” (Children respond.) Did we use this
ideca—"fed by nurse bees?” (Children respond.) This continues until
children have had their attention directed once again from the conr-
pressedideas (notes) to the expanded ideas (sentences). The storyisthon
read, and the children copy what they have written as a group about the
queen bee. The titles and authors of the books have also been noted on
the board, This particular step may need to be repeated several times on
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successive days, depending upon the maturity of the group and how
readily they take to condensing idcas.

Day 3 The next step moves into individual experience with teacher leadership. The
children can be seated around a large table or in seats facing the board (orbutcher
paper hung in some convenient place.)

Teacher: “Today we are going tofind outabout the worker bee.” Booksare
again given to the children with places marked by the teacher. After cach
child has read several of the references, the teacher asks what they found
out about the worker bee, and following the same technique as the first
group experience, the notesare puton the board. (Be sure they don’tget
crased overnight.)

Day 4 The next day the teacher returns to the notes and has cach note verbalized into a
complete sentence. After eahnote has been handled in thisway, cach child, with
the teacher in close contact, uses the notes to write his own story of the worker bee.

Day 5 On the next day the nurse bee is selected, the books are marked as before for casy
information gathering, notesare verbalized but thistime theyare notwritten down
by the teacher. Instead, cach child writes his own notes, with close teacher
supervision. Notes are shared at the end of the SCSSION.

Teacher: “Who will read us the first note you have on your paper?”
(Child reads note.) “Will someone clse who has that same idea written,
read the way she putit down?” This whole procedure illustrates that there
isno one correctwording of a note. What makessense to the writeriswhat
is correct, since it is e who will use the notes he has written.

Day 6 On the nextday the note papersare retwrned to the children. Each child, using his
own notesand with the teaclier in close contact to help with spelling, writes hisown
story of the nurse bee.

Day 7 Anew beetopicisselected, “The Beehive.” Books are marked by the teacher before
the groups meets. Each child reads and trades books, and after the books are
collected, cach chitd writes his own notes on the beehive, with teacher help and
encouragement where itis needed.

Day 8 The next day the notes are returned to the children and cach child writes @ story
about the beehive with the teacher in close supervision.

Day ¢ Fach of these bee topics has resulted in a paragraph of accurate sentences about
that particular bee, and the nextstep is to put these papers together in book form.
With teacher leadership, a table of contents is developed on the boardasasample,
and then ebildren look at their own books and make a table of contents. The
tcacheralsodiscusseswhya bibliographyisimportantand shows how one Iswritten.

This entire process can be repeated with different information as many times as the teacher feels
is necessary for e children to internatize the basic idea of how to find information on a topic, how
to write that information down in note form and then how to transform those notes back into
sentences. The degree of repetition needed ina primary classroom seems more related to physical
dexterity and maturity than intelectual ability. But all children benefit from additional note taking
experiences on other brief topices before delving into their own independent research.

The beauty of this very detailed procedure is that itcarefully addresses the note-taking aspect and
gives the children hands-on practice. 1t has been used with prinmany children to introduce them to
the whole field of rescarch, and it can also be used (in a compacted and faster paced form) with
upper grade students who are new to GATE.

The finest moment comes when college students return to tell us how well prepared they were
for rescarch at the college level—often mentioning that their primary research unit was the hest
possible introduction to this important skill.

Elaine Wiener teaches a 1-2-3 GATE class in the
Garden Grove Unified School District.
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Continued from page 1

glish, phonics, creative writing and research,
which they complete as I mect with each read-
ing group. Projects are also a basic part of our
day, and the necessity for parental help be-
coimes apparent.

Before launching into my Parent-Aide pro-
gram, I send home a questionnaire asking for
help in the classroom, both on a regular and a
drop-in basis. If parents are able to assist, they
specify the size of group they are comfortable
with and if they have special skills they would
like to share. This year I had a parent who
played the piano and came in once aweck for a
“singing time” which enriched our music pro-
gram. Another parent came once a week to
work with the children at the computer, help-
ing them with the PAWS keyboarding skills.
Parents are a must for the musical the class puts
on, since they help with scenery, costumes, and
work backstage during the productions. Part of
our reading program includes home and free
time reading, and a parentwill come in tolisten
to children tell about the books they have read
and for which they receive points. Parents also
help with reading projects such asa diorama or
drawing which illustrates the story or perhaps
help with aletter writing assignment which may
expand on the reading assignment. Parentsare
also a big help with flash cards and times-table
drill, and they can provide some “one-to-one
time” for children whoneed extrahelp, reassin-
ance, or just plain TLC. T usually have about
fifteen parents who help on a fairly regular
basis, and there is usually a parent in the class
for part of every day. Parentsare grcatresources
for a multigrade class!

In addition, I use cross-age tutoring within
the classroom which “multiplies” the teacher in
some arcas, and I have a strong system of class-
room monitors who take the responsibility for
routine classroom jobs, which gives me just that
little bit more time for teaching.

Individuatization is a concept which devel-
opsas the school year begins. Placement tests in
a myriad of subject arcas are given as { attempt
to ascertain where cach student is in a given
subject and determine what I need toteach. We
have many curriculum materials which pro-
mote this “challenge yourself” conrept.

The development of the trait of cooperation
is a part of our daily activitics. We participate in
the district “Writing as a Process” program, in
which the students help one another to write a
finished product. In science and social studies
the studentsare encouraged to work in commit-
tees or small groups, and teamwork always

evolves from such activities as physical educa-
tion and music. The highlight of our unified
spirit is our annual musical, usually written
from a classic children’s story.

The sense of responsibility that begins to
cvolve as the year progresses is an essential
ingredient of teamwork, whether it’s within a
large fainily or a multigrade classroom. In addi-
tion to daily assignments, I also assign a weekly
spelling contract as homework. Each student
has an individualized list developed through
student partners. Students are to “budget their
time” for this homework, thus developing good
study habits at an carly age.

One of the most important outcomes which
can be observed in a classroom of gifted stu-
dents is that of a good self-concept. The stu-
dents are able to observe that they are “normal”
and not “different.” The daily contact with other
children who think as they think and enjoy the
pursuit of the same interests solidifics a fecling
of sclf-worth.

Managing a multigrade classroom is indeed
a challenge. The responsibility 1 feel towards
these students in giving them the cducational
background they descrve is awesome. However,
the major ingredient of such a classrocim, which
is the students themsclves, makes this opportu-
nity a tremendously rewarding experience for
nme.

Nancy Phillips teaches a 1-2-3- GATE class in the
Garden Grove Unified School District.
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EMOTIONAL NEEDS OF THE GIFTED

Painting Visions of the Future: Where Does Gifted

Education Fit In?

by KAREN ROGERS

As the 1990's flow inevitable into the year
2000, prognostications about the future of al-
most everything—from objects and beliefs to
practices and trends—are increasing in geo-
metric progressions. And for practicesand insti-
tutions with spotty histories of successtul sur-
vival in the past, such prognostications become
increasingly important. In preparation for this
article, I skimmed three future trends books,
thinking I would getloads of ideas about future
education generally, but none of them made
prognostications about the future of education
atall. The one I felt was typical of this type of
visioning was called Future Vision: The 189 Most
Important Trends of the 1990's. In it therc were
chapters on population, politics, money, shop-
ping. leisure, food, home health and fitness,
media, environment and the workplace, but
not one WORD devoted to trendsin education.
I'm not sure what that says. Is education not
important enough to envision as a future set of
trends, orisiiso full of trends right now that no
pattern enmerges?

At any rate, that meant that I had better do
some visioning of my own without books about
the future to help me, In helping to plotmy own
trends about educating the gifted, I traced the
casce histories of two gifted children and one
“school of the future” across the last 40+ years,
trying to extrapolate from them about the fu-
ture of gifted education. Here are the case
studies on which to nlot our trends and paint
our future vision.

135

CASE STUDY 1
School Years 1949-1986

Kay entered schog! at 4 1/2 years of age. In first grade, she was
allowed to rec s independently at her own pace, ultimately
completing the 1-8 basal reading series by the beginning of
grade 4. She skipped fifth grade. Ingrades 7 and 8, she was part
of an enrichment program of creative dramatics, foreign lan-
guage and typing. During high school she was placed in the
"advanced track” for her major academic subjects, sharing only
arts and sports classes with a heterogeneous mix of students.
During the spring semester of her senior year, she enrolled in
two histoy classes for college credit at the local junior college.

Outcome: Greduated with honors from a prestigious univer-
sity, completed two master’s degrees and a Ph.0, ultimately
employad as a university professor.

CASE STUDY 2
School years 1974-1986

Jane entered first grade at 4 1/2 years. She was grouped for
accelerated instruction in reading and mathematics through
fifth grade. In middle school, she was placed in enriched
mathematics, English, social studies and science. In eighth
grade she took the SAT, scoring high, and subsequently at-
tended a SMPY program of accelerated mathematicsheld at the
local university; she received two years of high schoal math
credit for one year's attendance Likewise, in high school she
was grouped for specific, advanced instruction in mathematics,
English, social studies and science. She completed thiee yeats
of German in one year by being allowed to progress at her own
pace in that subject in her Sophomore year. She took the
Advanced Placement exams in Calculus and English Literature

Contintued on page 30




PRESIDENT'S COLUMN

by MARTHA FLOURNGY

Meceting and dealing with the social and emo-
tional needs of children is quite a challenge for
both professionals and parents. Our Teacher
Institutes provide an opportunity for educators
to discuss a variety of issues conrerning their
gifted students, thus creating a support network.
In my experience, there is a fairly large support
network for parents when children are young,
along with much literature written about devel-
opmental milestones, parenting strategies and other general informa-
tion. As children grow older, so do necds and challenges. It is very
important for parents to exchange ideas and strategies, both successful
and not so successful, to pool ideas and resources and to brainstorm
solitions to real problems or situations. Often parents feel alone and
isolated, as if their child is the only child to experience a problem ora
feeling.

This year our State Parent Council will be exploring avariety of models
to facilitate practical, constructive and useful interaction between par-
ents. We can learn from parents of older children who have lived and
survived various challenges as well as gain perspectives on a variety of ages

- and stages. We can learn fron: research and literature concerning arcas

Q
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of interest. It is owr hope to offer a time, a place and some structure to
share and learn.

Looking Ahead to the Annual Conference:

CAG's 33rd annual conference offers more than the usual fare! We've brought
back classroom obsetvations, of course—always a popular item and an early sell-
out. The busses leave from the Conference Center at 8:00 AM. and 8:30 AM.

And this year, because we're in Oakland and close to so many wonderful
museums, we've booked Friday moming workshops at the Lawrence Hall of
Science in Berkeley and the Oakland Museum with its premieie exhibit of
California history. An afternoon workshop is planned at the Exploratorium in San
Francisco.

This year, CAG presents a Friday afternoon pre-conference seminar with
Marian D. Diamond, Ph.D., educator, brain scientist, and Director of the Lawrence
Hall of Science, University of California, Berkeley.

And at4:00 .M. CAG presents something new—a collegial seminar with two of
the country's foremost scholars in the field of giftedness. Dr. Joseph Renzulli, the
Director of the National Research Center on the Gifted and Talented, will discuss
his wark, Schools for Total Talent Development: A Practical Plan for Total School
Improvement. And Professor Sally Reis, University of Connecticut, will discuss her
work on Gifted Women and Girls. This is more than a book signing. It's a dialogue
with two distinguished researchers. Come prepared!

Curious about Saturday and Sunday? Watch for a summary in the nextissue of
the Communicator, or study the brochure yourself. But register soon to save
money. The early bird deadline is December 12, 1994.

PUBLISHED BY THE CALIFORNIA
ASSOCIATION FOR THE GIFTED
Executive Director, Carol Brown Spencer
415/965-0653...FAX 415/965-0654
The CAG Communicatoris published five timesduring the
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CALENDAR

November 9-13, 1994

National Association For Gifted Children
(NAGC) Conference, Salt Lake City, Utah. For
registration materials, call NAGC at 202/785-
4268.

January 14, 1995

Parent Outreach, Century Plaza Hotel, Los
Angeles. Outreach eventsare accasionally sched-
uled during meetings of the CAG Board of
Directors. Parents convene at 8:00 .M. for cof-
fee, followed by a selection of informative ses-
sions presented by CAG Directors. Adjourn at
noon. Cost is a nominal $8 per person. To
register, send your check to the CAG office, 426
EscuelaAve.,Suite 19, Mountain View, CA 94040.

CAG Demonstration Sites

CAG has developed differentiated curricular
units for use in demonstration sites throughout
the state. CAG assists its demonstration schools
with training and a stipend. You are cordially
invited to attend one of the following demon-
strations and watch differentiation in action.
November 16, 1994

Bakersfield - Stockdale High School. Contact
lelen Felton at 805/665-2800, Ext. 23.
Bakersfield - West High School. Contact Joan
Jacobs at 805/832-2822.

December 6, 1994
Burbank - Luther Burbank Middle School. Con-
tact Donna Coffey at 818/558-4653.

January 26, 1995
Los Angeles - Euclid Avenue School. Contact
Victoria Steinitz at 213/263-6792.

Watch future issues of the Communicatoror the
“Intercom” to learn the visitation dates for the
following demonstration sites:
Glendale-Mountain Avenuc ElementarySchool
Sacramento - Martin Luther King, Jr. Junior
Higl: School

March 3=5, 1995

33rd Annual CAG Conference, Opening the World
to Gifted Students, Parc Qakland Hotel & Con-
vention Center, Qakland, CA.

July 30-August 4, 1995

11thWorld Conference on Gifted and Talented
Children, Maximizing Potential: Lengthening and
Strengthening Our Stride, Tlong Kong.
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EDITOR'S COLUMN

The Big Q—lIntelligence or Industriousness?

by JEAN DRUM

Questioning the value of industriousnessand
responsibility in an individual surely ranks right
up there with sneak attacks on mother and
apple pie, but educators of the gifted may have
to do just that.

The idea that intelligence (single or mul-
tiple), talents, abilities and other scemingly
desirable qualities play an important role in
cducation and success in school is being ques-
tioned, and good old-fashioned hard work is
being touted as the only thing that really mat-
ters in the long run.

John Rosemond, a family psychologist from
North Carolina, in a column in the Fresno Bee
(August 22, 1994), writes, “At workshops na-
tionwide, teachers are asked whether they dis-
agree with the following statement: ‘A child
with an IQ of 95 who is respectful, responsible,
and resourceful is a far better stndent than a
child with an IQ of 165 who is deficientin those
traits.” In close to40workshops, notone teacher
has ever disagreed.”

Mr. Rosemond wonders why, since teachers
are “obviously aware” that respect for adult
authority and perseverance have more to do
with academic success than how smart one is,
they continue to reinforce the notion thatintel-
ligence matters. He is also bothered by the
thought that “quite a few high IQ kids have
apparently been led to believe that they're en-
titled togood grades whether they carn them or
not.”

After this rather combative beginning, the
restof the article simply points out that children
do better inschootwhen they apply themselves,
don'twatch too much TVand have parentswho
care. Notmany teacher swould quarrel with that
or with his catch words® respect, responsibility
and resourcefulness.

But this thought that 1Q (or whatever) is
irelevant to academic success and that only
hard work matters is a very insidious challenge
to programs for the gifted. Everyone can iden-
tify with effort, effortis gnod and morcover it is
possible for everyone to put forth effort and
work hard. Oh sure. type A workaholics are
advised toslow down and getalife, butway down

deep everyone is sure that s/he could work that
hard. It’sjust that, well, there are other things in
life, you know, and who needs an ulcer. Perse-
veranceand dedication areregardedaschoices,
choices that anyone has the option to make,
and that makes these qualities and the person
who exemplifies them relatively unthreatening.

On the other hand, 1Q} (or “academic abil-
ity.” “scholastic aptitude” or maybe we should
callit “cranial enhancement”) isperceived asan
“either you have it or you don’t” quality. That's
hard for many people to take, particularly when
this quality has long been regarded as the basis
for success in school, and school is such a
central partof everyone’s carly life. It's nothard
to understand why people who feel (for what-
ever reason) that school, or some part of it. was
difficult, that they could not please or satisfy a
succession of teachers, and that this sense of
failure (in whatever degree) in school may also
have caused themiio feel that their parentswere
not pleased with them, find the idea of aca-
demicsuccess being an inherent quality haird to
swallow. If Mozart were the Superintendent of
Public Instruction and all success in school was
based on musical ability which we are told is
inborn and over which we have no control. we
mightvery well feel the same way about music.

Perspective is what we need. Per-spective—
per meaning completely, thoroughly or per-
fectly, and spective meaning to look at. We have
to look at the entire school experience thor-
oughly and realize that a number of qualities
are necessary for success, but no single one is
sufficient.

Actually, what we generally consider to be
intelligence asitistested on anintelligence test
is not one thing but a compendium of abilities
such as vocabulay, chort term memory, com-
mon sense, logic, perception. Those much ma-
ligned EQ test scores are an average of scores in
a number of areas, so that even a “single” intel-
lgence isn'treally single at all. A person with a
“high 1Q” has demonstrated superior ability in
alot of these arcas, but may well have a very low
score in a particular sub-test. The thing to he
said abouta “high 1Q"is that generally a person
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whose test score puts him or her in that category demon-
strates an overall average of aptitudes which is higher than
that of the majority of people. 1t would seem to be obvious
that a person with more ability than most people to succeed
at solving problems that require thinking skills of various
kinds has more potential to be successful in school, where
thinking and remembering are the basis of most of what is
taught. It would also seemn obvious that these same skills are
important in learning anything new, which of course in-
cludes everything we learn after we leave school and this
same potential (important word) is an asset anywhere and
anytime.

It is equally self-evident that a student who never tries to
do anything, who has never been taught persistence or self-
discipline, or who is lazy and arrogant will not be very likely
to be a success—in school or anywhere else. Beethoven,
Michelangelo, Shakespeare, Einstein, or Jackie Robinson
were outstanding in their fields because they worked hard,
very hard, at what they did. No educator advocating appro-

priate school experiences for gifted students is going to say
that “brains” is all that matters or that a lazy, undisciplined
genius is a great gift to society. At the same time, most of us
could spend eighteen hours a day practicing the piano and
never play like Rubinstein, paint our hearts out and never
produceamasterpiece like Rembrandt, orweight train seven
days a weck and never make the starting line-up of Notre
Dame.

Our great challenge as educators of the gifted is to take
these children who do have better than average talents and
avilitiesand help them wantto use them to the max. We need
to show them that effort is fun and satisfying, that self-
discipline, far from being a drag, leads to success and fulfill-
ment. We must prove that being responsible actually makes
people popular and respected, not nerds. We should help
them realize that thisis true for everyone in every area of life.
The goal: a high [?°Q—Intelligence times Industriousness
Quotient.

Y
’

(S;uanj"r;'am

Quang Tran, Age 10

Patton School, Garden Grove Unified School District
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Our children’s talents are our most
precious resource. Every student has the poten-
tial to learn in cvery subject area, and each
student’s potential must be nurtured in order
to ensure that California’s students arc as well
prepared in everyarenaasstudentsfromaround
the world. This State Board of Education policy
statementreaffirms the importance of ensuring
that every student is challenged to reach his or
her potential and charges local educational
agencies to re-examinc policiesand procedures
to make sure that all students, including gifted
and advanced learners, are provided with rigor-
ous educational opportunitics commensurate
with their accomplishments and neceds.

Discussion

California’s schocls serve the most diverse
student population in the world. With a broad
range of cultural, academic, economic and lin-
guistic characteristics defining the population,
California’s students present a rich array of
interests and needs. Gifted and talented stu-
dents mirror the larger society; they may speak
no English or several languages; they may live in
neighborhoods racked by p~verty or marked by
affluence; they may excel in every subject or be
cligible for special educationservices and gifted
and talented education at the same time. How-
ever, they have one common characteristic: the
ability to perforn at remarkably high levels of
accomplishment in one or more arcas when
assessed against others of their age. experience
or cnvironment.

All students deserve an education that chal-
lenges each one to be the best thathe orshe can
be. We should realize each student’s potential,
including students with outstanding gifts or
talent potential. Justas underachieving students
nced supportive intervention, so the most ad-
vanced students should receive careful atten-
tion and program planning to ensure that they
arc provided opportunities to stretch and ex-
tend theirknowledge and skills. No limitsshould
ever be set on how much or how fast students
may learn. Instead, eduacators should seck to
raise the overall level of attainment of all stu-
dents, including those who are alrcady per-
forming above grade level, add to the existing
number and varicty of advanced and honors

The View From Sacramento

Instructional Grouping, Gifted and Talented Education, and Advanced Classes
A Policy Statement from the California State Board of Education

classesand opportunitiesand increase the nuin-
ber of students who succeed in such classes.
Educators should aim for academic excellence
for all students, not simply academicadequacy.

There is convincing evidence that many stu-
dents do not perform as well as they could
hecause they are not presented with achalleng-
ing curriculum. Recent national reports illus-
trate the difficulty of meeting the needs of our
gifted and advanced learners:

“American education is now at a turning point—
one that requires us to reach beyond current programs
and practices. As the nation strives to improve its
schools, the concerns of students with outstanding
talents must not be ignoved. International tests com-
paring American students with those in other coun-
tries show that students at all levels of achievement are
not performing as well as students in many other
countries. It is clear that many more American stu-
dents must learn complex material, and to do this they
mustwork harder... All of our students, including the
most able, can learn more than we now expect... Most
gifted and talented students spend their school days
without attention paid to their special learning needs.
Recent studies show that gifted and talented elemen-
tary school students have mastered from 35 % to 50 %
of the curriculum to be offered in five basic subjects
before they begin their school year. Most regular class-
rooms make few, if any, provisions for talented stu-
dents... " (National Excellence: A Case for Developing
America’s Talent, forward by Richard Riley and
page 2. Office of Educational Research and
Improvement, October 1993, U.S. Department
of Education, 202-783-5019.)

Anotherrecentreport, Prisoners of Time, con-
cludes that students in other postindustrial
democracies receive twice as much instruction
in core academic areas in high school, cven
though the total number of instructional hours
isabout the same, and that education abroad is
built around higher expectations for what stu-
dents can and should be able to do. This report
urges schools to transcend the limits of current
school structures and organizations, such as
grouping by age and rigid 50-minute period
scheduling, and consider flexible scheduling
and grouping practices which would be more
conducive to learning and teaching. (Prisoners
of Time. Report of the National Education Commis-
sion of Time and Learning. 202-653-5014.)
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California’s reform movement has
centered around raising academicstan-
dards for all students, as well as improv-
ing both access to the core curriculum
and the quality of curriculum and in-
struction in all subjects. We have made
great strides in these areas. We have
urged schools to eliminate remedial,
dead-end tracks and employ more het-
erogeneous grouping strategies, while
atthe same time maintaining flexibility
in grouping practices to meet special
needs. More students than ever before
are engaged in challenging studies in
every area of the curriculum. Many
students who once would have enrolled
only in “remedial” courses are now
successfulin coreacademic classes. Sup-
port services, such as counseling and
tutorial services, are available for many
students experiencing difficulty in the
core curriculum. Participation in ad-
vanced placement, international bac-
calaureate, and honors courses has in-
creased, espccially participation by
underrepresented minority students.
Although our work is by no means
finished, we have made very significant
advances in establishing the expecta-
tion that all students can learn and in
providing opportunities for themtodo
$0.

Regrettably, interest in the benefits
ofheterogeneous grouping asatool to
facilitate the learning of students in
some situations has been interpreted
tomean thatadvanced learnersshould
never be grouped together or that they
should be held back to assist less profi-
cient learners. This is nof our intent!
Appropriate and adequate cducational
services for all children cannot be ob-
tained by identical services forall. The
particular educational and develop-
mental needs of each student, includ-
ing thegifted and talented student, are
ignored when efforts provide only for
uniform cducational experiences for
all. Differentiated experiences and ser-
vices are especially necessary in the
context of educating all children when
those children come to us with differ-
ing nceds. Increasing our efforts to
develop the talents of all students re-
quires that we give sonte specific atten-
tion to the nceds of cach student, in-

cluding those with outstanding or un-
usual gifts of talent potential. We en-
courage districts to explore appropri-
ate grouping and organizational pro-
cedures rather than to dogmatically
install heterogeneous grouping for all
situations, even when that approach
might be inappropriate. Grouping is a
strategy to use to increase learning, not
an end in itself. Heterogeneous group-
ing is one organizational procedure,
but other grouping patterns may be
appropriateasdetermined bythe needs
of the students. Students should be
grouped, and regrouped, according to
their needs, interests and abilities.

The goal of the State Board of Edu-
cation is to dramatically increase the
number of students who can success-
fully complete advanced course work.
We are urging schools and districts to
include as many students in advanced
learning opportunitiesatallgrade level
as can be successful in them. The Edu-
cation Code and related regulations
allow school districts a wide variety of
grouping and instructional options for
alllearners. Schooldistrictsshould take
advantage of this flexibility and adopt
instructional approaches and design
environments that encourage all stu-
dents to improve their achievement
through involvement inrich and rigor-
ous curriculum that is modified when
necessary to build on students’ previ-
ous accomplishments.

Recommendations

1) No state or local policy should be
adopted which inhibils students from
access to curriculum and instruction
which provide appropriate challenges.

2) The identification and nurturing
of talent potential is the central re-
spousibility of the entire school systen:
and an integral part of the process of
schooling. Local education agencies
should continuc to secarch for talent
potential in all students, with particu-
lar attention to economically disadvan-
taged and underrepresented minority
students, and they should provide sup-
port so that these students can be suc-
cessful in advanced learning opportu-
nitics. Local educational agencies must
provide adequate and appropriate cdu-

cational opportunities for all students,
including those with unusual potential
for or already demonstrated outstand-
ing achievement, whether or not they
receive any special funding to do so.

3) Local education agencies should
look at the individual needs of each
student and make ~ccommodations in
schedules or procedures when those
will facilitate the learning of a student
or a group of students. For example, a
student should be permitted to dem-
onstrate that material is too easy for
him or her, and if that is the case,
should be enrolled iz *he next course,
clustered with a group o students with
similar needs or provided with an indi-
vidualized program at the appropriate
level of difficulty. Alternative learning
opportunities should be designed for
students who have already mastered
portions of the curriculum.

4) All students should have access to
the core curriculum, but they need not
all master it at the same pace, in the
same way or in the same order. Local
educational agencies should look care-
fully at ideas such as “curriculum com-
pacting” (squeezing a year-long coursc
into six months by eliminating the sim-
plest material), the Joplin plan (stu-
den of similar achievement levels are
grouped together regardless of age),
summer or intersession studies, joint
secondary/post-secondary enrollment
for students, and other flexible group-
ing practices that allow us to meet the
needs of all students, including those
with unusual talents or gifts.

5) Localeducationalagenciesshould
cestablish high-level learning opportu-
nities in every area of the curriculum,
including mathematics, science, En-
glish-language arrs, history/social sci-
ence, the arts, and physical education.
In addition to the regular classroom,
the entire community should belooked
at as a resource, so that students might
further their studies in places such as
libraries, muscums, laboratories, uni-
versilics, thework place, on the Internet
and in special classes or schools.
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The 1Q Controversy and the Gifted

by ABE TANNENBAUM

IQ bashing has been popularand widespread.
Some criticisms have been fair andappropriate;
others—particularly in popular media—simply
have distorted reality. Certainly, the demise of
IQ is exaggerated; IQ instruments are valid and
useful in measuring some of the most vital
aspects of intelligence.

Criticisim of the I(Q)’s legitimacy stems, in
part, from the belief in the mind as an open
system, thatis, everybody can capitalize on cqual-
ity in order toachieve, given the properamount
of willpower and opportunity. Unfortunately,
little is known about how wide open the systemn
(i.e., “mind”) is, and less is known about how to
take advantage of it to the fullest extent. What
are the strategies for activating the capacity in
any person, selected at random, to measure up to
thelikes of a Stephen Hawking or ofa Leonardo?
Nobody can address cither question expertly at
this time. However, all agree that any neglect of
the mind's open system compromises democ-
racy’s open socicty.

The public attitudes to which the media
caterare often suspicious of the legitimacyof any
measuvre which purports to forecast future
achievement, as if the test were controlling
destiny. There is an undercurrent of popular
feclings—which may be reflected or exploited
in the media—that [Q “acts” like the hand of
Fate, dictating what persons as young as age five
can and cannot become in later years within
not-too-broad limits. Others counter by argu-
ing that if enough can be measured in human
intellect to predict who does and who does not
stand a chance of some day puttering around
with fractals, better that it be known as early as
possible in the child’s life so that parents and
teachers can deal with that fact,

One popular distortion has to do with test
norms. However we view Terman’s commit-
nicnt to democracy, we must acknowledge his
bequeathing to us a conviction, thus far
unassailed, that all human beings are brothers
and sisters under the normal cmve in scholastic
aptitude and performance. Through no fault of
Terman’s orany other well-intentioned psycho-
metrician, the mean has become something of
a fetish, a standard by which to judge the legiti-
macyof theschool curriculum and of children’s
success in it As a resnlt, schools spotlight the

middlc of the ability distribution, while the
upper cxtremes remain pretty much in the
dark.

Lay concerns and feclings about legitimacy
are reinforced by the assertions of some presti-
gious commentators who question the validily
of IQ; they argue that it doesn’t serve its prog-
nostic or diagnostic purposes.

Perhaps no other charge has diminished 1Q
testing in many communities more than the
arguments and supportive evidence that some
minority groups are short-changed by scores
that appear unfairly deflated. Indeed, collec-
tively, the disadvantaged do perform less well
than the advantaged in our society. This is
intolerable because it further stigmatizes the
have-nots as intellectually inferior to the haves.
Any test that distinguishes between individual
capacities is acceptable, except to strict
egalitarians; if it records differences between
social, cthnic, or economic groups, it is consid-
ered prejudicial and thercfore intolerable.

Several approaches have attempted to climi-
nate or correct for the differences associated
with socio-economic conditions, including
Cattell’s so-called “Culture Fair” test and
Mercer’s System of Multicultural Pluralistic As-
sessment (SOMPA). Ona different track, Lorge
(1953) argued that the social system rather than
the test instrument is guilty of prejudice, not
only against racial and socio-economic minori-
tics, but also against groups classified by sex,
age, education, geographic origin and mental
health. Test scores, including IQ), are sensitive
to these differences. As such, they represent
onc of the consequences, not causes, of prejudices
in our society by showing that its victims are
denied a fair chance to achieve excellence. In
other words, the test is only a reflector of bias
against minorities. Justas destroying the reflec-
tor of a flame cannot snufl out the flame, soit is
naive and futile to assume that social bias can be
affected by revising or eliminating the test that
reflect it.

Yet, there isan alternative approach for deal-”
ing with bias in testing, and that is to make
radical changes in the way the test is adminis-
tered, as suggested by Fuerstein (1979). His
Learning Potential Assessment Device (LPAD)
includes actual simulations of sections in IQ
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instruments, but the examiner’s radi-
cally changed behavior during the test-
ing session makes all the difference. By
thisstretching disadvantaged children’s
minds toward their upper limits, anew
criterion for mental potential emerges.
Itis the examinee’s peak performance,
not the highest leveled-off habituated
competence, that denotes his or her
potential.

This system of testing acknowledges
the validity of cognitive operations re-
quired in conventional mental mea-
sures as keys to success in our real,
though imperfect, world. Until the
world changes for the better, it will be
necessary to leave undoctored the ex-
isting tests which predict achievement
in that world, albeit imperfectly.
Mediational methods can at least give
the disadvantaged a leg-up in the test
situztionand in therealworld, although
bothare flawed.

It may come as a surprise to readers
of this think-piece that no mention is
made of nature versus nurture in ac-
counting for 1Q differences ainong in-
dividuals and even between groups. In
our current state of ignorance, there is
no point in musing about which of the
two poorly understood forces, heredity
and environment, carries greater
weight in an IQ score which is in itself
mnperfect in its reliability and validity.

To e, it is a2 non-issue, an exercise
in sophistry that has no practical mean-
ing. Furthermore, 1 belicve that, in
general, nature-nurture debates are
masquerades for political disagree-
ments today as much as they were in
1949, when Pastore found that thosc
who belicve in the greater power of
enviromnent are liberal in their con-
victions whereas conservatives tend to
place their bets on heredity. From a
strictly social-psychological point of
view, nature and nurture are like two
hands working together to produce a
clapping sound. What cach contrib-
utes is not additive t. the other’s con-

tribution; instead, the two hands work
interactively, since neither can create
the sound alone. Because of this inter-
dependence, it is unimportant to ask
which hand is more responsible for the
loudnessofthe clap. Strengthen either
one and the sound is sure to become
louder. The same is true for the mutual
reinforcement of nature and nurture
in producing intelligent behavior.

So,although a certifiable IQ basher,
unlike other critics, L have no probleins
with IQ), objectively.1don’tseeit quite as
infallible assome of'its protagonists do,
and I don’tsec it quite as blemished as
its antagonists do. But there are so
many all-or-nothing distortions of this
kind that I am uneasy about the way it
has been used and «bused, rather than
about its usefulness. Yet frankly, I dosce
a monster in the IQ, not for what it is,
but for what peopie make of it. The
Frankenstein, in this case, is not the test
constructor; instead, it is the more-
than-occasional educator or psycholo-
gist who interprets the IQ score.

Despite all of its imperfections, the
IQ is still very much “alive” in talent
searches.Ithas the advantages of being
as predictive as any power measure can
be for success in the early years in
school. None of the alternatives has
either succecded or has enough of a
track record to replace it for children
who are not yet of school age or even
already in their early years of scheol-
ng.

Yet, there is something disturbing
about the 1Q’s success, through no
fault of those who designed it. The test
has preserved several kinds of compla-
cencey in the educative process. First, 1
suspect that educators would rather
live with predictive validity in unchang-
ing (therefore predicinble) learning
environments than risk weakening the
1Q)’s validity by enriching the environ-
ments, especially for gifted children.
Second, 1Q)’s have been used to main-
tain, as top priority, those kinds of

ability that the instrument measures,
while shortchanging other abilities;
educators may thus be reluctant to ex-
pand our vision to include thought
processes and content areas that are
timely and critical at the close of the
twentieth century. Third, widespread
reliance on IQ) testing fails to assess
special abilities. By defining giftedness
primarily in terms of 1Q, we perpetuate
the myth that young children’s intel-
lect resembles some kind of blob of
general ability to be channeled later in
life. Fourth, it is comfortable to think
that an IQ scare denotes fixed-forever
potential. Finally, the 1Q preserves our
tendency to assume that demonstrated
productivity or performance depends
entirely on mental power and process.
Contrastingly, research shows clearly
that, in addition togeneralintelligence,
contributors to achievement include
special aptitudes, non-intellective fa-
cilitators, environmental influences
and chance or just plain Juck.
Perhaps to look beyond intellect as
the only cause of gifted behavior in-
volves assuming broader perspectives
than many professionals are prepared
to consider. In the end, 1Q will con-
tinue to survive despite attacks, prob-
ably because it is easier to live with the
proven qualities of 1Q scores than to
take on the daunting responsibility of
making meaningful improvements.

Abe Tannenbaum, Ph.D., is Professor
Emeritus at Teachers College, Columbia
University and former director of graduate
studies and research in the area of the
gifted at Teachers College.
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How To Live Successfully With Your Gifted Youngster

by JUDY ROSEBERRY

High levelintelligence makesdemandsupon
thegifted youngster. Behaviorsresult from these
demands. This certainly has implications for
those of us who live with or teach bright young
people.

In the school setting we can develop a pro-
gramandacurriculum to meet these “demands”
or characteristics of the gifted student. Athome
itis quite a different matter. The same charac-
teristics take on a different look.

While there are many characteristics of the
gifted youngster, six have been selected here to
demonstrate the point and to show the differ-
ence between those behaviors at home and at

school. 0

A Craving For Knowledge

Gifted kids want to know!!! They are curious
and wantto be in on everything that's going on.
At school they want to know why the teacher
does certain things, why some children seem to
have different assignments, ov why the teacher
and other adults behave the way they do.

At home this sume craving for knowledge
takes on the personal tone of the family and
questionsare quitedifferent. “l fow much money
isin the checking account?” or “What were you
and Dad arguing about last night?” Questions
are not always asked in the appropriate or so-
cially acceptable manner. The questions some-
times scem inappropriate for the age of the
child. The questions can frequently be asked at
difficult times or in front of other people.

Something says to the gifted youngster...
“Find out!!” They need to be involved in family
issues and decisions as much as possible. They
crave the answers, the solutions and the undaer-
standing of the family structure. Even thongh
they seem too young to know about or care
about the light bill, the impending divorce of
relativesor the problemsaffecting the economy,
they often are very aware and have only their
parents to turn to for answers.

©

High Standards For Themselves
Gifted youngsters have high standards for
themselves, This is not always evident in how
they keep their rooms and belongings or how
neat theirworkiswhensubmitted to the teacher.

Sonie students have such high standards for
themselves they choose not to turn in work for
fear that it will be found less than acceptable.
Coming to grips with their own standards is a
difficult task for some of our youngsters.

It is also difficult for them when we force
adult standards upon them. A room cleaning
done by an eight-year- old will seldoin satisfy an
adult. The standards of behavior that we expect
from our children take time to develop and
hbecome a part of the child’sway of life. We need
to be very careful to stay aware of the sensitive
nature of the child and how they view our
critique of their work, their cleaning attempts,
or their responses to happenings around them.

g

Question Generalizations
and Challenge Authority

Somethinginthe giftedyoungsters tellsthem
to question generalizations or challenge au-
thority. This happens in the home or at school
and in other parts of the child’s community. It’s
safer to do this questioning at home, so parents
receive most of it. Teachers are not protected
from this characteristic of the gifted learner.
They are frequently challenged or questioned
during the teaching day. Some of the questions
arce personal and have nothing to do with aca-
demics because gifted kids want to know every-
thing that is going on.

These students need to be trained with very
specific direction, so that they will learn to
challenge and question in a socially acceptable
manner. They do not come with automatic
courtesyand politeness in thisarca of their lives.

g

Long Attention Span and
Ability to Concentrate

Gilted youngsters have a need to concen-
trate and have longer blocks of time for working
and thinking. Their hearing is an interesting
phenomenon toconsider. Theysometimesseem
unable to hear a parent or teacher when diree-
tions are being given. Indeed sometimes they
are far away in a thought pattern that helps
them tune out the rest of the world. Sometimes
they hear the parents or teachers, but give
award winning performances of “not hearing.”
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They can be totally absorbed at times. On the
other hand they also seem to be able to hear
their name mentioned from the other end of
the house when the discussion does notinclude

them.

Need to Express Thoughts,
Ideas and Feelings

Our brightest youngsters need the opportu:
nity to express themselves. This does not mean
only in the arts. This incans we must provide
homes and classrooms where students are frec
to cxpress ideas and thoughts even when thosc
ideasand thoughtsare unusual or “off the wall.”

Sometimes students who do this seem argu-
mentative to parents or teachers. Thisis closely
related to questioning authority. They nced to
have safe places to question what is and suggest
why it might be. They need patient listeners
cven when the ideas seem unusual or destined
for failurc. The truly creative thinker may scemn
so unusual to those around the classroom or
homne that he orsheis dismissed asa “drcamer”
or worsc yet, “a weirdo.” Reflect upon how our
way of life has been impacted by such dreamers
or creative thinkers.

It is critical for homes and classrooms to
make room for such thinkers. It is fearsome to
consider that we may lose some brilliant solu-
tions to problemsor miss out on original thought
because we are too busy or because we do not
know how to value the creative thinker.

The youngsters need to learn how to present
idcas, how to frame questions and how to get
donc what must be done to bring their thoughts
and ideas to fruition. We must plan to teach
themm how to present themselves, how to con-
vince pcople, how to persuade, how to lcad
from an ethical base of knowledge.

o

Seeking Others Like Themselves
Intellectually
The gifted reach out to others like them-
selves intellectually. This can cause problems
when students seek out older friends, or even
adults in some casces, to enjoy similar hobbics,
activities and conversations. This is where par-
ents must step in, make decisions based on their

knowledge of the youngster and the activities
involved. Itis notalways appropriate foryounger
children to be involved with older children,
regardless of theirintellectual ability. Standards
in the home must be clearly understood and
parents must stand firm about rules and regula-
tions of the family.

Young people must be treated with respect
and courtesy. They must learn to offer the same
in return. Parents must be careful notto give in
to their youngsters merely because their are
bright and verbal and able to make a good
argument. They need strong parenting to go
along with high ability and potential.

Judy Roseberry is former GATE Coordinator for the
Garden Grove Unified School District and is now an
elementary principal in that district.

My Life
When | awake in the moming,
{ weigh eight pounds.
By 9 o'clock,
I'm walking all around.
By noon | have learned
My very first word
By dinner I'm through college
and had my first Byrd.
When bedtime appears,
| fall asleep,
In my grave of memories
I will always keep.
In other words life’s too short.

Annie Byrd, Age 10
Patton School
Garden Grove Unified School District
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Parents and Professionals as Partners:
A Psychologist’s View

by NANCY M. ROBINSON, Ph.D.

As a psychologist who works with families of
gifted children (in my state, known officially as
highly capable children) I'm witness to a great
many battles between home and school that
could andshould have beenavoided. In my view,
a very high priority nceds to be given to estab-
lishing a working partnership among parents
and all the other adults—from bus drivers and
Little League coaches to teachers and princi-
pals—who share responsibility for children.
Whether or not these adults are doing a good
job, whether or not they are able and/or willing
to be flexible in meceting children’s needs,
whether they are personally suited to do what
should be done—in terms of ability, knowledge,
encrgy, creativity, or leadership—affects how
hard your task may be but doesn’t affect its
importance. Parents’ priority is in promoting their
children’s welfare, and the only way to assist
rather than to detract from that process is to set
up a positive partnership, with the stress on
positive.

Iwas saddened recently by a letter I received
from the father of a child I had seen in my clinic.
He happened tohave been ahigh-school teacher
of two of my own children. He wasn’t the best
teacher they ever had, but he was far from the
worst. He recalled an incident, at least 20 years
before,inwhich my husbandand Thad, in casual
conversation, thanked him for his cfforts on
behalf of ourchildren. Hesaid thatsuch “strokes”
didn’t come very often. This good and honest
man deserved more strokes, more parents act-
ingin partnership. Heisn tateacheranylonger;
I can guess why.

For the sake of simplifying matters and be-
cause teachers spend so much time on the front
line, let’s talk about partnerships with teachers.
Everything else here holds true for your rela-
tionships with other adults as well—in schools,
in clinics, in scout troops, in Little League, in
music lessons or gymnastics, whatever.

lirst, you nced a mantra, something to repeat
over and over to yourself, Itmight go like this:

This person sincerely wants to help my child.

This person is doing his/her best.

This person sees the world—and my precious

oflspring—from a different perspective than 1

do.

This person and I can negotiate.

This person is my PARTNER!

The first two parts of this mantra are givens.
They don’t say that this person is doing a superb
job. only thatthe person is trying. And thisisvery
likely to be the case. People don't go into teach-
ing for the money, to be sure, nor do pediatii-
cians, child psychologists, or scoutmasters.
There’snotalot of prestige connected with these
positions and there aren’t many perks. People
choose these carcers because they like children
(and maybe even like parents), because they see
the formative years as being significant, because
they want to make a contribution to the lives of
others.

And then they do uy. But of course there are
barriers to their accomplishing everything they
hope for. They may not have a natural talent for
teaching; in any case, all teachers have towork at
it. They may be discouraged by how drained they
feelat the end of the day. They may have so many
troubled children to deal with, and childrenwho
have trouble lcarning, that they can hardly at-
tend to anyone clse. They may have troubles at
home and their own children to care for. It’s a
reasonable assumption that most people do their
best, most of the time, teachers included.

Different Perspectives on Children’s Behavior

There are a number of reasons why your
child’s teacher may have a different perspective
of the situation than you do, aside from the
stressful factors above. Children sometimes act
very differently at home and at school. The child
who is lively and interesting in a child-centered
home may have trouble being a follower in a
large group; conversely, the child who chats away
comfortably at home miay be shy or withdrawn in
a busy classroom. Your “angel” may become
bored, inattentive, and rritated, clown around,
refuse to do work that seeins babyish, and even
miss out on work that is more challenging. One
four-ycar-old was brought to my clinic because
her preschool teachers feared she was autistic;
she sat, speechless, doing the same four-picce
fruit puszie day after day. What was wrong with
this highly gifted child was the lack of fit with the
preschool environmentand hersubsequentdeep
discouragement. Once placedappropriately, she
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became the sunny, enthusiastic, cre-
ative, and curious littie girl in school
that she had been at home.

The high-cnergy, actively curious
child can be uying indeed in a group,
leading the teacher to suspect hyperac-
tivity. And, furthermore, the bright
child—even asedentary bright child—
uscs up regular class assignments and
special projects, anything the teacher
introduces, at an amazing rate. More
advanced resources may not be readily
available, especially as the child ap-
proaches the upper grades of the
school. Pretty soon, your child begins
to be seen as a burden, and things go
from bad to worse.

Children’s natural temperament
and sensitivities can also look very dif-
ferentin agroup setting than at home.
The best-hearted of bright children is
likely to have to cope with incessant
irritation at the slow pace of thingsand
sec their slower-learning classiates as
“unwilling to listen” as the teacher goes
overand over the same point until they
get it. Some children are nsed to criti-
cism and not getting things right the
first time; bright children unused even
to teniporary defeats may be crushed
by a remark that another child would
take in stride, or may be ontraged by a
teacher’s remark to a classmate.

A teacher inay be well pleased by a
performance that leaves you and your
child lukewarm, accusing yomr child of
being “perfectionistic.” High stan-
dards—both yours and your child’s—
arc absolutely essential to getting any-
where significant in life; a child de-
serves a chance to celebrate a fine per-
formance that results from really hard
work. Since a teacher is likely to see
“perfectionism™ as nenrotic and con-
scientiously to try to discourage it, your
child maywell be caught in the middle,
maybescenas uppity, demanding, and
unwilling to be a child. Perfectionism
can be a trap, in fact, when children
avoid opportunities that fall ontside
their arcas of “instant expertise,” but
high standards alone are not neurotic!

Bright children’s social relation-
shipsmayalsolookdifferenttoa teacher
than to the children themselves, For
example, because they realistically see

themselves as different and because
everyone is “supposed to” be the same,
bright children may conclude that there
is something wrong with them and uy
desperately to be just like everyone
else. Or, despite getting along well with
classmates, they may feel lonely and
isolated because they long for more
matre friendships (more intimacy,
more loyalty, more long-term stability)
than their agemates are able to give.

Finally, because bright children are
likely to be teased as “nerds” or worse,
too many of them do learn to be what
I think ofas “professional victims.” This
situation can be exacerbated if parents
fall into the trap aswell, blaming other
children and teachers rather than
teaching coping skills. At all costs, par-
entsnecedto teach their childrennot to
fall into the victim role, to develop
calluses, to respond with strength and
dignity, and to keep an independent
view of themselves as strong problem-
solvers.

Different Perspectives on You!

Unbelievably, a teacher may sece
you, the dedicated, selfless, and sup-
portive advocate, as “pushy!” You, your
spouse, and your children know that
yonaren’t pushing; you arc running to
keep up! Some ofthe responsibility for
your child’s advanced development is
yours, of course—take credit for it—
butat the same time, remember to be
the partner!

Different Perspectives on

Children’s Development
Teachers and principals want the
best for your children, but they may
view development fromadifferent per-
spective. They may sincerely believe,
for example, that “age is everything,”
and that it is inevitably socially and
cmotionally harmful to children to be
placed with older students. They may
expect gifted children to be perfect
and sce any problem (even short stat-
ure) as enough to scuttle accelerative
solutions. They may believe that carly
giftedness is only transient, not a pre-
dictor of things to come. And, with
today’s school reforms, they may mis-
takenly see both ends of the normal

curve as mirrorimages, concluding that
if inclusion is good for slower children
it must also be good for the brightest. 1
would disagree with all these assuinp-
tions, but I respect the honest and
generous conviction with which they
arc held.

What You Can Do at Home

Asa partner with the school, there
is much you can do at home to help
your child to adopt habits and expecta-
tions that make for excellence inschool
achievement. You can (and should)
play an anthoritative parenting role—
don’t be a dictator, but don't be a
laissez-faire parent. Establish rules and
keepthemsdon’tgetinto endlessbattles
about issucs. You can always negotiate
rule changes—fornexttime. Helpyour
child not only to respect but to trust
adulls, to assume that rules matter, to
hold high standards for themselves, to
do their homework promptly and well,
to plan ahead, to seck further goals
above and beyond those assigned in
class. Try to find an area in which your
child shows talent and encourage him
or her torcach for excellence through
long-term commitment and practice.
Children who come from families with
high expectations but shmultancous
warm support tend to realize their tal-
ents to a degree that other children do
not.!

And,aboveall, do noferiticize teach-
ers at home. Let your children know
that you are willing and happy to uy to
improve the situation and that every
teacher has many competing agendas
to balance—but don’t criticize teach-
ers’ skills or good will in front children!
I tested a seven-yewr-old recently who
toldme, “T'he school systemisnotmeet-
ing my nceds, and nceither is my
teacher.” I wonder where he heard
that!

You may need to doagood deal of
interpreting to yonr children of the
sithation they're facing. It may seem
obvious to you, for example, that some
youngsters (yours) are ready to move
ahead faster than the others becanse
they have the schoolwise ability, not

just the will, but even bright children

don’talways understand this. Your pre-
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teen or adolescent may be feeling that
being different is being wrong, and
need your perspective and support. It
is especially important, when children
move into more challenging situations
than they are used to, such as special
classes, that their parentsletthemknow
that being top of the class is not neces-
sary to their mental health and that,
indeed, the disorientation theyare feel-
ing is a natural response to being—at
last—with “real peers.”

What You Can Do at School

Aside from the real contributions
you can make by volunteering your
time and skills at your children’s
schools, you need to develop a full set
of negotiating skills to help the school
achieveanoptimalmatch betweenyour
children’s readiness to learn and what
isoffered and expected. Take the posi-
tion that you are not asking for a better
cducation foryour children (and don’t
ask {or smaller classes, better trained
teachers, or more expensive resources
than other classes have) but the wmost
apfropriate match from among the ve-
sources available in the system.

L.etme recommend a slhim vohume
about negotiating skills in which you
are bound to find something helpful:
Roger Fisher and William Ury's Getting
to Yes: Negotiating agreement without giv-
ing int Most people. as these authors
point out, think they must be “hard
bargainers”in ordernotto be taken for
softics or pushovers. Asa consequence,
they tend to force others into taking
and defending positions rather than
agreeing upon a common goal and
moving toward it. These authors sug-
gesta number of steps in the negotiat-
ing process that focus on the objec-
tives. help people to understand one
another’s assumptions and problem-
solve rather than takig intractable
positions, and finc-tune mattersasthey
go along. They suggest that the effec-
tive negotiator isa “principled negotia-
tor.”

[t may be helpful to ask for a con-
ference with a teacher carly in the
school year, to establish goals and to
brainstorm about possibilitics thatinay
be both feasible and hclpfuL Before

the conference, sit down with a pencil
and paperand list several possibilities,
such as compacting® the yeor's curricu-
Ium so that a child needn’t spend time
with material already mastered; more
advanced computer work or special
programs offered by satellite; indepen-
dent assignments that call for greater
depth than the ordinary curriculum;
(for older students) completing a cor-
respondence course; spending part of
the day with a more advanced class;
even skipping a grade. Teachers will
probably have other possibilities you
haven’t thought of. You can also help
children avert boredom by assuring
that they always have with them an
interesting and relatively challenging
nonfiction book toread when they have
finished their scat work correctly.

If you do have an idea you'd like to
see the school uy, especially if it is a
significant change like grade-skipping,
it is often wise to ask for a trial for, say,
six weeks or to Halloween, followed by
a telephone ov in-person conference.
Such experimentation won’t back into
a corner or ask a long-term commit-
ment of teachers who see the move as
risky: indeed, if it doesn’t work. vou'll
have gained good information. And.
furthermore. yourchildwillunderstand
that the step is an experiment to be
learned from, and that they themselves
are not committed for the rest of their
lives to a move about which they may
have some misgivings, too. (Most self-
respecting children are convineed that
they are supremely lucky to have been
born in just the place and time to have
the fiiends they do, and are scared silly
to contemplate making new ones.)

Ifglitches do occurin the ordinary
cowrse of things. orin the conrse of one
of your experiments. again, ask for a
conference. Try to find things to praise
aboutyour child’s experience with the
teacher. Describe, non-reitically, what
vou've been hearing at home and ask
forthe teacher’s perceptions and. most
especially, for feedback and advice,
Maybe there’s something you can doat
home to help. Maybe another experi-
mentisinorder. Then dowhatyou can
to make the plan work,

Forexample.achild moving ahead

a grade may need some coaching in
social skills and expectations. And
)'Oll ma)’ ll(‘(.‘d to adjust )'Olll' OwWll CX-
pectations about your child’s be-
haviior—increase privileges, decrcase
restrictions—to match his or her older
classmates. And all children need the
social skills of self-advocacy. Teachers
listen much more readily to unhappy
children than to “pushy” parents!
Butremind your child to say pleaseand
thank you!

Compromises

One of the cruel realitics of life is
that there is no perfect world for the
child who does not fit the norm. Some
solutions have more advantages than
others, but itis impossible to have itall.
Forexample, one cannot matchabright
child with mental age and communily-
representative age peers simultancously
(unless that community is very re-
stricted) . Fach family has its own pri-
orities. and no one solution is bhest for
everyonce,

Parents need to know that what-
ever their choices, none will meet alf
the needs of the ¢hildren. Sometimes
combinations will work (c.g.. a special
class for gifted children supplemented
by a scout troops and a soccer league).
but they will not be perfect. To be
frank, most children don't have per-
feet parents either. The best one can
do is try, and for a parent just as for a
child, pretty much the best one can do
is quite enough.

Footnotes

'Gsikszentmihalvi, M., Rathunde, K., &
Whalen, S, (1993). Talented teenagers: The
rols of suceess and failure. Cambridge. UK.
Cambridge University Press.

Fisher. R, & Ury, W, (8D, Getting to
Yes: Negotiating agreement withoul giving in.
New York: Penguin.

Reis, S AL, Burns,, DL, & Renzullj, 1.S.
1992y, Curviculum compacting: The complete
guide to modifying the regular coviculum for
high abuldity students. Mansfield Center, CT7
Creative Learning Press.

Nancy Robinson, Ph.D. is Professor of Psy-
chiatry and Behavioral Sciences at the Uni-
versity of Washington and Director of the
Halbert Robinson Center for the Study of
Capanble Youth.
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What Would Happen If...

We Ran Qur Football Teams As We Do
Our Classrooms:

Everyane would have the right ta equal playing time so
that all could develop their athletic skills equally.

Cooperation would be more impcrtant than excellence.
Competition would he frowned upon.

Since star athletes are already talented, they would not
need special coachingor conditioning. They could help teach
otherathletes since “toteach somethingis really tolearnit.”

We could “coach to the middle.”

We would strive to develop well-rounded athletes. Thus,
the star quarterback would take a turn sitting on the bench
asa trainer. The student of lower analytical skills would get
a turn as quarterback. The out-of-shape student who hates
physical activity would get the opportunity to play running
back.

Coaches would be expected to be understanding when
jobs, family trips or homewaork interfered with practice time
by adapting game plans to accommodate much multiple
interests.

Coaches would be assigned parking lot supervision duty
imrnediately before and after games and during half-time. If
athletes had questicns about game plans, they could meet
with coaches in the parking lot. Coaches would have to plan
their plays before or during supervision duty.

Coaches could not demand too much of students lest
they create stress or interfere withmany other interests and
priorities.

If the team had a losing season, new philosophies of
coaching would be developed. Each new philosophy
would discard all previous
philosophies. It would require a
two-hourtraining session and supply
the coach with a pocket folder crammed
with philosophy and objectives. Coaches
could plan their strategies between
supervision duties and games

We Ran Qur Classrooms As We Do Our
Football Teams:

Teachers would walk into cfass enthused and fired up
with the importance and relevance of what they were
teaching.

Students would be inclass because they wanted tolearn
and they would respect the teacher and put all their energy
into the class. Class would be maore important to them than
their jobs or football practice.

Parents would jam the schools asking the teacher how to
help their students excel.

Students wouldn't dare miss class or skip doing home-
work lest they be dropped from the academic team.

Students would develop a sense of teamwaork and coop-
eration fueled by their love of learning and challenging of
each other. Students would take pride in their classes and
demand that classmates give their best.

Students would clamor to be “student of the week” or
make the honor roll. Other students, teachars and the com-
munity weuld enthusiastically and supportively be invoived
in studznt learning.

We would have rallies and bands and cheeileaders for
National Merit Scholars and honor students, and they would
not feel uncomfortable about receiving the attention be-
cause this would be every student’s dream.

Every night, the 10 o’clock news would devote a full 10
minute segment to education issues and highlights The
morning radio stations would compete for the education
audience.

.
Newspapers would devote severai pages (or a whcle
section) complete with pictures to academic activities.

We would demand excellence in the classroom and
teach cooperation and patience on the playing field.

Our saciety would clamor to build and equip learning
facilities because everybody would recogr e the value
of well-educated citizens to the business community.

This is reprinted from the Minneapolis Star Tribune.
May 14, 1994, Virginia M. MacDonald

O er 1994

ERIC =

Aruitoxt provided by Eic:




0800S 0000000000003 000000000000000990000000000% 0000000000000000000

From the

The Mountain

To some the mountain seems to say
Climb me

As f it were created

As another gbstacle In

D m ' Man vs. nature.
To others the mountain seems to say
Look at me
As if it were created as another one of

Nature's gifts to man.

To me the mountain seems to say
See me

As if It were created as a purpose
And oniy nature knows why.

———— e Heather Werth
8th Grade
Roosevelt Junior High School

Perfectly Round in the Middle

My eyes

are like the ocean, slowly

it closes onto the sand

My eyes

sparkle like the glimmer of the sun
Peeping over the hilltops in the morning

The Librarian

The libranian
stowly and cautiously

My eyes reads from the hard covered

are sometimes sad, but fair book ta her students,

They see the fish swimming in the water her hand caressing the pages

They see the cows grazing in the fields as if they had not only words,

My eyes, but life too.

they are my way of seeing wondrous things She reads on,

happening her voice picking up emphasis,

My eyes then the paragraph slowlv ' sintegrates,

until only the meaning of her existence,
I1s a title on the book
that no one else wil! understand,
until they read on

close gratefully at might to regain
their strength for the next day,
My eyelashes rest peacefully upon them,

my eyes and fully pay attention to not orly the words,
My eyes, but also their meaning
the middle of my eyes 1s like a cherry, Kim Van Horn
petfectly round in the middle 8th grade
Erin Overweg La Loma Junior High School
4th Grade

Sonoma Elementary School
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| Am Not a Peet
’ Sisters | am Caralee, not any poet.

l My blanket, | make thoughts in my head,
that's all
My thoughts are like a lost bird
on a sandy beach
But that is nothing to you
My thoughts have no details.
They are nothing big.
My thoughts are different because
| am Caralee, not any poet
| make thoughts in my head,
that's all.

drawn

up over my face, hugging my cheekbones with
warmth and familianity

blanks out a day of ordinary dullness,

hoilows out my mind and cleanses it with
creativity

My child mind, foggy with drowsiness,
bnghtens

and livens with inventiveness

a famihiar scenano welcomes me,

and | dissolve into 1t

becoming a figure 1n my 1magination

Caralee McElroy
4th grade
Sonoma Elementary School

Events borrowed from my real Iife

act as props

bullding

a new life

perfect vistons of an older and younger me
become characters—become my sisters

Hybrid

In a vacant lot

near duplexes multi-generation crowded
the immigrants are growing vegetables.
One block from the modern supermarket
they kneel and fill baskets,

wearing straw hats and skirts,

sandaled feet longing to immerse again
in muddy waters of rice fields.

Uprooted and transplanted from villages,
families dig and pull weeds,

maintaining tradittons and claiming this land
simply by working the soil—

dirt between toes and fingernails—
nurtured by the earth

We go shopping,

qiggles and excitement tickle my heart
as the love for fashion,

new clothes

ard each other

ful @ world with everlasting friends and
everlasting role models

|, an only child

longing to not be only,

discover a power to picture mentally
a dream hfe of filled desites,

etched to perfection

with my magination And now at autumn harvest,

Eve Schaeffer election advertisements sprout up along planted boundartes,
8th grade cardboard placards rocted in political freedam,
Roosevelt Junior High School staked alongside rows ot native com,
grafting cultures.
Nancy Haskett
8th Grade
La Loma Junior High Schooli
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Educating African-American Gifted Students

by ELINOR RUTH SMITH

Asignificant portion of mywork over the past
decade has been dedicated o helping schools
discover and nurture gifted abilities in students
from minority and poor backgrounds—thosc
grossly underrepresented, on the whole, in pro-
grams for the gifted. In doing so, I have, until
recently, resisted focusing pri narily onissues of
race and culture, though as a black American |
live with them every day and can speak to them
from firsthand experience. My choice hasbeen
instead to help parents and educators see that
our limited understandings are often the cause
ofour failure to recognize giftedness even when
it is expressed before our very eyes. Let's just
open our eyes, [ felt, find these children cairly,
and get them into programs to develop their
potential.

Though identifying mirority and poor stu-
dents for gifted programs continues to merit
considerable attention, I have come to see that
our concerns do not begin and cannot end
there. Further, while some of the issues pertain-
ingto minority and poorstudents can be gener-
alized across ethnic groups, many cannot, Out-
comes for iinority students vary tremendously
when looked at by cthnic group. If we follow
what happens particularly for Afvican-Ameri-
can students, the focus of thisarticle, itbeccomes
clear that their successful education is not nec-
essarily accomplished simply because we iden-
tify and place them in owr programs. Too few of
them actually thrive or remain in the programs
for the duration of their schooling.

What happens to cause these disappointing
results? Why do so many of our brightest black
students underachicve, ¢ pite the benefits of
enriched and challenging learning environ-
ments? We are tempted to cite societal disad-
vantage—poverty, lack of enriched carly child-
hood environments, poor schooling, discrimi-
nation, segregation, lack of opportunity, bad
neighborhoods, poor parenting, and absence
of positive role maodels, among other thing—as
the culprit we must overcome. Certainly any
one or combination of these disadvantages can
create blocks to learning. We expend a great
deal of cffort attempting to compensate for
them. Yet, the success of our efforts is wildly
unpredictable. Underachievementamong black
students is worsening rather than improving.

Indeed, we scc underachievement even in large
numbeys of black students who suffer no appar-

“ep* disadvantage. We need tolook clsewhere for

ANsSwWaers.,

Barriers to Black Student Achievement

We know that the non-intellective factors ac-
companying giftedness in children create emo-
tional needs which require particular attention
if proper developmentis to take place. Effective
educators of the gifted are aware of this and
practice strategies that take these needs into
account. We have all seen cases of underachieve-
mentorstunted intellectualgrowth whenagifted
student’s emotional needs are misunderstood
or go unsupported. just so, there are emotional
factors related to ethnicity. Though African
Americans are far from being a culturally homo-
gencous group, all are affected in some way by
what it means to be black in America. Recogni-
tion and understanding of the effects of racial
life in America on school accomplishment and
the social/emotional needs these create, I be-
licve, are an important key to eliminating barri-
ers to black student achievement. Furthermore,
the interaction of these needs with those which
derive from giftedness produce a unique set of
circumstances which, if ignored, may sabotage
our most well intentioned cfforts.

Stigma and Racial Vulnerability

Perhaps the least visible yet most pernicious
barrier to the intellectual development of Afii-
can-American students is what psychologist
Claude Steele calls “stigma” or “racial vulnerabil-
ity.” Images which condition us to our society's
view of African Americans as inferior or of low
status abound in our daily life. They generate in
all of us a kind of racial devaluation which can-
not begin to be deseribed by terms such as
“prejudice™and “racism.” In our schools, as clse-
where, this devaluation takes forms which are
often not conscious. Itis participated in by those
whoareweH-intentioned, including blacks then-
sclves, as well as by those who have strong preju-
dices.

An cexample of this devaluation comes to
mind. Overten yearsago, San Diego City Schools,
in an cffort to increase identification of gifted
underrepresented minoritiesinits programs for
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the gifted, noticed that insufficient
numbers of such students were being
referred for gifted screening by their
schools and teachers. The district was
able to inake headway by instituting a
procedure called central nomination.
Under this procedure the central of-
fice presented lists to cach school of its
highachieversin the underrepresented
groups, those students with achieve-
ment test scores at or above a specified
level. The schools were required to
nominate these students for sereening.
After testing, significant numbers of
these students qualified for gifted pro-
grams and the practice has been main-
tained eversince. The interesting ques-
tioniswhy these students’ teachershad
not recognized their potential or per-
ceived them as gifted. After all, they
were doing well in school. at least ac-
cording to achievement tests. I suspect
that racial devaluing w.s at work both
on the part of teachers and of schools.

Iwascoaching recentlywithateacher
who goes to great lengths to learn and
apply teaching strategics that will raise
thinking and performance levels for
her “atrisk” students about whom she
is quite genuinely concerned. In the
course of our debriefing on a particn-
lar lesson, 1 mentioned two children
who during discussion were clearly
reaching higherlevels of thinking than
most students in the class. Both were
boys: both were underachievers. The
surprise she expressed about the Afri-
can-American boy suggested to e that

it secemed to her within the realim of

possibility for the other boy to pertorm
at high levels, but that on some less
than conscious level she questioned
the ability of the black child to do so.
For one child it was a question of per-
formance: for the other, of ability. Race
aside, we know the effects of presumed
inability on a developing mind. This
was a well-intentioned teacher who
freely displayed a sincere caring for all
herstudents, One wonderswhat school
might have been like for her black
pupils had she been like my high school
English teacher, D+ Green, who in
feigned innocence enjoyed ridiculing
me, the only black student in the class,
infull presence of my classmatesformy

use of verbal expressions that were per-
haps not proper Bostonian usage but
were quite common in my family.

For black students at whatever edu-
cational level, pre-school through uni-
versity, racial vulnerability means fear
not only of being devalued for their
own mistakes or incompetencies like
cveryone clse, but also of confirming
with a mistake or less than acceptable
answer the believed inferiority of all
blacks. This conditioned raciat devalu-
ation which Steele describes means that
black students learn carly that they are
presumed incapable and must them-
selvesprove otherwise. Theacceptance
or approval they strive to gain by prov-
ing themselves must be won again and
again, at cach new level, with cach new
teacher, and with cach newclass. Some-
times efforts to continually prove one-
self can lead to outstanding achicve-
mentand success. Too often the strain
leads to frustration, hopelessness, and
vulnerability. Couple this with the con-
flict gifted students, who themselves
are a minority -of another kind and
status, often experience as a result of
their giftedness and you have some
idea of the severe needs of black gifted
students and the great and conflicting
pressures they experience.

“Disidentification™ With School

Some students handle these pres

sures by choosing not to care about
school. Belief in oneself as a capable
learner and the self-esteem which de-
rives from such belief are important
factorsin forminganidentificationwith
schooling and educational values. For
African-Anierican students, the deval-
ued status of their race devalues them
and theirwork in the classroom. Refus-
ing to accept the values and goals of
school as standards against which to
measure themsclves is a way for many
black students of becoming tessvulner-
able to racial devaluing. They cease to
care about o identify with the place
that devalues them and find their self-
esteem elsewhere—in the peer group,
for example. By disidentifving with
school, theyareable tofeelgood about
themselves even at the same time that
they may be doing poorly in school,

School achievement becomes irrel-
cvant. Thisissometimesmisinterpreted
as a lack of value for education on the
part of African Americans rather than
an cffort to counteract the racial
evaluing they feel so keenly.

As disidentification spieads in a
group, a neighborhood or a school,
pressures on students who do achieve
become fierce. Being truly black be-
comes identified with not achieving in
school. And the true identity of those
African-American students who value
schoolandachicvementissuspect. They
are called names, are ridiculed and ave
likely to be considered traitors by their
peers. Simply being in a gifted pro-
gram, let alone doing well in one, may
present the black student with the di-
lemma of choosing between racial iderni-
tity and identity of self as a learner.
Even for those students who not expe-
rience in an overt way disidentification
with school or these painfully strong
pressures to do so, there is still the
vulnerability of being devalued andthe
resulting anger sometimes buried be-
low the surface.

Getting Rid of Stigma
and Racial Vulnerability

1f devaluing of blacks is so pervasive
in our socicty, how is it possible to free
our schools from this terrible stigma?
What does it mean to do so? And what
does this lave to do with programs for
the gifted?

Getting rid of stigma and racial vul-
nerability in our schools means creat-
ing schools in which African-American
students are valued and are scen as
capable. This issue is of great impor-
tance to programs for the gifted where
our role is to discover and nuartare
exceptionalabilities. Allowing so many
black students to underachieve or to
drop out of our programs for what
appear to be miinor ditficulties or insig-
miicant reasons helps to perpetuate
the devaluing, confinns the implied
mferiority and probably encourages
distdentification. We must do all we
canto cradicate the racial valnerability
these studentsexperience. In prograims
for the gifted we have the responsibility
ofseeing that onr programsvaluce black
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students and see the promise in them.

I am not sure what all the answers
are. I doknow that there are no precise
formulas for how to do what needs to
be done. Just as with differentiated
opportunities tor the gifted, here too
weare talking about qualitative issues—
issues that have more to dowith educa-
tors’ openness, understandingand will-
ingness to lcarn. Herc are what I think
arc a few places to start.

Establish Valuing Relationships

Teachers and administrators need
to establish genuine, valuing relation-
ships with their African American stu-
dents, No curriculum or set of instruc-
tional strategies or interventions for
“at-risk” students or programs for de-
veloping gifted potential can succeed
fully unless students feel valued for
themselves and for their potential. No
matter what a student presents to s
externally, as teachers ourrole isto see
potential and to value and work with
that. Teaching and learning are about
potential.

If this suggestions sounds like more
of the same old platitudes we mouth so
frequently in education, it is probably
because we have come to assume our
schools to be places where students
feelvalued and appreciated. In fact, as
we have discussed at length, this does
not exist for many black students. Few
of us, like the teacher of the bright
black boy I mentioned carlier, recog-
nize when we ourselves are robbing
students of the chance to learn in a
truly valuing environment.

Part of the problem is that in our
society, where the beliefs and calture
of the white majority define what is
Amcerican, those who are part of the
majority tend to accept the images they
portray as correct ones rather than as
products of cultural values. Most inmmi-
grantswho have come here to take part
in the opportunities American life of-
fers are more inclined toward assimila-
tion and acceptance of these values,
For American blacks, a non-immigrant
population who have been here sinee
the beginning of this nation, assimila-
tion may be more difficult, foritmeans
giving up much of what it means to be

black. In school, black students are
valued to the degree they master Amersi-
can mainstream culture, a culture that
devalues them and refuses to recog-
nize that African-American culture has
played a large part in defining Ameri-
can culture and its progress.

School can instcad help African-
American students master American
mainstream culture without giving up
black culture. To do this well requires
incorporating black life and culture in
our core curricula, not just as append-
ages on special holidays or nonths.
Programs forthegifted could take lead-
ership in such efforts. In addition we
neced to be aware of the factors thatare
involved in bicultural socialization.
Diane De Anda notes six factors that
determine the degree of biculturalism
amember ofan ethnic minority islikely
to achieve. While school can’t help
with two of them—the degree of over-
tap or commonality between the two
culturesand the degree of similarity or
dissimilarity in physical appecarance to
the norm in the majority culture——it
can help with these four
* Availability of cultural translators

(somecone who has made the bi-
cultural leap and can explain the
majority cnlture), mediators and
models. Teachers can be mediators
for black students and can help
find translators and nodels from
the students’ own ethnic group.

¢ Amountandtypeofcorrective feed-
back. Those in a bi-cultural envi-
ronment need feedback from both
cultures so that they can under-
stand how cach culture handles a
situation. This {eedback needs to
be positive in nature.

e Mesh of minority individual’s con-
ceptual style and problem-solving
approach with valued styles of the
majority culture. Many African
Americans have a relational style,
whercas mainstream American cul-
ture values an analytical style, par-
ticularlyin school. Weneed tomake
school more relational.

e The individnal's degree of bilin-
gualism. Speakers of Black English
can learn to master standard kn-
glish as well.

We speak in gifted education about
creating student-centered environ-
ments in which student thoughts and
ideas are the focus of the learning.
Development of students’ gifted abili-
tiesrequires thattheirinterestsbe taken
seriously aud that they themselves be
appreciated as thinkers, investigators,
creators and inquirers. None of this
can take place if the students them-
selves don't feel valued.

Focus on Student Capabilities
and Challenge Them

When identification of students for
gifted programsmovesaway from look-
ing strictly at achievementand focuses
more on assessiment of ability, a major
concern Thearoften expressed by teach-
ers of the gifted when referring to mi-
nority students who for a variety of
reasonsappear toachieve less well than
expected is, “Will they be able to keep
up?” or “How can ] teach themwithout
watering down the program?” Some-
times what teachers mean is, “How can
I get these students to function in the
analytical style to which I am accus-
tomed and around which iy curricu-
lun is organized?”

We might dowell tolook back at the
work of Rosalie Cohen, which identi-
fied twe styles of learning—analytical
and relational-—and suggests that chil-
dren develop their cognitive styles
through the socialization they receive
in their families. Children from fami-
lies with structured or formal styles of
organization tend to functionwith ana-
lytical cognitive styles. Those from more
fluid or what Cohen calls “shared func-
tion” families appear more likely to
functionwithrelational cognitive styles.
A child’s ability is not a determinant of
cognitive style. It is interesting to note
that although neither style is confined
to any particular ethnic group, more
African Americans tend to use vela-
tional style. If we look at African and
African-American culiures, we see more
clements that are suggestive of rela-
tional functioning. American schools,
on the other hand, require an analyti-
calapproaclito cognitive organization.

Asa Hilliard has compiled from
Cohen’s work lists of characteristics of

a
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both cognitive styles. He shows how
analytical our schools are and suggests
that black children would fare better if
schoolwere more relational. Asitstands
now, many black children, those with a
relational style, are at a disadvantage
because school is organized around
the cultural preference of the majority
for the analytical style, again placing
many black children in a devalued po-
sition.

Gardner’s work on multiple intelli-
gencesis helping schools budge a bitin
the direction of valuing different pref-
erences for learning. However, I fear
that like many other trends in educa-
tion this is not being taken seriously
and may go away. Most teachers are

analytical, drawn to teaching perhaps

because schooling is a match for their
styles and validates them. Schools and
teachers need to recognize and value
students’ capabilities in both cognitive
styles. Then, inspiration, challenge and
demanding work can go a long way
towards helping African-Americar. stu-
dentsachieveand aspire to higher goals.
We need especially to be aware of this
in programs for the gifted which tend
to be increasingly analytical as students
move up through the grades.

This is not to suggest that there
should be no remediation for students
who need it. However, this must be
done in the context of helping stu-
dents see their strong abilities chal-
lenged to greater heights. If students
feel themselves capable, they are more
likely to put forth the effort demanded
of them, indeed even tostruggle where
necessary as long as they don’t meet
with constant failure.

Training Our Gift of Deep Vision

Devaluation need not be as highly
visible as my humiliation at the hands
of D+ Green. It can result from simple,
thoughtless omissions. 1 sat (rather
stood) through much of my elemen-
tary and secondary schooling refusing
to say the Pledge of Allegiance to the
Flag because once I figured out what it
meant, I knew that the “liberty and
Jjustice for all” part was not for me—it
was not my reality. I knew just as surely
that my teachers believed firmly in the

reality of those words. Not one of them
chose todiscussthedifference between
reality and the ideals toward which we
huimnans strive. I believe they couldn’t
sce the pledge in that light; nor did
they have any idea of how it affected
me. And many of them were nice
people. I managed to get through oc-
currences like these and maintain my
love of learning thanks to my strong
family and their appreciation of me
and my abilities, though not without
some anger, some self-doubtand alittle
sadnessatthelimitations of many of my
teachers.

Gifted black students possess the
same characteristics we see on general
lists of gifted behaviors. The expres-
sion of these characteristics, however,
may take some unexpected forms. Pow-
ers of keen observation, for example,
allow them to pick up more quickly on
adult attitudes which are racist, are
negative towards them or simply ig-
nore them. Though these feelings and
sensitivities may never be verbalized,
they are at the heart of black students’
disaffection forschool or our prograins.
We need to take special heed.

I've recently become fascinated with
those 3D pictures that look like two-
dimensional colored designs until you
stare at them in a way which reveals a
whole world not apparent to the ordi-
nary eye. My Magic Eye book of 3D
illusions advertises itself asa “new way
of looking at the world.” The advertis-
ing on the jacket exhorts us to “dis-
cover and train yo r gift of deep vision!
Allyouneed to ‘sce’ the 3D illusion on
the front cover are your two eyes and
some patience.” Working successfully
with African-American gified students
requires just that—a new way of look-
ing at the world—two eyes and some
patience. There is a world ont there
that these students experience and that
we don’tsee. As teachers, we do have a
gift of decp vision. Sometimes we are
too impatient or lazy to use it. We must
do something about the achievement
of black students in our gifted pro-
grams. The degree to which we can
successfully educate gifted students
from varying backgrounds is the de-
gree 1o which we can expect schools

and communities to see our programs
as viable and necessary.

Elinor Ruth Smith is a consultant in gifted
education in San Diego, CA.

Alistof the n_'ferences'far this article may be obtained by
writing lo the Communicator editor.
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Entry Deadline: Jan. 31, 1995
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Understanding Intensity in Gifted Children

By SHARON LIND

As I continue to work with gifted and tal-
ented children and adults, and the parents,
educators, and counselors who work and live
with them on a daily basis, I am struck by an
overwhelming concern about intensity in this
population. Questions and statements like “He
always overreacts.” or “Does she have to analyze
everything?” or “IHe has an incredible imagina-
tion, but...” pervade conversations. Adults feel
genuine concern about the degree to which
intense children experience their lives. Those
who live with this intensity feelambivalentabout
its impact on the child. Linda Silverman (1990)
tells us that

The intricate thought processes that mark these

individuals as gifled are mirrored in the intri-

cacy of their emotional development. Idealism,
self-doubt, perceptiveness, excruciating sensiliv-
ity. moral imperatives, desperate needs for un-
derstanding, acceptunce, love—all imfringe si-
mudtaneously. Theirvast emotional range make
them appear contradictory: mature and imma-
ture, arrogant and compassionate, aggressive
and timid. Semblances of composure and self-
assurance often. mask deep) feelings of insecurity.
The inner experience of the gifted young person
is rich, complex and turbulent.(p. 16)

It is this turbulent, complex and rich inner
experience that can be ablessing oraburdento
the intense, gifted person. As influential adults,
we can help children to learn to deal with and
take advantage of theirintensitiesan- help turn
the dissonance into more of a symphony,

Kazimierz Dabrowski

The work of Kazimierz Dabrowski (1902-
1980) provides an excellent frameworkin which
to understand intensity in the gifted. Dabrowski,
a Polish psychiatrist and psychologist, devel-
oped the Theory of Positive Dismtegration as a
response to the prevalent psychological theo-
ries of his time. He believed that conflict and
inner-suffering were necessary for advanced
development—for movement towards self-ac-
tualization (as Maslow called it), and towards a
hicrarchy of values based on altruism—for
movement from “whatis” to “what oughtto be.”
Dabrowski also described the “multilevelness”
of development, Love to one person is not the

same as love to another: love to a 4-year-old is
not the same as love to a 40-year-old, love toa
gifted 12-year-old is not the same as love to a
non-gifted peer. Dabrowski also observed that
not all pcople move towards an advanced level
of development, but that innate ability/intelli-
gence combined with “overexcitabilities” were
predictive of potential for higher level devel-
opment. It is those overexcitabilities that we
will use as a vehicle to better understand inten-
sity in the gifted.

Overexcitabilities
Overexcitabilities (OEs) are inborn inten-
sities indicating heightened ability to respond
to stimuli. Found to a greater degrec in the
creative and gifted, overexcitabilities are ex-
pressed in increased sensitivity, awareness, and
intensity, and representareal difference in the
fabric of life and quality of experience.
Dabrowski identified five areas of intensity—
Psychomotor, Sensual, Intellectual, hnagina-
tional, and Emotional. A person may posscss
one or more of these. Michael Piechowski
(1979) tells us
If more than one of these channels, or all five,
have wide apertures, then the abundance and
diversity of feeling, thought, imagery, and sen-
sation will inevitably lead to dissonance, con-
Sflict and tension, but at the same tine i en-
riches, expands, and intensifies the individual's
mental development (h. 29).

Psychomotor Overexcitability

Psychomotor OE isa heightened excitabil-
ity of the neuromuscular system. This Psycho-
motor intensity includes a “capacity for being
active and energetic” (Piechowski, 1991, p.
287), love of movement for its own sake, sur-
plus of energy demonstrated by rapid speech,
zealous enthusiasm, intense physical activity,
andaneed foraction (Piechowski, 1979,1991).
When feeling tense, individuals strong in Psy-
chomotor OE may talk compulsively, act im-
pulsively, misbehave and act out, display ner-
vous habits, show intense drive (tending to-
wards “workaholism™), compnlsively organize,
or become quite competitive, They derive great

joy from their boundless physical and verbal

enthusiasm and activity; but others may find
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them overwhelming. At home and at
school, these children seem never to
be still. They thrive on activity and
encourage others to “ust do some-
thing.” They may talk constantly. Adults
and peers want to tell them to sit down
and be quiet! This Psychomotor OE
child has the potential of being misdi-
agnosed as Attention Deficit Hyperac-
tivity Disorder (ADHD). See the article
“Something to Consider Before Refer-
ring a Gifted Child for ADD/ADHD
Evaluation” on page 24.

Sensual Overexcitability

Sensual OL is expressedasa height-
ened experience of sensual pleasurce or
displeasureincluding secing, smelling.
touching, tasting, and hearing (Pic-
chowski, 1979, 1991). Those with Sen-
sual OE have a far more expansive
expericnce from their se-sual input.
They have an increased anu early ap-
preciation of aesthetic pleasures (mu-
sic, language, art, etc.) and derive end-
lessdelight from tastes, siells, textures,
sounds, and sights. But because of this
ncreased sensitivity, they may also feel
overstimulated or uncomfortable with
sensory input. Gifted children some-
times have difficulty with sorting outall
they hear, feel, smell, ctc. Their sensi-
tivity makes hemn easily distractible.
When tense, some individuals higl: in
Sensual OE may overeat, go on buying
sprees, or seek the limelight (Pie-
chowski, 1979, 1991). Others maywith-
draw from stimulation. Sensually
overexcitable children may find cloth-
ing tags, or classroom noise, or smells
from the cafeteria so distracting that
schoolwork becomessecondary. These
children may also become so absorbed
in their love of a particular picce of art
or music that the outside world ceases
to exist.

Intellectual Overexcitability

Intellectual OE is demonstrated by
a marked need to scek understanding
and truth, to gain knowledge, and to
analyze and synthesize. Those high in
Intellectual OF have incredibly active
minds. They are intensely curious, avid
readers, and keen observers. They are
able to concentrate, engage in pro-

longed intellectual effort, and be tena-
cious in problem solving when they
choose. Theyrelish elaborate planning
and have a remarkably detailed visual
recall. These people love theory, think-
ing about thinking, and moral think-
ing. They are also quite independent
of thoughtand sometimes appear criti-
cal of and impatient with others who
cannot sustain their intellectual pace.
Thisintellectual intensity seems to cause
the greatest difficulty at school and
home when children become excited
about learning and thinking that they
interrupt or blurt out answers at inap-
propriate timesorarc toohonestabout
or critical of others’ idcas.

Imaginational Overexcitability

Imaginational OE reflectsaheight-
ened play of the imagination with rich
association of images and impressions,
frequent use of image and metaphor,
facility for invention and fantasy, de-
tailed visualization, and elaborate
dreams (Piechowski, 1979, 1991). Of-
ten children high in Imaginational OE
mix truth with fiction, create their own
private worlds with imaginary compan-
ions, and dramatize to escape bore-
dom. They find it difficult to stay tuned
into a classroom where creativity and
imagination are sccondary to learning
rigid academic curriculum. They may
write stories or draw instead of doing
scat work or participating in class dis-
cussions, or they may have difficulty
completing tasks when some incred-
ible idea sends them offonan imagina-
tive tangent.

Emotional Overexcitability

Emotional OFs are often the first
to be noticed by parents. Itis reflected
in heightened, intense feelings, ex-
tremes of complex emotions, identifi-
cation with others’ feelings, and strong
affective expression (Piechowski, 1991).
Sometimes the negative manifestations
include physical responses like stom-
ach aches and blushing, or concern
withdeathand depression (Piechowski,
1979). Emotionally overexcitable
people have a remarkable capacity for
deep relationships; they show strong
emotional attachments to people,

places, and things. They have compas-
sion, empathy, and sensitivity in rela-
tionships. This sensitivity may make it
difficult to adjust to new environments
or lead to conflict about the depth, or
lack of depth, in a relationship. Those
with strong Emotional OF are acutely
aware of their own feelings, of how they
are growing and changing, and often
carryoninnerdialogsand practice sclf-
judgment (Piechowski, 1979, 1991).
Children high in Emotional OE are
often accused of “overreacting” or be-
ing concerned about “adult” issueslike
the homeless, AIDS, orwar. Theircomn-
passion and concern for others, as well
as the intensity of their feelings may
interfere with tasks which are unre-
lated to real-world issues.

General Strategies for Working
with Intense Children
Having grasped this framework for

understanding intensities, one nceds
to find strategies for helping children
(and adults) deal with and take advan-
tage of these overexcitabilites. Re-
sources for strategics may be gathered
fromvaried sources: counseling, learn-
ing style, special education classroom
management literature; parenting
books, even popular business texts.
Some general strategies, applicable
regardless of which intensities arc
present, include:
Accept the child as is

Think ofintensitiesas inborn traits,

like left-handednessorintroversion,

and communicate that you love/

like the person for who s/he is.
Use and teach clear verbal and non-
verbal communication skills

Intense people need to be listened

to and neced to know how te share

their intensity and feelings of

differentness.
Teach stress management, from
‘toddlerhood’ on

Being more sensitive to stimuli

makes the intense person in cven

greater need of stress management

skills.
Help the child create spaces/things
which provide comfort

As a way of fending ¢ff unwanted

and overwhelming stimuli/feelings,
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intense people need to know how
to make their environment more
comfortable and may choose to
carry some comforting (preferably
small and unobtrusive) item with
them.

Allow time to pursue passions
Allowing children to pursue their
passionsshowsrespect for theirabili-
ties and intensities aird provides
time for them to ‘wallow’ in what
they love, to be validated for who
they are. Never remove passions as
consequences for inappropriate be-
havior or use them as rewards.

Help the child become aware of his/

her own behaviors
Often intense pecople are insensi-
tive and unaware of how their be-
haviors affect others. They assume
that everyone will just understand
why they interrupt to share an im-
portantidea, or tune out when cre-
ating a short story in their head
during dinner.

Help the child understand which
behaviors may be unacceptable/
distracting and where.

Teach the child to be responsible
for his/her behavior.

Specific Strategies for Working
with Intense Children
The ideas listed above should be
applied regardless of the intensity. Be-
low is a cursory list of some specific
strategics appropriate to each of the
five types of intensity.

Psychomotor
¢ Allow time for physical or verbal
activity, before, during, and after
normal daily and school activitics
¢ Help the child find physical orver-
bal activities which are acceptable
to child/adult/companions
¢ Provide time for spontaneity and
open ended, free-wheeling activi-
ties
Sensual
¢ Create an environment which lim-
its offensive stimuli

¢ Provide opportunities forlimelight
¢ Provide time to dwell in their de-
light of the sernisual
Intellectual
¢ Help the child find answers to his/
her questions
¢ Help the child find ways to act on
his/her concerns and to feel effec-
tive
¢ Help the child understand how
his/her criticism is taken
¢ Remember not to treat children
like small adults
Imaginational
s Help the child to differentiate be-
tween his/herimaginationand the
real world
¢ Help the child to use imagination
to function in the real world
Emotional
¢ Acceptall their feelings in all their
intensity
* Teach the child to anticipate physi-
cal and emotional responses and
prepare for them
¢ Considerattachmentswhen requir-
ing change

It is often quite difficult and de-
manding to work and live with intense
individuals. Those who are not so in-
tense find the behaviorsunexplainable,
frequently incomprehensible, and of-
ten bizarre. Those whoare intense may
have more compassionandunderstand-
ing, but may feel conflicts when their
intensities are not to the same degree,
or when all the intense people are
intense simultaneously! The key issue
is acceptance of ourselves and of our
intense children and friends. I find
encouragement in Dabrowski's theory
which tells us that gifted/creative/
overexcitable people have the poten-
tial to lead us from “whiai is” to “what
ought <o be.”
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Something to Consider Before Referring A Gifted
Child for ADD/ADHD Evaluation

by SHARON LIND

Parents and gifted educators are asked with
increased frequency to instruct gifted children
to conform to a set of societal sfardards of
acceptable behavior and achievement—to
smooth the edges of the square pegin order to
fit into a “normal” hole. Spontancity, inquisi-
tiveness, imagination, boundless enthusiasm,
and emotionality are being discouraged to cre-
ate calmer, quieter, more controlled environ-
ments in school. An extension of this trend is
reflected inan increase in referrals for medical
evaluation of gifted children as ADD/ADHD
(Attention Deficit Disorder/Attention Deficit
Hyperactivity Disorder). There isno doubt that
gifted children can be ADD/ADHD. However,
there are also gifted children whose “inappro-
priate behavior” may be a result of being highly
gifted and/or intense.

This intensity coupled with classroom cnvi-
ronments and curriculum which do not meet
needs of gifted, divergent, creative, or random
learners, may lead to the mislabeling of many
children as ADHD. To avoid mislabeling gifted
children, parents and educators need to ask
themselves the following questions before refer-
ring a child for medical or psychological evalua-
tion.

* Couldthe behaviorsheinresponse toinap-
propriate placement, insufficient challenge,
or lack of intellectual peers?

¢ IHave any curricular modifications been
made in an attempt to change the inappro-
priate behaviors?

¢ Has the child been interviewed? What are
his or her feelings about the behaviors?

* Docs the child feel out of control?

¢ Has the child been taught strategies to:
limit stimuli, learn appropriate social skills,
deal with stress?

¢ Can the child explain in a reasonable fash-
ion why tasks, activities remain unfinished?

* Do lack of interest, boredom, irrelevancy
play a part?

* What prompis interruptions or ¢xcessive
talking?

¢ Can the “inattentive” child repeat the in-
structions?

* Does the child thrive on working on mul-
tiple tasks?

¢ Dothebehaviors only occurat certain times
of day, during certain subjects, with certain
teachers, in certain environments?

¢ [sthe child getting an appropriate amount
of teacher attention?

¢ I[s the child just demonstrating his or her
personality style, type of giftedness, or in-
tensities?

If, after addressing these questions, parents
and teachers believe thatit is not an unsuitable,
inflexible, cr unreceptive cducational environ-
mentwhich is causing the child to “misbehave”
or “tune out,” or if the child feels out of control,
then it is most certainly appropriate to refer a
gifted child for ADD/ADHD diagnosis. Prema-
ture referral bypasses the educational system
and takes control away from students, parcnts
and educators. By referring before tiying to
adjust the educational environment and cur-
riculum, educators appear to be denouncing
the positive attributes of giftedness and/or blam-
ing the victim of an inappropriate educational
systen.

When deciding to refer, parents should
search for a competent diagnostician who has
experience with both giftedness and attention
deficit disorders. It is never appropriate for
teachers, parents or pediatricians to label a
child as ADD or ADHD without comprehensive
clinical evaluation that can distinguish ADD/
ADHD from look-alikes with other causes.

Copryright, 1993, Reprinted from NAGC Counseling and Guid-
ance Newsletter, Fall, 1993.

Sharon Lind is a private consultant for affective,
gifted and parent education in Kent, Washington.
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Helping Gifted Students With Stress Management

by LESLIE S. KAPLAN

What is stress?

Stress is the body’s general response to any
intense physical, emotional or mental demand
placed on it by oneself or others. While racing to
meet a deadline, dealing with a difficult person
or earning a poor grade are all stressful, so are
the excitementof playinga lively game of tennis,
falling in love and being selected to join aspecial
program for gifted students.

How can a youngster experience stress when
nothing bad is happening?

Anything can be a stressor if it lasts long
enough, happensoften enough, is strong enough
or is perceived as stress. Working diligentlyon a
project, performing many simple but boring
tasks or earning an “A” grade when one ex-
pected an “A+” may all be stressful.

Is a gifted student more likely to feel stress than
others? ’

Many gifted youngsters have a heightened
sensiivity to their surroundings, to events, to
ideas and to expectations. Some experience
their own high expectations for achievement as
arelentless pressure to excel. Constant striving
to live up to self-expectations—or those of oth-
ers—to be first, best or both can be very stressful.
With every new course, new teacher or new
school questions arise about achievement and
performance, since every new situation carries
with it the frightening risk of being mediocre.
Striving becomes even more stressful when un-
realistic or unclear expectations arc imposed by
adults or peers. The pressure to excel, accompa-
nicd by other concerns such as feeling different,
self-doubt (the “imposter” syndrome), and the
need to prove thenr giftedness can drain the
energy of gifted students and result in addi-
tional stress.

Stress occurs even when everything is going
well. Youngsters get tired from their constant
efforts and may secretly fear that next time they
will not be as successful.

Whatare some other stresseson agifted student?

Manygifted students accept responsibility for
a variety of activitics such as a demanding
courseload; leadership in school activities, clubs
or sports; and parttime jobs. Even if it were

humanly possible, doing everything well would
be physically and emotiomnally stressful.

Vacations may be stressful if studentsare com-
fortable only when achieving and succeeding.
Taking time off may make them feel nervousand
lacking control.

Gifted students need intellectual challenge.
Boring, monotonous busy-wori. is very stressful
for individuals who prefer thinking and reason-
ing activities. Boredom may result in anger,
resentment, or in some cases, setting personal
goals for achievement and success that signifi-
cantly excced those of parents or school.

Somegifted studentsvalue independence and
leadership, yet the separation they feel from
their peersresultsin lonelinessand fewer oppor-
tunities to relieve stress. Finding a peer group
can be difficult, particularly foradolescents. Some
experience a conflict between belonging to a
group and using their extraordinary abilities.

Gifted studentsare complex thinkers, persua-
sively able to argue both sides of any question.
Thisability, however, may complicate decisions.
Students may lack information about and cxpe-
rience with resources, processes, outcomes or
priorities that help tip an argument toward a
clear solution. Furthermore, not every problem
has one obviously correct answer. Compromise
and accommodation are realities in the adult
world, but they are not easily perceived from a
young person’s viewpoint. Thus, decision mak-
ing may be a very stressful process.

How can stress hurt a gifted student’s self-
esteem?

During the early years, school may be easy,
with minimum effort required for success. If
students are not challenged, they conclude that
“giftedness” means instant learning, compre-
hension and mastery, and that outstanding
achicvement follows naturally. As years pass,
however, schoolwork becomes more difficult.
Some students discover that they must work
harder to earn top grades and that they have not
developed productive study habits. Many sus-
pect they are no longer gifted, and their sense of
selfworth is undermined.

Stress can hamper the very abilitics that make
these students gifted. Stress clouds thinking,
reduces concentration, and impairs decision
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making. It leads to forgetfulness and a
loss of ability to focus keenly on a task,
and it makes students overly sensitive to
criticism. Under these conditions, they
perform less welland are more upset by
their failures.

Gifted students have so much potential.
How can that be stressful?

Abundant gifts and the potential for
success in many different subjects and
carcers may increase opportunities and
lead to complex cheices. Limiting op-
tions is a confusing and upsetting pro-
cess because it means saying “no” to
some attractive alternatives. A person
cannot prepare to become an architect
and a financial planner, or an advertis-
ing executive and a scientist. At some
point, the education nceded for one
career splits from that needed for the
other. Toset careergoals, students must
know themselves well as individuals.
They must understand their own per-
sonalities, values and goals and use self-
awareness as a guide for making deci-
sions. These activities are all stressful.

How can I tell whether or nnt a gifted
student is experiencing burnout?
Not all gifted youngsters are stressed
by the same events. Individual responses
tostress also difter: youngerstudents do
not tend torespond tostressin the same
way that teenagers do. Since cach stu-
dentisunique, parentsand teacherswill
have to watch carefully to know whether
a child is stressed to the point of con-
structive excitenient or to the point of
damaging overload.
The following checklist includes
many, butnotall, symptoms of burnout:
*  Swudentisno longer happy or pleas-
antly excited about school activities,
but rather is negative or cynical to-
ward work, teachers, classmates, par-
ents and the whole school-and
achievement-centered experience.

¢ Studentapproaches most school as-
signments with resignation or re-
sentment.

¢ Student exhibits boredom.

¢ Swudent suffers from sleeplessness,
problems in falling asleep or peri-
odic waking,

¢ Student overreacts to normal con-

How Can
Gifted Students
Cope with Stress?

Some ways of coping with stress are healthy; others are not. Some
healthy ways of handling stress include the following.

Change the scurce of the stress.
Do something else for a while. Put down those study notes and jog for an hour.

Confrant the source of the stress.

If it is a person, persuade him or her to remove the stress. Ask the teacher for an
extension on a project. Sit down with the person driving you crazy and talk about ways
you might better work together.

Talk about the source of stress.
Rid yourself of frustration. Find a good listener and complain. Talk through possible
solutions.

Shift you: perspeciive.

Tell yourself that each new situation or problem is a new challenge, and that there is
something to be leamed from every experience. Try to see the humorous side of the
situation.

Learn skills and attitudes that make tasks easier and more successful.

Practice effective organization and time management skills. For example, large
projects are easier and less overwhetming when broken down into manageable steps.
Learn to type and revise assignments on a word processor. Learn about yourself and
your pricrities, and use the information to make decisions. Learn how to say “no”
gracefully when someone offers you another attractive (or unpleasant) task about
which you have a choice. Tell yourself that this unpleasantness will be over soon and
that the whole process will bring you closer to reaching your goal. Mark the days that
are left on the calendar and enjoy crossing out each one as you near the finish.

Take time out for enjoyable activities.

Everyone needs a support system. Find friends, teachers or relatives with whom you
have fun. Spend time with these people when you can be yourself and set aside the
pressures of school, work or difficult relationships. As a reward for your efforts, give
yourself work breaks. Listen to your favorite music, shoot baskets or participate in
some other brief activity that is mentally restful or fun.

Ignore the source of the stress.
Practice a little healthy procrastination and put a pleasant activity ahead of the
stressful one. This is, of course, only a short-term solution.

Get regular physical exercise and practice sound nutrition.
Physical activity not only provides time out, but also changes your body chemistry as
you burn off muscle tension built up from accommodating stress. Exercise also
increases resistance to iflness. Nutritious food and regular meals help regutate your
body chemistry and keep you functioning at your sharpest. Eating healthy and
attractively prepared food can be an enjoyable activity on its own.

Q19w
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Ways Not to Cope
With Stress

The following are some unhealth; ways
students cope with stress:

Escaping through alcohol, drugs, frequent
illness, sleep, overeating or starving them-
selves.

These strategies suggesta permanentwithdrawal
or avoidance rather than a time out.

Selecting strategies to avoid failure.
Gifted students closely link their identities to
excellence and achievement. Failure, or eventhe
perception of failure, seriously threatens their
self-esteem. By not trying, or by selecting impos-
sible goals, students can escape having their
giftedness questioned. Only their fack of effort
will be questioned.

Aiming too low.

This reduces stress by eliminating intense pres-
sure or possible feelings of failure. Dogged pro-
crastination in starting projects, selecting less
competitive cotleges or less rigorous courses, or
dropping outof school rather than bringing home
poor grades allows students to avoid feetings of
failure in the short run. Sadly, this sets the stage
for long-term disappointment caused by a de-
structive coping style.

Overscheduling daily life with schoolwork
and extracusricular activities, selecting im-
possibly demanding courseloads, or fuss-
ing endlessly over assignments in vain at-
tempts to make them perfect.

With this strategy, it is possible to succeed only
through superhuman effort; thus the student can
save face by setting goals too high for anyone to
achieve.

cerns or events,

Student experiences fatigue, extreme tived-
ness, low enegy level,

Student exhibits unhappiness with self and
accomplishments.

Student has nervous habitssuchas eye blink-
ing, head shaking or stuttering.
Studenthas physicalailmentssuch asweekly
or daily stomachaches or headaches.

¢ Student is frequently ill.

e Student exhibits dependence through in-
creased clinging or needing and demand-
ing constant support and reassurance.

e Student engages in attention-getting behav-
iors such as aggressive or acting-out behav-
iors.

¢ Student has a sense of being trapped or a
feeling of being out of control.

¢ Student is unable to make decisions.

e Student has lost perspective and sense of
humor.

e Student experiences increased feelings of
physical, emotional and mental exhaustion
in work and activities that used to give plea-
sure.

How can parents, teachers and counselors
reduce stress on gifted students?

Help each gifted student understand and copewith
his or her intellectual, social and emotional needs
during each stage of development. In some ways, the
nceds of gifted students mirror those of more
typical children. Giftedness, however, adds a
special dimension to self-understanding and
selfacceptance. If gifted youngsters are to de-
velop into self-fulfilled adults, the following
differential needs must be addressed: (a) the
need to understand the ways in which they are
different from othersand the waysin which they
are the same; (b) the nced to accept their
abilities, talents and limitations; (¢) the neced to
develop social skills; (d) theneed to feelunder-
stood and accepted by others; and (¢) the nced
to develop an understanding of the distinction
between “pursuit of excellence” and "pursuit of
perfection.”Van Tassel-Baska (1989) and Delisle
(1988) have offered useful suggestions on how
to meet these needs.

Help each gifted student develop a realistic and
accurate self-concept. Giftedness does not mean
instant mastery or winning awards. Parents and
teachers need to set realistic expectations for
efforts and achicvements and help the student
choose appropriate goals. It is important to
recognize and appreciate efforts and improve-
ment.

On the other hand, giftedness permits people
to learn and nse information in unusual ways.
Given parental support and encouragement,
personal motivation and opportunities to learn
and apply their knowledge, gifted students may
enjoy the process of creating new ideas, espe-
cially if they believe that it is all right to think
differently than age-mates,

Help each gifted student to be a whole person.
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Giftedyoungstersare children firstand
gifted second. While their learning
styles may be special, they are individu-
als with emotions, likes and dislikes,
and unique personalities. They will not
wake up one day and be “not gifted.”
They should not feel responsible for
solving world problems, nor does the
world owe them tribute. [tis up to each
student to make life meaningful. Un-
derstanding these realistic limits to the
bounty of giftedness can reduce stress
on confused students.

Gifted students have strong emo-
tions that give personal meaning to
each experience. Emotions should be
recognized, understood and used as a
valid basis for appropriate behaviors.

Showpatience. Letstudents selectand
strive toward their own goals. Do not
compare them or their achievements
to others.

Some gifted students are intensely
curiousand may have less tolerance for
ambiguity and unpredictability than
their age-mates. Help them develop
patience with themselves.

Show acceptance and encouragement.
Encourage students to work purpose-
fully. thoughtfully, and thoroughlyand
do the best they can. It is not necessary
to excel in every situation. Help them
develop prioritiesto decide which tasks
require the best efforts and which re-
quire simply “good enough.”

Accept and reward efforts and the
process of working on tasks. Sincere
effort is valuable in itself and deserves
reinforcement. The means may be
more deserving of merit than the ends.
Efforts are within the gifted students’
control; the outcomes (high grades,
prizes, honors, etc.) are not. Showlove
and acceptance, regardless of the out-
come. These youngsters need to be
cherished asindividuals, not simply for
their accomplishments. They must
know that they can go home and be
loved—and continue to love them-
sclves—cven when they do not finish
first or best.

Encourage flexibility and appropriate be-
havior. Curiosity is frequently men-
tioned asacharacteristic of gifted learn-
ers. Many individuals agree that gifted
students seem to question rules auto-

matically, asking “How come?” Con-
cerned adults can reduce stress on
gifted students by helping thein distin-
guish between hard-and-fast rules that
should be followed and those that can
safely be questioned or altered and
helping them understand why rules
sometimes change from time to time.

Many pcople recognize that new
ideas come from reshaping and dis-
carding old notions of right and wrong
and want students to be inquiring, cre-
ative and resourceful thinkers. But so-
ciety, schools, teachers and academic
subjects have rules. In our socicty, fla-
grant rule breakers may be penalized
and shut out of opportunities for fur-
ther growth and enrichment. Our stu-
dents will become better thinkers by
learning that rules are man-made
guides to behavior, not perfect or di-
vine, but theyare to be learned, under-
stood and followed appropriately in
certain situations. For instance, not
every student will like every teacher,
but showing respect is appropriate be-
havior even if the student privately
thinks otherwise. Wiseadults can model
problem-solving methods thatresult in
workable solutions and help gifted stu-
dents learn when and how to use their
novel perceptions, creativity and inde-
pendent thoughts appropriately and
effectively.

Understanding and following rules
does not mean conforming to every
situation. There are some occasions
when gifted students should not be
expected to accommodate others. For
example, a severe mismatch between a
youngster’s ability level and a school
programmay be very stressful. Altering
the student’s curriculum may solve the
problem.

Some parents unintentionally send
mixed messages regarding behavior.
When childrenare rude oruncoopera-
tive and offend teachers, other adulis
orpeers, theirparentsbehave as though
gifledness somehow excuses such be-
havior and the offending actions high-
light their child’s specialness. Some
even seem pleased, These parents do
their children a great disservice by de-
nying them the opportunity to learn
empathy, teamwork and tolerance for

individual differences.

Let students live their own lives. Caring
adults support, encourage and cel-
cbrate students’ efforts and successes,
but they stand back a bit from these
efforts and achievements. They let stu-
dents select and master activities for
personal enjoyment. Unfortunately,
some students wonder whether their
cfforts and gains are for personal satis-
faction or to please overly involved par-
ents, teachers and others. When these
students wish to give up an activity that
no longer brings pleasure or interest,
they fear they will disappoint others,
and their are likely to fecl trapped.

Be available for guiidance and aduice.
Some gifted studentsappear to be more
mature than their chronological age
indicates. They have advanced verbal
skills and can talk a good line. Never-
theless, theyare still children and need
realistic, clearlystated guidelinesabout
limits, values and proper behavior.
These young people may not have
enough information or experience to
make wiseand effective decisions. They
may not understand decision-making
processes, and they need wise adults to
listen and guide as they talk through
the problem, the alternatives and the
pro’s and con’s, and try out choices.
Knowing that they can be independent
and still talk through their thoughts
with others withoutlosing face reduces
stress for these students.

Gifted students need to hear adults
openly state some of their perspectives
tounderstand expectationsand accept-
able limits. While these students are
very perceptive, they cannot read
minds.

Gifted students may know more facts
about their interest area than do their
parentsand otheradults. However, they
have notlived longer; they need loving
concern and guidance.

This is an ERIC Digest prepared by Leslie
S. Kaplan, Director of Guidance, York
County Public Schools, Virginia.

A list of veferences and vesources for this mticle
may be had by contacting the Communicator
editor.
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CASE STUDY 2 (cont.)

asatighschool senior, receiving 10college credits of
mathematics and 6 English credits when she at-
tended the University Atcollege, she took placement
exams in foreign language and music theory, picking
up another 23 credits for college work

Outcome: Graduated from a prestigious university
Summa Cum Laude and Phi Beta Kappa. and com-
pleted a double master's degree from a selective vy
League schoai at last report

CASE STUDY 3
School years 1989-1992

A large midwestern urban school district decided to
develop a "school of the future,” a school that would
ultimately individualize the education of its extremely
dwerse population of schoolchildren The curriculum
was developed from scratch by four “master teach-
ers,” paid very well for the additional case loads,
design responsibilities and administrative roles they
would take on in this model Textbooks were avoided
only real-life, relevant materials would be used in
instruction Children iearned through two primary
modes {1) small group enrichment units, self-se-
lected by the students according to their interests,
and {2} completion of skilis work according to a
Personal Learning Plan, managed by computer and
delivered instructionally by computer. The master
teachers In this school worked very hard with their
low achieving, “at nsk,” and special education stu-
dents in remediating fnr gaps or deficiencies tn their
learing and curnculum. None of the teachers had
training in gifted education, but felt these students
would be kept busy as part of cooperative groups for
the enrichment units and by being able to self-select
therown enrichment The school bought heavily into
the philosophy that the only real differences in chil-
dren are differences in the time - takes to master
content There was a strong belier that “al! childien
can leam from the same matenals™ and ultimately
through careful avoidance of ability grouping and
encouragement of cooperative learning, all children
would develop the potential to learn the sameamount
of matenal in the same amount of time Such 1deas
were first espoused by Benjamin Bloom and Thomas
Guskey n the 1970's and had hit "big time” in this
district as Outcomes-based education in the 1990's

Outcomes: Testing administered at the beginning
and end of each school year showed shightdeclinesin
achievement progress annually in most areas of cur-
nculum, except for progress maintenance In science
and social studies, a large dechine in mathematics
computation, concepts, problem solving and compse-
hension was expenenced through the second year,

despite some highly creative math enrichments in
Logo, Tesselations and Tangrams Standard devia-
tions on all test score means were cut in half across
the three years The low quartile made slight overall
gains In their scores The middle quartile of ability
made slight declines, and the upper quartile made
significant declines in their mean scores for this
period of time.

In looking at the present, then, we can
foresee a couple of possibilities for the
future of gifted education.and what it
might look like for gifted learners. We
could be presenting gifted childrenwith a
menuofpossibleservices and subsequendy
sclecting from them as many as necessary
to meet specific needs, OR we could be
creat:ng a Vonnegut-like world in which
everyone is forced to be average. Ballet
dancers wear weights on their ankles and
arms so they can move more awkwardly
and slowly: the bright learners receive an
clectronic beep through their brains at
three-second intervals to interrupt any
brilliant thoughts or idcas they might be
having, and so forth. Both futures can be
derived from case studies of our past.

In thinking in more general national
terms, it seemed to me we needed three
different Kinds of visions for the future.
Hence, T developed three different sce-
narios of what the firture of gifted educa-

tionn might look like. As you study cach of

the scenarios think about the positive and
negative implication of cach and decide
for yourself which is the most satisfactory
onc for the greatestnumberof individuals
and which is the most likely to occur in the
fuunure.

Senario One: The Best Case
The U.S. develops a national plan of
action to fund education as its first prior-
ity. Defense has gone by the wayside. Cur-
riculum reform projects are funded with
huge grantsspecifically designated to boost
the performance of gifted learners afler
several years of test score regression to the
mean. People such as Jerome Bruner, the
truly great educational theoretician of our
times, creates several new curricula which
rival his carlier efforts of the 1960's—
MACOS, PSSC Physics, BSCS Biology.
The new curriculum has punch; it has
challenge and it has all the advanced,
uccelerated, enniched, interdi u‘i/rlimn)‘ cned
procediral knowledge that gifted children
need so that they have “meat” to do therr
higher order thinking around. Further-

more, there is money and more money to
providespecialized trainingfora carefully
selected corps of teachers of the gifted:
teachers who are very bright, whawouldn't
think of standing up in front of a class of
students and reading from a carriculum
guide, who expect to develop their own
instruction for gifted learners, who are
excited and thiilled to have such stu-
dents—teachers who spend much time on
their own pursuing their own intellectual
interests, activities like reading the Great
Books or learning a new language, rather
than tatting lace or water skiing. These
teachers have been guaranteed that from
this point on, gifted education will be a
consistent part of regulareducation. Their
programs will never again be threatened
in April, rallied for in front of school
boards in June, and resurvected at the last
moment in August before school starts up
again. And funding is provided to totally
transform schools, making liberal use of
the grouping management strategies that
the research supports for the maximum
cognitive gains for gifted children: homo-
geneous grouping for advanced instruc-
tion, cluster grouping, enrvichment pull-
outs, individualized accelerative options
and sparing use of mixed-ability coopera-
live grouping.

Of course, in thisscenario.similar fund-
ing levels have provided for curriculum
reform projectsand the special training of
acorpsofteachers devoted to regular and
special education children. These devel-
opments have tiken place because we have
discovered once and for all that all learn-
crs do not learn the same amount or the
same things in the same amount of time,
and we have come to value these differ-
cnces, not to see advanced learners as
“high status™ and low ability learners as
“low status,” or vice versa. The outcomes
for all learners place an emphasis on the
arts, on acsthetics, on literature and on
the world's great thoughts, in part as a
reaction to oversaturation of television
and movie violence, itnane television
sitcoms and monosvllabic news anchors
with carefully sprayed hair<dos.

Scenario Two: The Middie-of-the-
Road Case
A national report is issued outlinmg the
need for intelligent, well-trained leaders
Jor our nation. Government, for example,
has ht @ new low with its highest leaders
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unable to spell potato corvectly or know
that Mexico 1s not in South America or
that Latints not spokenin Latin America.
Thas report rallies government agencies
and congress to provide money for the
development of curviculum and teacher
traiming programs for students with gifts
and talents. Tobecome firstin theworld in
math and science, the government realizes
that its brightest students unll get us there.
Tosolve the increasingly complex problems
of our environment, world politics, the
U.S. budget deficit and the general decline
e ethucad values, thereis arealization that
it will be our brightest children who will
solve these problems and get us back on
track. To help the increasingly elderly popu-
lation and provide for the increasing num-
bers of childdyen born with disabilities and
de/)en(lmries of one Sform or another, the
nation realizes they want the bright ones to
assume these roles.

So bnllhant curiculum is developed for
this group—identified as the top 15%
nationally. The recommendations of the
Nutwnal Council for Teachers of Math-
amatics are purely and appropriately im ple-
mented. The National Science Founda-
tion funds huge projects for differentiated
scrence teaching and aoviendum for GT
leamers, The basic “shills™ of the total
cwrricudum reform effort come to include
values and ethics, soctal respons ity and
commuoty service, enuvironmental sci-
enees, economics and government policy,
all i preparation for soluing society's ills.
The remawnder of the popu lation contin-
ues to be taught using the school reform
methods developed in the 1990’ out-
comes-bused education, cooperative learn-
ing. elements of effective wmstruction, het-
erogeneons cassroams, a cunicular focus
on canng and sharing, « mastery ap-
proach te hasie shalls and totad integration

of students wrth desabilities in the regular

classroom.

Scenario Three: The Worst C..cc
The school reform movement has hit the
nation m o big and resounding way.
Gifted and special educction programs
have been eliminated and primary respon-
sibilaty for the learning of all childven is
placed onaur cunrent corps of teachers and
ther wwmons. In order to manage the in-
aeased diversity of their classrooms, teach
ers forus on teaciung to the middle or lower
albty students i then chassrooms. There
roan emphases on bringing UP the pevfor-

mance of our cultural minority groups, the
economically disadvantaged, the “atrisk”
populations. There is literally no time for
classroom teachers to provide challenge or
meet the educational needs of gifted learn-
ers. In many cases, the gifled students are
utilized to help their classmmates who
struggle.

When national norns on stendardized
achievement tests across the nation’s schools
begin to phuommet, the national educa-
tional agenda responds by pushing for
national tests to be newly developed to
replace these older achievement measures.
Business, human resource development
and military testing persornel are called
in as consultants in the developmnent of
this national assessment.

A set of standard competencies are also
developed forteachers. Theyare required to
demonstrate their jnastery of basic skills in
order to obtain a “national centificate of
mastery,” and later can develop portfolios
of testimony about how they have touched
childre’« lives as they work toward a
“master teacher” national certification.
Schoolorganization changes. Schools work
in “families” or “clusters.” One enters
them to see children cooperating well as
they work on shared lusks. They are happy
atschooland teachers are happy too. Other
than push for a national student assess-
ment and natienal set of standards for
teacher certification, the government has
removed itself from educational policy-
making. Decision-making authority has
maoved to individual school sites, who vie
to see which building can produce at the
highest levels with the same level of meagre
resources. Site-based teams decide what
schools will teach and how school dollars
will be spent.

Now comes he time when you must
decide which scenario is most likely to be
painted in the future, and which is most
generallysatisfactory. Personally, I belicve
the second scenario will nltimately pre-
vail. Tt isn’t the best. It does not provide
new and better ways for educating 85% of
our school population, but it will put our
brightest Kids in a position to solve our
societal problemsand to take care of those
having difTiculties coping with socicty as it
is. In the long run, it probably would make
our country stronger, but it is far fiom
ideal.

What can we do to ensure the best for
whichever scenario actually does occur o

for somnc fourth scenario not even de-

scribed as of yet? How can we paint our

brightest vision of the future?

1. Support good grouping practices for
gifted and talented learnersand tryout
new reforms with moderation for
groups of learners having difficulty in
school. Document all reforms or
changes made to ensure that what is
uscd as replacement or reform is supe-
rior to what it replaces.

2 Press our state and national govern-
ments to make education their primary
spending priority. It is THEIR respon-
sibility, not that of businesses, corpora-
tions, private citizens or school boards.

3. Don’tvote for anyone who doesn’t sec
education as the primary national
agenda.

4. Quit blaming the schools and tecachers

for what’s wrong with society.

. Quit depending on schools and teach-
crs to have the “answers” for what's
wrong with society.

6. Insist that schools focus on the aca-
demicpreparation of students, and have
parents take over teaching their own
children things like getting along with
others, how to say “no” to drugs and
how to develop a sensc of valuez and
cthics.

7. Expect parents to take over providing
academic enrichments and challenges
for their children when thes~hools run
out of money to do so.

8. Provide parents with training in social
and communication skills develop-
ment, chemics! dependency, values
clarification and psychological issucs,
and with ways to provide enrichnient
and challenge when they don’t know
how to do such things for their chil-
dren.

The picture of gifted education is not
totally clear in 1998. Visions of its future
are like abstract or cven impressionistic
pictures of tomorrow. The realistic details
of the canvas are only beginning to be
revealed. I hope that cach and every one
of you will pick up your paintbrushes and
contribute to the final masterpicce.

(€1}

Karen Regers, Ph.D., is an assistant profes-
sor in the Gifted and Special Education
Programof the School of Education, Profes-
sional Psychology and Social Work at the
University of St. Thomas in St. Paul, MN.
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MEMBERSHIP*APPLICATION

Please share this copy of the Communicatorwith a friend when you have finished reading it. He or she mightlike to use this form to become
a CAG member and active supporter of gifted education. Because of CAG's role in lobbying for appropriate education for gifted and
talented students, dues payments to CAG are not tax deductible as charitable contributions for Federal income tax purposes.

Name: Region::
Last First Middle Initial PR Gl
Preferred address: Expiration date:” - o
Street address or PO Box e e
County:
City State Zip codde
Phones, Home: ( ) Work: ( ) Affiliation:

{schoot district of employment or atiendancel

Membership/ Service Category: Outside the USA, please add $10 for increased postage costs.
O individual (500 [ Family ($60) [ Patron ($100) L Sponsor ($300) O Life ($500)

(1 Benefactor ($1000) L Limited Income ($20, attach letter) 1 Communicator subscription only ($25)
Role: [ Administrator/coordinator (1 Board of Education member [ Consultant

1 Counselor/psychologist [ Parent (J Teacher O Other
special Skills/Interests: (J Arts [ Humanities O math O science [ Computers [ Advocacy/ legislation
Payment enclosed: (1 Personal check #

() District check # Charge: [ Mastercard [ Visa  Exp. date

(2 Purchase order # Card number

C CALIFORNIA ASSOCIATION FOR THE GIFTED o P
426 Escuela Avenue, # 19, Mountain View, CA 94040 PAID

A Canoga Park, CA
Permil #330

Time Value ERIC Clearinghouse
Dated Matenal Janet Drill

Printed on 1920 Association Drive
@ Reston, VA 22091-1589
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