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PREFACE ~ + = - .

,-"~ - . V s . . . v
-The College of Educatlon at the Un1vers1ty of Oregon is pleased A ‘3
to offer this Drlnted proceedings oi 1ts Fourth “Annual Summer Conference—— 3

Education for: the Giftéd: Patterns f01 the Fnture held at. the Hilton

Hotel and Convention Center 1n Eugeﬁe, Oreaon, July 25 .27, 1983. '

.
_ The authors of these papets were. invited to make presentations at

;this conference because of their acknowledged scholarly or professianal

competence in the\educatlon of. gifted and ‘talented: students.: The ﬁgndings,‘

views, or opinions expressed by- those auLhors, _however, age entirely the1r

vt

own and do not necessar11y represent those of the College of Education:or

the Un1versity of Oregon. . o ' o

For the reader s ease of reference,‘the presenters wvere. asked té follow -

a,unlform style for organization and 1a)out of their papers. To meet our

publication dead11ne andrcontrol pr1nt1ng costs, the papers are presented

* -

: exactly as ‘théy were rece1ved ‘not even the pagination was changed While

allfthe maJor presenters subm1tted'papers for 1nclusion .in the publishad

proceedings, some of the spec1a1 interest sess1on\presenters Were unable to ™~

make the printing dead11ne, so their papers were not 1ncluded 5
Additlonal copies of the proceedings may be obtained by. sending $5. OO

(prepaid or purchase drder) to. Summer.Conferentes, Oﬁfice of the Dean, u'rg

College of Education, Un1vers1ty of Oregon, Eugene, Oregon 97403 Checks

should be made payable to Summer Conferences. . ]" o ‘ : .

. L'

_-Ql L.
]

.Chair — .
v : Conference Program Commlttee.

P R R . Fay B. ‘Haisley L K .

3
[
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Finding Intellectually Talented'Youths

-~

‘and Helping Them Educationalny 2
Julian C. Stanley, Director
‘Study of Mathematically Precocious Xouth'(SMPY)‘

L The-Qbhhs Hopkins.University
" ' Baltimore, Miryland 21218+* «

R N . . : , e
. .

LY

My interest ih_generaf'intellectual'talent was ‘kindled by a course in tests,

‘and measurements at the’ hniversity of Georgia during the summer of 1938 t
P
that time I was'a barely 20-year-old veteran of a year of teaching 1n as nearly

a hlackboard-Jungle high school as Atlanta could provide. ‘Much of that summer

course consfsted of the students taking a number of intelligence tests, notably

the Otis, Toops Ohio State University Psychological Test, and the Miller Group
'Test, one-ghird of which later grew to become the Miller Analogies Test. For a
—~— .
year or so I adﬁigistered the Otis to everyone who could‘be persuaded to take it,
~1ncludinb my students, my parents, ;y girl friends, and my sister's boy friends.
I even went on to admlnister a standardized chemistry achievement test to my high
school chemistry class. This testing was heady experience, but other concerns ,
Such as the coming world war took over. - Not until 1958 did my interest in |
g.fted children resurface,.but then it gave way to a Fulbright year abroad ’ ﬁ_
" devoted to test theory. . As we sﬁall see later, Wjor efforts on behalf of
.inrellectualIy talented youth began in rg\}. Before discussing them, . however, ne f‘i

need a hrief review of the origins of the gifted—child Vement.

. : : . - BN Lo '
R - X .

" Terman - Starts the Gifted—Child Movement : ' - -

in 1921 in California, systematic seeking for large numbers of” intellectually

~

‘talented youths began with Terman s- somewhat unfortunately titled -Genetic Studies

-
1 -

) . :
*Editorial assistance was provided by Barbara S K. Stanley and Camilla Persson

g:nbow. -Parts' of . this paperrappeared in sOmewhat different form in’ Jullan c. Stanley,
Iﬂentigication of intellectual talent, in Wflliam'B. Schrader (Ed.), ‘Méasuiement,; L

i euidadce, and program improvement Jossey-Bess, San Francisco, 1982, pp.;97 109
(€

Em LN I

Full Tt Provided by ERIC.
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of Genius. His 1528 school—age subjectq born on “the average in 1910 are less 1

. ’

numerocus today, bdkcas recently as 1972 the ~utvivor‘ ‘were still being followed

From this classic descriptive longitudinal study has come empirical refutetion of

most myths about intellectua%ly talented youths. . Thez do not tend to die early,
- $-
peter out, burn out become heurotic or psychotic, or fail in their professional '

and personal lives. &
Although the extent and guality of the contributions of Terman' s "geniuses"

-

(or Termites, a$§ some preferred to call themselves) are still being debated even

in the 1960 Survey their vocational achievéments werza impressive. While the

N -
group averaged only 50 years of age, according to Oden (1968) "Three men had been

\
. elected to the National Academy of- Sciences and two to the American Philosophical 7
Society. [%orty-sir] are included™in . . . Who'd'?ho in America, 10 in The R
Dictionary of American Scholars, and 81 in American Men of Science. ‘. . . Some
*.2500 articles and papers and more than 200 bocks and monographs in the sciences
arts, and humanities have been publishgd and at least 350.patents granted j i B

Miscellaneous articles (technical, . travel hobby, etc.) fiumber around 350- Other

/

-publi cations include close to 400 short stories, 35 essays and critiques, and a
2 Sy
small amount of pogtry and several musical compositions. Not included in the

\
foregoing agcount aré‘the professional output of eﬁitors and journalists or the

many radio, TV and motion picture scripts -that havé been- authored " \W”*f”j“:“?“"

/
/

' \
The persistent reporting of»findings in four volumes, a monograph, and a

."

number ot articles did much to quell ,the worst fears of the uninformed or

: prejudiced Bein° almost solely a non-manipulative ~study of the gifted child in e

‘-

‘his or her native habitat, however, this great work had little to say, except

4

T

The chief publications thus far are Terman et al. (l925), Cox (1926), Burks,
Stoddard, and.Terman \1930) Terman and Odén (1947 1959), Oden (1968) P Sears
’.and Barbee (1977), and R. Sears (1977) : o : ' e

.‘d 8 )
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incidentally;NabOut educational facilitacion of high-IQ students.m'ﬁlso,

because during those earlw days Terman dealt primarily with a.gIObal measure

of intellectual ability://e/told us little about Specific intel}ectual talents

-

and how they might‘be useful educationally. This led teachers 'to group children

-

. ! \
tor 1nstruction in ‘many school subjects by IQ, rather than on ‘the basis of what-

. y
.«. ?

~ever combiﬁation Of*abilities best?predicted success in a giJen c0urse.’ That may

¢
explain a cons1derable part of the failure of homogencous grouping, ability

Iy - ~ (a, . '

. grouping, d*strEaming. For example, grouping’ on IQ reduces the variability

of’ mathematical reajoning ability within the group far. less than groupipg on

mathematical reasoning ability itself does. ‘ RN , , ??

o . i ~
.

‘,|‘~. . R
Others Give the,Movement Momentum

- -

Con%Errently with’ Terman, but at Teachers College of- Columbia University in L

New Yorb rather than Stanford University Across the country, Hollingworth (1942)
both identified and facilitated educationally a considerable number of extremely

gh—IQ children. Terman worked ‘for the most part\from IQ 140 wup,. whereas

Hollingwor*h preferred at least 180, Her methods were less survey-like and mbre

-

personnl than his. Despite her untimely death in 1939 atc age 53 she has had a

continuing impact on the education of the gifted Her emphases on special schoolss‘

N o

for them and moderate educatiodal acceleration affected the ‘New York City area,

v
[ 4

,.‘especially during the 1920's and 1930's, and quite a few other large cities. Like

Terman, However, she emphasized the single—score Binet—type IQ for identifica&;on

LJ

and educational plicement.
» . L. . .
T A third towering figure was . Pressey 1949) He and others sought freedom fo* :

Y L

intellectually able youths to traverse the school system from kindergarten through

“graduate school faster than the usual age-in-grade Carnegie-Unit lock step .

perm.tted. Going beyond Terman and Hollingworth lressey showed that the presumed '

evils’ of educational acceleration were about as imaginary as had been those

| alleged for having a high IQ 87 AR
L SRR LT e et h Tl e T e
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. Many others have worked on some aspect of great intellectual ability,
: L % » -
°from Galton (1869) po the present, but during the/50 years from 1921 until 1971
I‘.
Terman s research—oriented talent search remained virtually unique. It did
l

however, inSpire a number of states-—nPtably, California—-to search systematically

I3

tw

for high-IQ youths and provideﬁthem some special provisions, chiefly a mode§t

. LN P »

degree of,educational enrichment‘rather than acce:Eration. o ‘ . L

, . i - - . )
‘ ¢ "\" 'SMPY Begins - B
\ . SN : RN
In 1971 a fortunate combination of e4é§$: led to my securing a generous grant
. ]
- from the newly formed Spencer Foundation of Chicago. This provided a decade qf ‘

- - -«

support; still continuing,,for ever-growing talent searches.among 3unior‘high

’ -

school students. Unlike Terman's however ~these searches were conceived from
(

'the start as a means of fimding youths )ith ‘special talents who could be helped
\ . -
to move ahead better and faster educationally. Terman and Pressey had provided

powerful ammunition against most of the worst stereotypes' strong, determined

leducational facilitation wag needed It is not possible, however, to facilitate

&

unknown or imprecisely identified youths. Efficient searching was clearly the
initial step, necessary but not in itselr sufficient. ’ -
The first search was condUcted in March.of 1972 with 450 seventh- and

eighth-graders, chiefly from the Baltimore area (Stanley, Keating, and Fbx,

-~ -

1974) By January of 1982 the nind1(search involved nearly 16 000 seventh-graders>

om six Middle Atlantic _states and the D1strict of Columbia, plus Some 22, 000

9

: students in the Southeast and’ West under the auspices of Duke University and

Arizona State University, respecqﬁvely. During the school year 1982-83 all

states.in the U S. A were firmly in the talent-search network They were also’
- 7 .

J'
canvassed for ultra-high-ievel talent. The searchingkhas grown large and

complicated but effective because of the accumufhtion of relevant experienre

during the decade. As might be expected,,facilitation efforts have also been

. expanded greaﬁ:ly. - | - i0
: _ X .

-
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From the start, the primary,identi;ying instrument used ‘by my Study ‘of

:

. Mathematically Precocious Youth (SMPY) was the College Board's Scholastic 2 .
'5 ~ A oo ) /
, Aptitude Test (SAIO \ At first chiefly the mathematical part (SAT~M) was : vt

o,
)

-

administered because SMPY wanted mainLy to find- and hélp young students who'

- reason extremely well. mathematically. Soon, however, values, of the verbal

‘_‘ ..

part (SAT-V) became apparent.. Searches from the seventh, ,in 1980, pnward are ' .
] . )

" ds _much for verbal reading and reasoning ability as fbr mathematical reasoning

©

ability. Even the Test of Standard Written English (TSWE) has proved ﬁseful T

for determining readiness for foreign-language and writing c0urses. N o -. ) .
’ (2 . \ . <
Fears that youths 1r—13 years old would find the SAT too difficult have not

l)

2

proven true, pxobably mainly because we restrict participatien in the, talent

search to persons who ofi achievement-test battefies administered by their schools .

. ¢
v K

score in the top 3 percent of - their age group verbally, mathematically, or pver—

L4 4

o
all. Thus 0nly abput 1 inz 0 sev°nth- raders or- yOuths in higher rades who are
_ 8 8

0y
not yet 13 years old qualif} for the talent search The more able of these 7
' l

.Qg?d to be the ones who actually take the SAI .so for_ !he most patt the Johns

[ 4 «4, ‘o »

Honkins Center for the Advancement of Academicall? Taiented Youth (CTY) which eow

-

conducts - talent searches from Virginia to Maine, deals with’the top 1 in 30,0r

so youths. Interest focuses on those who score at least 500 on SAT-M or 430 on

- IR
E . Sl

SAT—V. By comparison, the average college—bound twelfth—grade male’ scores 493

-

;and 431, respectively. To do ‘that well flve years earller than theée high—schooI

.

i

seniors lepresents considerable intellectual precocity and other factors being

.
3 .

. favorable, potedtiality for accelerating one's progress in relevant school subjects. .
v

-
c. e r.,

How do eligiblertuden:s learn of CTY's annual talent-search? Full explanai N

0
tory/matorials concerning it are sent each f£all to several different Educators &E
1)
every putlic, parqchial and independent school in the region from Virginia to :
o .
Maine that has a Seventh grade. Also, extensive news coverage is sought in this

a
‘,; . f . s —

. _ o 11

v
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geographical area, The student neeﬂ learn from hls or her'school only about

~ o

"o :
the required upper-34 score on a relevant part of an in-school achievement-test

battery.’ The eligib‘e student then reg1sters directly with CTY which in turn -~

sends information about preparing?to bake the SAT in January, as well as much

, L]

- e . - e . L . L
other material L. M ’z - R L AP
v o . -~ ¢ S ’ * " o

Scores from the Ja%Bary SAT, testing come to CTY via its code number, at

a

, WhiCh time (usually, mid-’to late February) information coﬂcerning summer programs -

-~

is sent to all the examinees whose SAT score(s) qualify them for such fast-paced

T~ . A

academically oriented experiences. For example, of the'15 479 participants in

I

CTY's January of 1983 talent search, about 10 percent scored high enough on R S
« SAT-M to become eligible to attend the concentrated three-week residential summer KA
mathematics, biology, ohendstry, physics, computer science, or quantitative economics \
<
pxsogtam- : » . . . L
. .« - - ' - L v - . .
SR : .- *  The "700-800M Before.Age‘J3" Group

LY
. -~ .

In the fall of 1980 SMPY. started a national search for youths who .score at ‘

\

least 700 Qn SAT-M before their thirteenth birthday. oOnly 5 percent of collegb— . '.f

bOund twelfth-grade males score that high We estimate that at a given time

£ : ™ ~
on.y 500 persons in the entire country do that uell before age°13 making them \
/

/

in the top 1////approximate1y 7000 of their age group. One seventieth of 1 percent- -

mathemati//l reasoning ability holds»promise of ‘'stellar academic’ performance,

- especially in the mathematical and physical sciences and engineering, a11 the

way through the Ph D degree atc a~top-level universlty. fhis precious natural
- r .
resource was seldom discovefed before we went looking explicitly for it. In
. — )
the w0rds of Thomas Gray's "Elegy Written in a Country Churchyard’" most YOUthS of
. o/ a0
" this quantitative caliber were "born to blLSh unseen, and waste theivx sweetness Tooe T

on the desért ai of elementary and junior high schools. At age 12 or-'13 many: -

. of them could dispose of the usual f0ur-and-one-half-y-ar precalculus sequence

' '
from first-year algebra through analytic geometry well in three inten31ve summer

weeks. Thus they are ready to take twelfth-grade Y.evell BG Advanced Placement Programt'l

wll Toxt Provided by ERIC

.l '!, R
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\
. 1982 and 1983 taleFt searches, ArizOna State Un1versity s Project for the

o _ . . : . ~ S
p N - . * . . R .
calculus when Just. eighth—graders,.rather than Algebra 1 in the eightﬂ,or

n1nth grade. How much boredom and wasteful time-serving they were spared by
t

“ N T

’ being identified objectively by means of a well—known Secure instrument, SAr!

From November\of 1980 through January of 1983 SMPY found about 250
| \° ol

LY

'<"700-800M BeYore Age 13" youths. These came through CTY's Jahuary .of 1981 e

Study of Academic Precocity, Northwestern Univer81ty [ Midwest Talent Search,
Duke Univers1ty s Talent/ldentification Program (2 were regprted to us in 1981),
and SMPY's national pub11city, ch1efly in newspapers. As a response of- the

Py e
estimated 1250 population of such youths in that period this was gratifying.

‘ ajEven though some of the first 164 were found too. late for admission to the 1981-

fand 1982 summer program's conducted by Johns Hopkins, Duke, and Arizona State,
unmL

. United States. i

'Y
. %
and despite the fact that several of them were already full—time college students

v

and therefore not in need of thOSe classgs, about half of the group attended at -

least one residential three-week\s\\\‘r\session and quite & few attended two,g A'

Ay . .
’ &
three, or even four sessions. SMPY continue;\it;\cont ts with these. remarkable

young students as they strive to integrate their summer educational accomplishments

\

with the curricula of the schools (mostly public ones) they attend across the

¥

£ _>>5‘q
‘ h = ‘

This special search for youths who reason extremely well mathematically is

. Q

conducted simply. Any interested youth ‘may secure from a senior high school a-

‘copy of the off1cial SAT practice booklet, entitled "Taking ‘the’ SAT " study 1:, :

take the test, and if the score on SAT-M before his or her 13th birthday is at

least 700, Send a copy of the score report to SMPY Department of Psychology,

The Johns Hopkins Univers1ty, Baltimore, Maryland 21218 (telephone 301—338-7087)

An examinee may qualify up to age 13'years and 10 m0nths with an’ 800 for every
i\

 month or fraction of a month past “the thirteenth birthday, 10 more points on_SAT.



~q§e 13 score at least 630 on SAT-V (630 is the 95th percentile of college-bound e

N i A - . -
3 . . .
i '

. _
are required For example ~at 13 years and barely 3 months 730 or more is

needed. Obvibusly, we are estimating that just prior to his or ‘her thirteenth

birthday the-Score would have been at least 700. This approximate, probably
cS%servative procedure is needed because thé SAT is not offered every monﬁh of

the year, with_an eSpecially large diatus during the summer and early fall.
L N » ' .

/

- .

‘1 - The’ "630-800V Before Age 13" Group

" CTY has launched a siudlar search for verbal superstars, thq3e who before\\~3

-

.

twelfthfgrade males). Students may qualify, with a score of 800, evenvas old as

14 years and 5 months}_ 10 points beyond.630 'for each month or'fraction of a
month'after the thirteenth birthday..-Score reports at that level should be

qent to CTY 305¢Latrobe Hall, The Johns Hopkins Universi ty, Baltimore, Maryland

21218 (telephecae 3017338-8627)

& [ Sex Ratios S

.

Even though extremely able mathematical reasoners are SOught'constantly across
-

the country in many ways, the sex ratio for SAT-M scores of 700 800 before age 13

' is approximately 15 boys for each girl found. For scores 600—800 the ratio 1s.
I

4 to 1. For 500-800 it is 2 to 1, This sex imbalance is well established for the

J
sixty—five,thousand y0uths in our 10 talent searches thus far, but we do not -

v e
‘know why 12 occurs, - - -

T . . . | . . o 0
Sex differences in'mathematical reasoning ability as asceftained from SAT-M '
VoL . » ' e

-

and similar tests are large enough to be important. In our\bpinion, they meric

,\, 3

sound study to ascertain why they 0ccur and what implications they might have.

for amelioration and’ instruction. It serves no useful purpose to deny the .,
existence of such differences. .The 'what's" are rather‘clear, but-of course the

I o
-

.

S TR
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"Whys" are not. Talent séarches such as those described.heré_provide excellent

' 4 A S EO L
opportun1t1es for much—needed research'2 ey )
T _ . : T ; L
? ..v.c,/v—”‘ '*\ - » B ‘
Youths Who Reason Extremely Well Mechanically e :

‘

As L, have. d1Scussed elsewhere (Starley, 1977), SAT-M was’ a virtually 1deal\

lnstrument for’ the. Study of Mathematically PrecOcious Youth in its formative
stages. Young students who reasoned extremely well mathematically were found
/
' and then studTed further in many waysZ SAT—M SAT-V, and TSWE cOntiﬁue to

serve SMPY's and CTY' s initial 1dentiﬂication needs well, For finding more

AT

varieties of intellectual talent however, a comprehensive aptitude-test battery

\\ e e - .
might be developed by the College Board for use . in the early years of junior s

IS -

high or middle schools. This ‘might becadministered to the 1nte11ectually ablest

s
o
~ e I

5-10/ of the age group in a search for persons h1gh1y apt in one or more of at’

least’ half a_dozen- valuable intellectual ways. Business, industry, and the pro- -
Pl

fessionsb\eed'more than\mathematical and verbal reason1ng ability and knowledge

' . g

oﬁ,*he mechanics of English expression. . | ’ e '“f“””"'«?yﬁ;

1

For'example, most of the nation's schools give little attention to the

need for skilled maintainers of technical hardware whose excellence in mechanical
reasoning, nonverbal reasoning, and spatial relationships has been utilized from_

3

the early years to make them highly proficient. Seldom do. educatorsleven know__——;—%ff

who the young students scoring extremely well in these respects are,'or care
- ! -

I JRRp—

‘much about their special abilities if they do. Many potentially splendid re-

pairers df copying machines, computers, electric typewriters and word processors,
l

&

Some other reports of SMPY's and CTY's research development and service are
Keating (1976) Stanley, George and Solano (19’7 1978), George, - CoHn, and Stanley
(1979), Fox, Brody, and Tobin (1980) Benbow and Stanley (in press), Benbow and
Stanley (1980 11981), Bartkovich ‘and Mezynski (1981), Mezynski and Stanley (1980),

Eartkov1ch and Georéz (1980), Fox and Durden (1982) Solano (1979) Stanley (1979),
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. televisiOn sets, . : . .
/e’ectronlc musical instruments, plumbing, and automobiles bec0me rout1ne service

B
- Y

) persons~o£\mediocre engineers, instead. - Often, PUPLIS who perform poorly in

Ly 13

academ1c subjects are shunted to the semi—skilled or skilled trades by default,
rather than because. they have the requ1site apt1tudes for them. The first step_
toward alleviating this unfortunate situation is to call attentiOn to the large

pool of mechanical spatial and nonverbal reasoning ability. This could'prob~ o

»

, ably be accomplishéd best by a comprehensive national,talent search at the

is >
N

upper elementary or jurior high school level. We at SMPY and CTY are devising .
_ ¢’ 0 :

ways to,start that search.

The Dire Need for Longitudinal Teaching Teams

"‘ 4

- hardly suffi‘ient. As some wag quipped, "You can t major in IQ." Another said
gh IQ and fifty cents you can’ buy a cup of coffee. . Mentalﬂpotenrf

tial#fy 1s merely an aid to learning. The qualfty and extent of learning
. ’

pend great ly on educational opoortunities available to the would-be learner.
ot

In turn, such opportunities arise from the adaptability of school systems to

the varieties. 1d levels of intellectual ‘talent they are meant to serve. Therein

.f

lies a serious problem that can be illustratedgby quoting erm Stanley (1980)

_/,P—W!}ile—highly—Successful,_m-s‘-various—[educationally facilitativa o
. procedures occur only because the age-in-grade, Carnegie-unit lockstep
” of schools, both public and private makes such heroic measures ‘essen—
rial. If schools'were organized differently, SMPY would not have been

necessary-—nor” indeed would the present special provisions for most

_——

slow learners. In my opinion, age—grading for instruction in academic

school subjects has crept insidi0us1y upon us as we haQe moved from tu-

rd

torial ins'truction and the one-room schoolhouse to thke current situation.
It needs to be reversed. But, regrettably, that will not be done easily -

. .
————

or quickly.v-

16
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. My proposal in the'area of mathematics is‘for a longitudinal teach-
. ing'team that spans kindergarten through the 12th grade in amschool o

system. Working from a. mathematics learning center ‘the Various members

°

of this team would be reSponsible for meeLing all the mathematics need7

}iof all the students in the school system. The buck would stop with them.

>

Every student would be helped to meet clearly stated rather substantial

criteria of mathematical competence. A few students,would accomplish

these early, perhaps by age 8; .a few others would have to work hard until;'
age 13 or so in order to attain the minima. Some?students would'proceed

’ .

far beyond thezginimum essentials, others would stop with them and devote

[N
their efforts thereafter to other" subject matter. '

Much of the instruction might still be in groups, but not agergraded

!

ones, Attaining levels of achievement instead of AS B C,: grades w0uld
- _be stressed All members of the longitudinal mathematics team would have
to be highly competent but some . would specialize in helping slow learngrsy

-

and’ others in helping fast—moving students.

’

Sl ) -]

Obviously, this longitudinal-teaching—teams model could be applied"'M‘

. N
’//to/othercsubject matter areas Such as language arts, social studies,

science, and foreign-languages._ There might also be similar teams for
the fine arts, music, drama, physical education, and social and emotional
development. Attention to individual differences, both within areas and

across areas, would be increased vastly.

4

,""

I sh0uld certainly like to see a sizable public school " system.pioneer

this project for at least 25 years. Because of problems that one can

, readily- anticipate.and many .that one cannot *almost certainly this would
be extremely difficult. "1 believe strongiy, ho&ever, that some such plan

is our only hope for the educational future of America s youths. CAll

else will be sorry stop-gaps.

§-. N
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. "",\ +“* SUCCEEDING WITH YOUR SCHOOL:
R U ADVOCACY:FOR.GIFTED CHILDREN

vh,iﬂk& o Jer1 Deckard

Programs for gifted ch1ldren are:often 1n1t1ated and budget-
arily ma1nta1ned through parental 1nvolvement and parent
Support groPps e : :
Where Do We\§egin .
Oregon Assoc%atidn for Talented znd Gifted throﬁgh(ii?%)?arents
" To-Parent D1v1s1pn i's developing parent support chapters through-.
out the State of. Oregon These chapters, compdsed of -parents;:
educators, administrators and invelved community members, have
as their goal the initiation or c0nt1nuat1on and expanS1on of
programs for talented and gifted children

Where Do We,Go From»Here

Knowledge and training will help parents become the best
advocates for gifted children. . Parents need.to know what
1nformat1on to acquire, what the1r rights are, what the rights
- of the child are, how they can actively participate in the
education process, thé overall functioning of the schools, |
. how to create publ1c awareness and how to influence the. dec1s1on
‘makers. . .

o
L]

"*Each Parent-To-Parent Chapter sets goals for its area, provides.
leadership and training for its members. PTP has recently
published a ‘handbook for parents entitled Your Gifted Child:
Masterpiece. In The Mak1ng This book is intended as a resource
guide for parents both in terms of understanding giftedness and
gifted education and in developing skills necessar} for working

- effectively with the educational .system.
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- for Talented and Gifted . .
~Gifted Children Newsletter, Oct. 1982, Vol. 3,
No. 10, "Advocates Say Edutate Thyself!"
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' - CREATIVITY. THROUGH DANCE

o
- .

- by Gwen. Curran
Head Teacher, Magnet Arts School - Director, * Youth Dance Company, Eugene, Or.

A Y
.~ . .. ~,
. . M . . .
X . d ‘ -

Wz,

Humans have danced since the beg1nn1ng bf time in celebration
of life in,all its aspects: As ‘each tribe developed into a culture,
-the educat1on of the young a1ways included both organized and free -

~dance experlences‘,_Only within the,modern western world have we
" put more emphasis upon a static,‘intelléctual style of learning.

Both the rat10na1 and metaphorlc minds ‘must be educated
The right cerebral hemisphere prov1de§ the inventiveness, creativity
and challenge to conformity needed to grow into a sensitive human
being. Dance, as one of the non-verbal.ar's, allows the child to-
explore and define the world as he/she moves-through that- world.
" Danc® provides the child with another mode of br1ng1ng the parts
together and f1nd1ng the universal whole.

l ’

D - Dance has three elements.that prov1de the framework for . S
creating movement experiences: Space, ‘Time and Force. Space

can be unlimited or, restricted for the dancer, but.always involves
diréction, level, r¥ange and shape of the mgaefient in and through

the spacs. The fee11ng of unlimited space can be felt by the

. student danc1ng alone in a park or playground versus the restrictions

of a c1assroom with many other dancers. . Different motor skills
and ‘'space perceptions are necessary to feel comfortable in both .
settings. Most young children and beginning dancers will run and
. run through the space with no thought of how they are moving or
what variations are possible. The.dance leader must give them ..
space problems to discover the variety of possible movements and
the necessity of awareness for both safety and aesthetic reasons.
In a large, open space ask the dancers to move quickly from one
side of the room to the other. At least 90% of them will run!
‘Ask them to do it again, but use a different movement ‘Now the
variations will begin to appear.. Through' this process of elimination,
the students will discover other ways.of moving through the space s
without. you programming their response. 'Now you can move to the s
exploratlon of levels by ask1ng them to move. through the space in a
new way and.add going down to the floor at least one time on their
travel across the room. Have the dancers repeat this again before
guiding- them to movements which take them off the floor. Then combine
the three levels, low, middle, high. Have half the group "perform"
for the other half and you have finished your first lesson in the use
of space. Build on this experience in the following dance periods
by adding changes in direction and range. The repeated use of the
terms "space', "level", "direction'", and "range" will begin to register
1n the dancers minds and a new vocabu1ary will be formed. Now the
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students need to deal with. the element of force on its cont1nuum -
; . from weak to strong. Using the skills. already learned guide the
children through movements that feel heavy or light, soft or hard,
floW1ng or jerky. As they become aware of the amount of force . =~ .°
they use to move a hand or head or the whole body, they will add v
. a new dimension to their movement knowledge. "Time, as-an element,
is essential in"all the arts, but most exciting when handled in a
creative way by a'skilled dancer.- Fast and slow are obvious points
. of departure for the beg1nn1ng dancer, but are still dealt with by .o
) ‘the professional choreographer.  Understanding of phrasing, accents=
‘and meters lead the dancer to a deeper awareness of the unlimited
possibilities for dances which’ move with, through and around musical
compositions, Dancers should also make their own sound fot dance.
Mov1ng with no sound, the use of hands clapping, feet stamping or
voice sounds are some of the endless possibilities. Body shapes are
alsg\y1ta1 to the .dancer and actually combine the first.three-elements’
: ' as we move acress the performance stage. - Isolated. body movément
' s combined with stretching, contracting and locomctor, skills lead
the new dancer to carving in space exc1t1ng and mew shapes. -

e
<

' The elements of dance are learned in a sp1ra1 style.  The
dancer builds, always builds on the past exper1ences and never stops

creat1ng new movements’ 'b -
Lo, T . Dance techhiquesis gained through sweat and risk taking. The -
2 .5 ; dancer must be contifiually challenged to look for alternatives. Artistic

°. growth does not take place at the plateau of comfort. Growth can
N “*only happen when we experience discomfort.or stress. Then the spirit
' searches;for that ‘solutiion which W111 bring harmony to body and m1nd LT
- e : :’.Tl . J i .
U Dance explorat1on br1ngs students to an excitin 1eve1 of
- risk-ta¥ng.and .thergby ‘to the crgative process. All 2 ;tists use. the
"=y creative process ito' produce paintings, plays, concertos, or ballets.
Whether the art1st works: in 1solat1on or 1n cooperat1oﬁuy1th a group, e
< the’ _process rehains’the . same.
. 1.- State the problém. : - o
. _— 2*—Se1ect “the mater1als. ) RN
’ '_ "3 ‘Improvise.. - : - :
'4. Produce the art piece. ) _ ",:'* f; >
. s %valuate.~»» ) I
With beginning danCers, the leader/educator will state the problem,
select the mater1als,,and guide the students through the frustrat1ng
improvisatiqnal perlod to production and critique. With experience,
choreographers will..emerge who want to take total- control of a dance

piece. Solo works are more common, but group work can be executed . ,
. by beg1nn1ng choreographers when gu1dance is proV1ded by the teacher/daycer;‘
LY ;::. -

. - Dance is an.ephemeral art. It is phy51ca11" demanding for the - - ,
T stUdent Quality dance requires constant nurturing and continual practxce.

- for the dancer - who must possess talent, creativity, skill and

ded1cat1on.
- t 3
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BRAIN RESEARCH AND THE EDUCATION OF TAG STUDENTS
) . Robert Sylwester ST
Professor of Education , :
- University “of 0regon

oy - .
: . Full many a gem of purest ray serene ) o
The dark unfathomed caves of ocean bear;
Full many a flower is born to blush unseen,
-  and waste its sweetness on the desert air.

(Thomas Gray, "Elegy Wr1tten in a Country Churchyard")

We always.llve at the time we 11ve and not at some other time, and
only by -extracting at each present time the full meaning of each
present. experience are we prepared for doing the same thing in the
future. ThlS ‘1s the.only preparation that, in the long run, amounts::
-to anyth1ng (John Dewey, EXPER;ENCE AND EDUCATLQN)

Learnlng is not merely a' process of addlng on to prev10us knowledge.,
. Rather, it is a dynamlc and continpal- mental reorganlzatlon that
draws on maturation, prior. exper1ence and 1ang3age factors in its
a search fox- equ111brat10n ‘(Jean P1aget)~\ N

_Type A Behavior is a chronic, incessant struggle to achieve more
‘and mbre in less and less time. It is characterized by a free-
floating but extraordinarily well-rationalized'hostility; by an -
Loverconcern for numbers, quantities, and ®valuation; and-by an
L. 1nsecur1ty .about status.. It often leads to early coronary illness.
(Meyer Friedman and Ray Rosenman, TYPE A BEHAVIOR AND YOUR HEART)

‘ ~
- . : .

. . Talented people are really godd at their specialty. They can do
" things in redlity that the rest of us can only do in fantasy, and so
they lend cred1b111ty to our fantasies, ' It's generally’bleasant to ™
observe talent in others, if we lack it-in an area that we apprec1ate
. Glfted people spend a good part-of the1r 1ife wa1t1ng for others to

. . rcatch up with their level of understanding of the patterns that

- " connect seemingly dissimilar things. By the time ‘others catch up,

the gifted have moved on to another level, ‘to other interpretations.

. "< . The spark of genius in one generation oftep ‘becomes commonp1ace

. . knowledge in the next. /

« . .
-

When Isaac Stern comes to town for a concert, people dress up and go

_ -+ out to preconcert dinners with friends. ‘Food and conversation are
followed by two hours of beautiful musig, uncommon interpretations,

- of common notes. Post-concert conversations and danc1ng cap a ‘most

‘pleasant evering for many groups of friends -- an evaning sparked-

and centered by Isaac Stern's superb playing, but extending well
beyond it. Gifted/talented people directly and indirectly enhance s\\&
the 11ves of many others, enr1ch1ng c0mmun1t1es. ,

.
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explorations of the inner self.and the external environment . --->..

. )

Areas of More or Less General Agreement .

The human brain is a curious, exploratory organ that actively
experierices, 1nterprets, and changes the surrounding env1ronment --
applying models it develops to the reality it perceives p
The brain responds best to novelty and intensity, to intellectual
stimulation appropriate ltS level of cognitiVe development
Tts complex chemical/electrical neuraL.dec1Sion proce551ng sequence
permits a w1de _range of cognitive responses

~
Its compleg hierarchical/temporal/back front/left-righg’organization
permits rapid cooperatlve/competitive interaction with-itself and.
w1th .the brains of other people ' u

Unconsc1ous aro:Eal‘and emotional processes .can affect cognitivg-

activity -- enharkin /inhibiting creativity, 1earn1ng, and behavior. = .

Similarly,.cons cognitive activity can affect unconscious

' processes. Drugs, can affect" c0nsc1ous/unconsc1ous cognitive activity.

~. . . -

Large amounts of the neocortex ave not committed to survival or T

immediate body control -- thus allowing for the. development of

culture art, fantasy, friendship, etc. .

The brain experiences a rapid initial grdwtﬁ (during pregnancy and  *
the first year) of preprogrammed areas committéd to blological
‘survival and the smooth operation of the body and its movements.

- It experiences an extended (childhood-adolescent) rhythmic growth
and integration of connectiofis among areas committed ‘to the 1earned

-
-t

problem solving and socialization skills. : -

~

Stress, arising out of the brain's misinterpretation of potentially
threatening environmental changes, is—a maJor cause of human illness,.

-

The range of untapped cognitive abilities is far more extenSive than -

prev1ously,believed

- -
- -
~

The quality and quantity of parenting and teaching materially affect
-the maturation of the braim and its functions

-

: - 4
R} N -

It's not certain how the brains of gifted/talented people differ from
those of normal 1nte111gence/ab111ty Factors that 1nf1uence the
.cognitive edge g1fted/talented people have may: indlude:’ (1) the speéd
at which the brain functions, (2) the-number and efficiency 6f connec-
tions within a specialized brain ,area, and ‘between areas, (3) the
ability to focus intently on a task ‘to mastery, - (4) the efficiency
of memory mechanisms and skills, (S) rapid analysis/synthesis mech-
-anisms that identify relationships (6) efficient language'and ~ - °
spatial mechanisms. - o T

2
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Citizen Creativity Through A
. . Community-Based Gifted Program -
. : ' . ey
. . ) . Jayasri -Ghosh, “Ph.D.
’ ‘ Executiye Director !
Tacoma Area Council on Glftedness B ' Lot
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We live in a changing society vhat“continually asks us to define
T and redeflne our roles as parents, workers and contributors to
sngiety. leewlse, we are forced to continually assess the educa-
tion of our chlldren who have to be tralned to meet these changing
; expectatlons of our soc1ety. We know that thlS big undertaking
: can no longer be the exclusive domain of the schools? ' In fact a
recent paper on Excellence in Education by Gardner ‘emphasizes that, .
"the. educatloquf our citizens will be less and less the monopoly
.. of the schools ‘in the formal and conventlonal nses of the texrms <
" and thelr futures will be promising only if whdt they undertake
to clalm as thelr proper and legitimate role is fitted to what they-
are uniquely able to do well." Furthermore, we are moving away
from reliance on institutional help and towards the era of self-
help. (Nalsbltt 1982). “people want .to be able to equip themselves
. with the necessary tools for learning so they" can solve problems
' on thelr ovn. It 1s, “therefore, loglcal that educators have to
recognlze Lhese trends and be\w1lllng to work with parents and the
- community to make this partnership betWeen schools and the communlty
. dynamic andlmore meanlngful -

[ ., At o T
Cltlzens in a communlty can with proper guldance arid educatlon
have a tremendous impact on shaplng the future of their children. _
This is a preq;ctable and powerfuL "Pattern for the future." The :
business of parents 1ncreas;ngly 1nfluenc1ng their children's ~ -
. future will not ‘be without important sé!ondary effects. "As parents
éfﬁ\ . . reassert their rights, they will also become actlvated to influence

" . other social 1nst1tutlons such as the schools in dlrectlons they

see as lmportant

[
<

The‘purpose of this paper is to dsmonstrate through the des-
cription of a community-based service modél, how c1tlzens in one
area, i.e. the Tacoma Area in-the ‘State of Washington, created a
R supportuve network for a;“neglected grovp'-its gifted youngsters- - .
by drawing attention to their umlque learning needs and designing
: . 'model programs for use by the community. I will also demonstrate .
. How the Council influenced the schools. : e T
. . ’ - e N ’ . ¢
When the 1dea of the Tacoma Area Council on’ Glféidness was T
conceived, very ggw -opportunities were available for glfted young-
. - sters in the Tacbma and Pierce County area. The pressure for
"1mprov1ng basic education combined with compllance requlrements
attaCh_eg_EQ__fﬁd&tal—an&state laws - for special education and: —— *——~—'----~~;
———w—‘”““_ﬁflzhéual instruction had all but eliminated resources:avallable
in the past for gifted education.? Many frustrated parents were - ~

_———_———turnLng—to—the—pzxvate—schools—for~help———Those-ﬂﬁn%could~not ;
- ... afford thlS option had no where else to turn for enrichment oppor-,

L} .
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‘tunities tc challenge ‘their gifted,children. TLast, but,not least,
-there were few teachers and educators speclflcally tralned to work
with glfted and talented youth. Tacoma, Wthh is prlmarlly a blue-
collar communlty, did not view itself as the home of hundreds of
gifted and talented youngsters.

. . N
* .

Thé Tacoma Area'Counc1l on Giftedness was establlshed in October,
, * 1979 to.meet .the needs of gi fted youngsters. The Council was com-

. posed of representatives from major businesses, publlc and private
agencies, civic and professional. organizations, private foundatlons,
and a large number of volunteer citigens. It was created as a
result of the concern, interest, and imagination of a-parent who
felt: that her child needed more challenging opportunltles than
those available in the local schools. The specific goals ofthe ‘ -

., Council were to (a) improve available resources.for gifted students
in Pierce County and (b) increase public &nowledge and appreciation
of giftedness. The Council's long-range goal was to create suf-
ficient priority in the greater Tacoma area’ for glfted educatlon-
to ensure that adequate' public and private funds were devoted\to :
expand and sustain these pilot efforts. '

The Founders .of the- Councll 1dent1f1ed four spec1f1c needs
related to glfted.chlldren' . B

4 : : -

-

N

'm(l) The Tacomar area needed a broadly—based organization
: that could orchestrate a system to assess the needs
of the glfted, 1dent1fy options for meetlng such
; _needs, advocate, Lnstltutlonal change, stimulate :
~collaborative efforts on model _programs, and develop
sufficient community awareness and concern to see
that-pllot efforts obtain the necessary ‘resources
to contlnue and expand in the future.

(2) 'I'hern needec to be a nethod for contlnuously inven- y
O torylng current options for the gifted.- and sharlng
-these with goncerned teachers, parents, and talented
AR youngsters themselves. Current services were frag—
mented and. 1solated

(3) Educatlonal and counseling sexvices needed to be
' provided:for parents, teachers, and othérs. deallng
.. with youth $o that they could better identify and
. assess the needs of individual talented youth and -
o support these needs more effectively.

.

(4) Tacoma needed to be shown that it was pgssible to -

" increase the array of learning opportunities ‘for .
gifred youngsters th*ough ‘the shared respon51b111ty
and resources of a coalltlon of concerned 1nd1v1duals

. and- agencies. ' : S K

It should be noted that the care taken in formulatlng these four:
objectlves proved 1nvaluab1e ‘to both the Steerlng Committee and

-
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to me as Dlrector ln subsequent - declslons and lssues ‘that faced

the Counc1l
J

. .
Establishiné the Networh

k]

Those of us working in the field of gifted educatlon know
that there are many myths surrounding what gifted children can
and cannot.do. Their spec1al needs are not always_readlly or
easily understood by parent, educators, or thé members of the
professional and:business community. It was, therefore;-very

. important for us to take the time to educate different community
groups to create an awareness, and.acceptance of the Council's

) goals..,Thls was done by personal contacts and presentations -to

7/ ,parent groups, 'social and service clubs, school superintendents,

prlnclpals, schoolﬂﬁoards, teacher groups, PTSA's,.TV-interviews,
talk shOWS, and newslettersl\ Naturally, one cannot be a shrinking
v101et and yet accomplish such~a_task effectlvely. The contacts
made through this process tlater proved most useful as the Council
later reached out for support and endoresﬁnent for its activities.

The services of the Counc11 fall into three categorles:
. ’ oL . " ' -
(1). Direct sexrwvices to gifted students . S )

(2) 1information and counseling'servfcespfor parents
and community members

- (3) ‘Assistance to public and private schools, and

~. i
\\\\\\ institutions of higher education. ,
Services to students: T R

+

The programs dssigned-by the Council for the students were
created originally to-fill-a gapj‘sincerthexe\!gre few ‘enrichment -
opportunities for gifted and talented youngsters ln\the greater

. Tacoma area. Services to students have been prov1ded in_two for-
mats: (1) Enrlchnent classes and (2) an Annual Learnlng Falr.

(l) The enrlchnent classes are prov1ded for chlldren in grades_
4-12., ‘These classes are scheduled after school hours, on weekends
“and located in several facilities in the Greater Tacoma ‘area. ~
Each class. enrolled between 8-15 students .and covered a variety *
of topics in.areas 'such as geology, astronomy, physics, poetry,
creative writing, cartoonlng, social issues, journallsm, computer
programming, egc. We have'offered at least 18 enrichment classes
/in the fall, winter, sprlng,.and summer of each of the years we
./ have been ‘in operatlcn. While we originally intended to serve
~/~—children between ages 10-18, we discovered that we had many cons .
- cerned parents seeking enrichment opportunities for their preschool
age gifted children. Consequently, we organized some classes for
these'youngsters and: found them to be quite popular.

30
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_Early in the progect, we recognized that the ennchment classe.,
were one of the strongest - components of our program. While we
invited students to attend and provided ‘scholarships for those \

"..students who could not -afford the tuition, the Council staff also -
encouraged schools and parent groups to'organize similar pragrams
on their own. As a result; we have seen a tremendous growth- in
the number of. leanung opportunlties for’ bnght youngs ers in the;
county. . . . : .

There are some m\portant points relatlng to the organlzata_on‘
of ennchment Classes Wthh are useful to remember: - i

(a) Always 1dent1fy clearly the populatlon you Want

to serve. Identification and screening of gifted )
students is very important. This can be done by "
examining ability and aduevement data of students. ,‘ ®

~(b) The goals and objectives of the courses have to be
attainable, measurable, and xelevant to the needs
of the gifted and talented students that are being
served ‘ _ . . o e
(c) Selection of courses-has to be made on the bas1s of'
: student needs and 1nterests.\

~

= . (d). Courses must encourage students to examine new and
" current thinking and allow them to develop Creative

. : tlunklng and problem—sol\rlng ablllt;es.‘
(e) Selecting instructors who are experts in the field
is a must. These instructors can come from public-.

vy ~~ or private schools, colleges, the business community .
or serxvice clubs. It also becomes important to
>, ~orient and train thexp to the spec1al needs of glfted
,students. o )

. L]

(£) Use local resourc'es and different sites in the com-
munity to build.support and visibility for the program.
. . . b §
“.. (@) Use and train volunteers (parents or interested. com- ) o
. munity members) to observe and even participate in. s
. » the monz.tonng of these ennchnent classes.

(2) “Iearmng Unl:.mted", the- Counczl's annual learnmg fa:....
was. or:.g:Lnally conceived by members of the. Steerlng Committee as a
-~ 7" means of drawxng some attention to the work of the Council and with
" | the idea of providing gifted and talented youth with a unique exper-
'« ience-a day long array of courses that would allow duldren to
'explore ideas in’ areas. such as science, mathemat:.cs, aero-space ‘
or laser.technology and the like. This fair ‘attracted 30C.young-' .
sters the first year. The Fair -was deslgned to encourage parents:
to attend sesslons along W:Lth thelr ‘children or to attend seminars

- 13




designed spec1f1cally to help them to better educate. the1r glfted'
children. Learning Unlimited has been held four times since 1979
and is now regarded as:an annual educatlonal event in the Tacoma
area. - R R ) ~ '» 9 B . E ‘ .

i

Another 1mportant serV1ce to students was access.. to the
CounC1l's resource center td cbtain referrals for counseling, -
soc1al, or vocatlonal opportunltles in the communlty. '

4 _ v - :
e’ Serv:ces to parents and -the’ Communlty

In order to gain acceptance and publlc understandlng of the
- Council's goals, we had to insure that all .youth-serving agencies
had the necessary information which they in turn could disseminate
‘to interested parents. We established .a .counseling and referral
center and followed-up calls with information packets that spoke .
to the specific questlons of parent and. interested community  mem-
" bers. We also established a resdurce center of over 500 books and
Journals on gifted education-the anly ane of its klndiin Prerce
County and open to any nember of the publlc )

Cne of the most effectlve ways to gain support. for the Counc11

proved to be our quarterly newsletter. This publication contained

) regular llstlngs of the Council's enrichment classes, listings of
other of ferings for. gifted and talented students in the community,

_ 1nformatlon for educators, and relevant articles on gifted educa-
“tion. Todaymthe newsletter is mailed to almost. 5,000 homes. . The

: Councll has also complled a resource directory of enrichment oppor-
tunities within the Tacoma community for gifted children .and youth.
 This publication is avallable to any 1nterested membexr of the
conmunlty < . . .

. 'In addition to the counsellng and resource center, the Council
also has over the years organized seminars for _parents deslgned
speclflcally to answer and address some concerns they might have
‘on raising their gifted students. Our efforts have also been
. geared towards enabling parent groups for the gifted to educate , .

«  themselves as effective spokespersons for glfted students 1n thelr
-respectlve school dlstrlcts. :
b

~Serv1ces to educators:

The Council's sexvices “for studen s and parents have always )

“bean: ‘designed to supplenent and not supplant services provided for
children in the schools._. _As. an independent organization, the

. Council developed a good worklng relationship’ with public and pri-

* vate schools in Pierce County. . Serv1ces toschcol districts have
included technical assistance for program development, intensive - -
cou.rses for teachers, .training to teach the gifted, and sponsor-
ship -of meetings of coordinators of gifted programs. The Council

+-has also served in an advisory capacity to school districts.

o ; . R N
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For example, at the urging of the\Councll a task force was created
‘to advise Tacoma Public Schools. > ~—
.. \\

. 'The Council has also served-as a resource to ~the localelleges
rk

" and universities who have no staff specifically trazned to

in the area of glfted‘ education. They, too, have come to~ v1ew us
as ‘a resource center specifically to cobtain current information™-
in the field of gifted and talented educatlon and rely on us for
information o current courses and workshops being offered 'in the
state and in the nation. Perhaps the Council's most prominent
success in engouraging higher education's’ involvement in gifted
education has.been the "Summer Scholar's Program" _ This effort,
represents Washington's first residential program for gJ.fted high
scho"ol students. The project was organized in collabodration with
Pacific Lutheran, University and will serve 50 gifted high school”
students from across the state of Washlngton dunng the Summer of
1983. :

'

The concept of the Council as an lndependent organization work—.

1ng beth as an advocate for gifted students, and facilitator of
"programs for gifted students, is a workable one. This model can
easily be used by other communities with needs similar to those
of the Tacoma area. Several factors I feel have contnbuted ‘to
the Councxl's successful operatlcn in the Tacoma Area.

. {1) The clarity of the goals outlined by the Councxl'
' founders proved very useful in des1gn1ng the ’
programs and setting the course operatlon s for
the Councxl

(2) The Steering Committee of the Council were
genuinely interested and ded:.cated to-the .
goals of the Councxl ‘ : '

e (3) V_The ‘availability of trained staff who were not
. * ~only willing to continually educate people but -
were also willing to be creative in designing
programs for student and parents to maintain -
support and 1nterest for the Council's program.: '

(4) »n supportlve commuruty that e\:pressed thelr sup— ‘

- port by. joining as members of the Council, donating
resources, and by joining as volunteers.on the
AT various task forces as organized by the Council.

support and office space since the Councrl started
operating in 1979, «

o

(5) :The support of vle major Foundations over the four"
years that the Council has been in existence.

33

-, The: University of Puget Sound.provided in-kind o

~



Funds for the Tacoma Area Council on Giftedness came' from the
Northwest Area Foundation, Weyerhaeuser Foundation, Cheney Founda-
tion, local sexvice clubs, and donations from members and the
community. Since the grants are ending this year, the Council is
exploring the idea of tuming over some of its services to varlous
other”agencies such as AAUW (Amencan Asgsociation of University
Women), Junior League, the schools and universities in the area,
and a newly established, county-wide parent group in Tacoma.
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REALITIES, RECONCILIATION, RESOLUTIONS
. . . for the
GIFTED CHILD from a DIFFERENT CULTURE

Alexinia Y. Baldwin, - PhD

-~

_ The three R's of this paper seem to symbolize a
"back to basics" intent. This is not the intent although
some basic ideas and attitudes are necessary for the con-
tinuing care and concern for our gifted population, eape-
.cially those from different cultures. A clarification of
these basics will be possible only if we look candidly at
the realities surrounding education of ‘the gifted, consider
subsee\ent means oitreconciliation of these attitudes and
ideas, and resolve to creatively plan for the future patterns
of education of the gifted.
. ¢
Realities for Consideration
The realities that are~11sted below reflect the general :
perceptions that are related to education of the gifted child.
A careful analysis of these realities will provide us with some
directions for the future.

1. The attitude of the general public toward education of the
-gifted still reflects inconsistencies in the acceptance
"of the concept of giftedness and+*the attendant need to pro-
vide educational programs for those exhibiting such traits.’

Mortimer Adler (;982) for example has suggested the The -
Paideia Proposal: an Educational Manifesto, that the same
course of study and the same objectives for all children

. through grade twelve, prpperly taught, are sufficient for:-
children of all ability levels. ‘This reasoning is lauded
by many people today. o - : - ' :

The inconsistency of the public’ s attitude is further re-
’)ﬁ flected in its willingness to provide services for gifted
" ‘children when federal monies are available and its haste
" to eliminate services and consider programs for the gifted
expendable, when these monies are not available. "

-~ Among those parents and community individuals who realize -
‘the tragedy of the neglect of this human potential, the
sincerity and concern is present but their voices. are often
unorganized and too weak’ to, insure continuing programming.

1.
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II. Another reality is the inconsistency among those of us
who are planners for education of the gifted regarding, .
a) who the gifted are, b) how we identify them, ¢) what o
‘and how we teach them,-d) who will teach. them, and e) how
we will evaluate what has been taught to them.

a) Dr. Jemes Callagher in his discussion during the 1983 |
International Conventibn of the Council for Exceptional '
Children in Detroit, alluded to this inconsistency when he
echoed the complaint that is heard many times regarding Qur
gifted programs-"Why.is my child considered gifted in

School A 'and not in School™B?" or "What difference ds there
between my child who has an IQ of 134 and 18 designated

gifted and my other child who has an IQ of 132 and is not
designated gifted? Is one gifted and the other not’"

Unfortunately, at this point in time the renaissance in
L education of the gifted "has not afforded'the public a
clear differentiation between giftedness as a philosoph-
ical concept and giftedness .as appropriately defined to.
meet the requirements of a-particiular organizational
pattern within the ‘school and the restraints of budget
and staff. The politics involved in getting legistlation
" ‘passed at both the state and federal.levels- has required
" pragmatic inclusion pr deletions within. the true or philo-
sophical concept of giftedness -
A very ‘real inconsistency is thescontinuing lack of a
proportionate-number of black and other minority students
e . in educational programs: for the gifted. This.reality
o, : should be a great concern to educatérs in general and
: ‘researchers and program developers specifically. .
b) Another reality we must face is how we will iden~-
tify the gifted. .This problem coptinues to surface
" during discussions-on.education-of the - gifted. Joseph
Renzulli indicated during the open discussion of a hearing
o for the National Council on Excellence which was held in .
. ~ Boston, October, 1982, that he felt at this- timé identi-
' fication was not a crucial issue in planning for the gifted.
- His statement is based on the extensive experience he has
" _had in this area and his research with the Revolving Ddor
Identification procedure. In this procedure, ‘the pool. of
children‘identified is expanded to as “much” as’ 25% of the%;_ o
school population. Perhaps Dr. Renzulli is correct;.how-
ever, there are many - ‘people ‘'who are concerned about -the
. procedures that are generally used for identification and
the standards which have been set for selection. All too .
. o _¥often and in spite .of the enlarged pool, identification ‘
of the minority. gifted children has been difficult

&
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The next set of realities are:
-¢) What and how we will teach the gifted.and
d) Who will teach the gifted.
. “This set of realities can be seen in the inconsistencies
. . that are evidenced in the proliferation of teaching models
T being used in classes for the gifted. |
The v&riation from state to state on the matter of teacher
. certification and the- plethora of qrganizational patterns
« "suchli as pull—out programs, resource cgnters, self-contained
classes, just to name .a few, add to the list of. inconsis-
tencies to be considered.

.- Other questions we might continue to ask are: What consti-
.tutes a qualititatively different curriculum? Is there a
special curriculum package which we can designate.the "gifted
curriculum? Can you develop a special curriculum package
for the culturally different? Some say we can others say
no.. . ' A » :

Last but not least, e) proper evaluation of programs for

the gifted as well as the evaluation of class activities

by the gifted pose great problems“due to the unlimited

possibilities for development among the gifted population.

How do we proceed? What.evaluative instuménts-should we x S

use? All of the questions which are not fully answered o

represent a reality which we must face. The task is ’

_ doubly difficult when we consider evaluating the progress
. » of a gifted child from a different culture.

Using these foregoing realities as a backdrop for my dis- _ -
-cussion, I would like to pursue. ways of reconciling the uncer-
tainties which have been present as realities within the area
of education of the gifted, and suggest further steps for the =
resolution of these problems in the future. .

. The problems and concerns of the the children from different
cu1tures .and the effect of these realities as stated, on these
children,will be discussed. It. is my hope that the concerns of
other gifted children, e. 8- physically and-emotionally handi-
capped, will be discussed agaifist this background of - realities
during some future program. e

-

s
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= . o ' Reconciliation /”

-I. The attitude of the geng;al public is unders andable in view
of instances in history, of mtsuse of the designation of gifted-
ness or genius; however, experience and s greater awareness of
the pedagogical "and philosophfbal imperatives for recognizingQ o
and planning for the gifted 7hild should make the message to -
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~our publics more acceptable. It is unfortunate that the'

existing regular school programs in some public schools were so

-

lagking in creative and innovative strategies that programs which

were offered for the gifted were in many ways what should have
been vffered for all children. The exemplary planning. for the

This is’ 'a decided plus for education of the gifted and an argu-

ment against elitism. The North Carolina schools for the gifted

are examples of models that are being -used, not ‘only to improve
teaching techniques throughout the state but to experiment with

new designs in curriculum. development. We~must, in this country

be careful that we don't. settle for mediocraty. As Garry Wills
(1983) .has so aptly stated, :
"The most intimate," self-engendered enemy of democracy
is envy, which kills the generous. feelings of admira-

 gifted has, however ,. become a model fot programs for all children.

tion. If equal education makes people’ re*ent excellence- °

makes me, for instance, feel wronged that there are

Newtons and Einsteins in the same world with’ my fellow
‘mathematical ignoramuses-then it destroys its own foun-
" .dation." [Pg. A67]

Can . we afford not to recognize: and Provide for this natural

resource which is found in all cultural groupings? The, answer
should be a resounding NO: This right to an equal Opportunity
is crucial in considering the gifted child from a different
culture. Attitude is important in that it establishes a philo-
sophy or mind set for approaching the problem. ‘A start. toward

this goal would be the ,acceptance of the’ assumption that' gifted- -

ness does not. manifest itself in a manner which can be geneti-
cally ascribed to that grouping. The needs of this gifted

.minority within an educational minority must be addressed

~ 2

Attitude is very important when program planning takes
place. Gifted programs cannot be considered appendages to our

‘regular school programs, recognition of this exceptionality

and provisioning for its needs are part of the regular program.
We would not eliminate third grade, math, or spelling would we?"
The ‘suggestion that-these could be eliminated without harming
the child is no less ludicrous when we think of eliminating
activities or programs which enhance the’ scope of deve10pment
for the gifted child. : o

The painful cry of the parent in 6hio whose child found

- school so unaccepting of his ability to move-forward creatavely

that he contemplated suicide, add the joyful affirmation of
a mother's insistence upon the potential of her 6th grade .,
inner city child who stepped forward on a stage to receive a

" national math award, speak to the need for reconciliation of

attitude towards programming for the gifted
!

II, In order to reconcile the inconsistencies among those of
us who are educational planners, regarding,a) who the gifted

are, b) how we identify- them, c) what and how we teach them,

N
-
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‘d) who will.teach them, and e) how we'evaluate‘what has been taught,
we must consider each as a separate entity yet as an interactive
whole. Each is so dependent upon- the“other-. ’ -

~

Y * -

As we look at the myriad of definitions,. we must reconcile these
differences by pointing out the simjlarities, explaining the differ-
ences, and focusing on the basic cohcept and-its meaning. Giftedness . -
can be demonstrated in and through the'ﬁajor cateéories of human
endeavor and the enumerable sub-categories thereof. Perhaps gifted- _
ness is a state-of becoming with this state. being eXemplified at =~
different stagés and supportéd to different degrees by the familial .

‘and educational environments in which the child finds him or herself.

.

I have tried to reconcile these differences by defining giftedness
as the presence of high ability, task commitment, and creative problem/
finding ability in Cognitive, Psychosocial, Psychomotor, and Creative
production. Joseph Renzulli's (1979) operational definition of.gift-
edness is certainly an important part of this concept of giftedness. -

fIdentifiFation-of gifted children from all populations but espe--

cially those .gchildren who have come from different cultures have posed
one of the most challenging problems in-educdtion of the gifted, 1In
the.case of the culturally different child, identification has been
difficult-due to. the lack of adequate attention to non-academic or .
performance indicies of giftedness.. Whereas non-academic or perfor-
mance indicies would not be necessary for .all gifted children from a
different culture, the use of such a measure enhances the judgments:
made on the abilities of the child. -Bidgraphies of undisputedly -
gifted minorities, extensive literature reviews, and experimental

data have led to the assumption that observation or knowledge og,thé :

above average quality of certair behaviors' can lead to more “iccurate

+ .identification of gifted.minorities. .

SN SUURS

5 ‘ L T
Centrzl to the identification for those children who come-from
diverse cultures or circumstarfces is an“uﬁderstan%ing, on the part
of the personnel given the responsibility of completing this task,
of the variables which influence the "functioning level” of the
children of this group (See“Appendix I). The following list of -
variables are expandéd from research done by Newton Metfessel (1965) ,
and are generalities for consideration. -

1. Patrents cannot spg;k English thus cannot converse with

' child in language which will be needed for upward mobility - .

2. Physical envirofment in the home does not provide or
stimulate normal :‘development of directionality, position.or
size because thete is a lack of toys and other play things
which are colorful and designed to assist the child to iy

naturally deQelpp these skills.

v
AN

Lo

- 3. Conversation‘which'prOQides children an opportunity to listen
~ to-questions-and apswers being discussed is lacKing.

& s o .
5
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"4, Attitudes. toward respect for elders gives Chlld the -

appearance “of cowardness and backwardness. S

-
N

5. Discipline does not encourage innerflocus of cont?ol,thus N
children .often lack self-motivated problem solving skills.

_— 6. Pragmatic nature of activ1t1es of the home does not tolerate
’ fantasies as a way for childrdn to explore possib11it1es or
develop flex1bi11t1y of thinking. ' "
0‘. f‘

7. Environment dictates the necessity of survival, thus children
might be forced to accept mature responsib111t1es related to
immediate survival instead of education. . Rural child might
be needed on the farm. Child might be needed to supplement
income or babysit, etc.

. e e
8. Out-of-school experiences are limited. Such resources as - -
museums,’. libraries exhibition halls and zoos, are frequently
.out of the child's: frame of reference and experience.
" \ . ‘ ' ° . - .
9. Lack of concern or respect for,school regulations ‘due to the . )
~ attitudk that school does not. supersede the family. This: -
m1ght also involve a lack of respect for ‘the school "establish-

ment'", wh1ch has been passed on to the child.
< A >
10. Physical and emotional eavironment which develops in the child
o the ability to tune out audio stimuylus thus seriously under- :

mining: the development of 11stening.skills..; ;-

- N e L

11. Home env1ronment -and commun1ty environment which does not
prov1de a chance for positive concepts to develop.-

12, Language rich in imagery m1tigates against development of
precise vocabularies for ‘standard" school use.

13.-Env1ronmental isolation causes child to lack some: of ther ®
, interactive skills.which might.be considered important
in developrng leadership skills. .. ~ :

The. foregoing list might be considered -as factors mitigating
against the-acquisition of sKills deemed: important for success in-
"school. We overlook the fact that quite often a, child bripgs with .
. his or her non-standard behavior, evidences of thg high level ability .°- -+
to process information. Some of these behaviors are typified in o

" studies by Torrance (1971) Bruch (1972)"Bernal (1972) and Baldwin -
(1977). '

N

N . -
« ., .

‘ Fo . RN L.

For the.planner and the teachers involved in- placement of
gifted children -from different cultures, knowledge of .behaviors
that represent certain mental processes is crucial. However, as
Gallagher (1975) has pointed_out, it is difficult td specify learn- .
ing characteristics which are generalizable' to all gifted children. '
It is equally difficult.to formulate a composite which specifies
the culturally differept gifted child : .

¢ : D e
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How and what to teach is a crucial consideration. It is a .
misconception to think .that the gifted child can really work with-
out the intervention of the teacher. " There are important skills
that all children must be.taught. Gifted children are able to
acquire these skills at a much higher rate and thus do not require
the same amount of time as is needed by the average c¢hild, to grasp
the concept. For the gifted child from a different culture, the ’
same ability to grasp concepts at a faster rate of speed exists.- .
Teacher strategies and fourse content should be planned to capitalize-
upon the strengths of the éhild: moving horizontally in developing
.a wide range- of experiences and also moving vertically in order, to
strengthen the child in the areas of'his.or'her deficits.  This
. .does not require remedial teaching but stimulating introductions to
concepts that are unknown, keeping in mind that these children have
the capacity for grasping, and absorbing knowledge at a high rate.
The research of Guilfgrd and others (1971) indicates that an indi-
‘vidual can have the ability to process information at a very high
level but lack the.stimulus for developing the skills necessary for
product deVe}opment:' ’ - IR :

<

v «Teacher certification or qualifications has'been a concern of the
major professional organizations for education of the gifted. Asa . .
.  result of rhis concerr, a list of requirements relating to the train- '
ing of- teachers has been developed. ;The ramificatiops of .this list
of requirements.is yet to be determined but it is crucial that this
" list include a requirement [for teachers to understand the unique
needs of the child from a different culture. There will continue to
‘be a débaterabout'the quality of the teacher when faced with an expert
. who .wishes to share- this khowledge with a group of gifted children
on a continuing bases. Can.an experienced poep, for example, be a
good teacher for. the child who is ‘gifted in this area? Perhaps the
recohciliatidn_in this area rests with the specific training of
teachers of the gifted who are experts in their areas. These persons
. can”be volunteers or temporary employees. . -Businesses, the world of
-performing and graphic arts, government, medical and other human
services, higher education, and industry are just a few of the
resources for specific areas of teaching. R o - =

o

’ . - 4 SN
n : . . “o, . ~

- Very little is said about evaluation of class activities and. -

. this is understandable. A common practice in many school districts-

is to” look. at the number of grade levels above the average the child

has Scored and use this as evidence of success.  Whereas this type

of evaluation .can and ghould be included in any -plan, it should not . -
. be the only indication of success. Gifted children can reach the
 minimum which might be required for success in testing but they are

capable of doing much more which can't be assessed by our.standard
" tests. ' ' ' - ' ’

. Tédhniques which involve oliservations or ‘participation in .pro-
blem solving activities or product development, are just a few of:
~ the techniques which should be used to enhance the evaluation'of the .
‘ brogressfof]thefgifted-child,' Lee Cronbach's latest book on evaluation £

~ -addresses many of';hé concerns regarding program evaluation. o ¥

a
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Bince we have reviewed the realities and attempted to recon-

" cile the differences, it is necessary to consider’a resolution of the

problem and pursue the proper questions in research. We shduld then
plan programs_which break out of’old patterns and give stimulation’

to the fertile minds of our young-gifted students.,

ER

Resolutions or -Patterns for the Future - '

The future of the gifted child from a different culture is inex-
tricably tied to decisions which we ‘make in relation to education of .

.the gifted in general but this minority within a minority will need
to have much more attention paid to their unique needs. I would like: .

to pose, several problems, suggest possible resolutions of these pro-
blems and pose further research. possibilities to address these pro-
blems in' the. future -

Problem I What can be done . to influence attitudes‘of the public’

Aw attitude that des1gnat10n of gifted classes serves to further
separate groups within society is Ztrongly evident in large urban pop-
ulations. Research has shown that attitudes toward: change and
innovation are significantly affected when all ségments of the society
are involved in making decisions about this change. La Fromboise and

-Plake (1983) -in their article on the research needs of ‘American

Indians spoke to'the lack of involvement of American Ypdians in
social research relating to them. The point being that instead of
beingyinvolved they are constantly being described. They are
treated as...''sources of data rather than being invited to contri-
bute to the complete research venture, including - roblem formulation,

: interpretatlon of data, and conclusions." [pg 45

:
Fy

The ‘acceptance and delignt being shown’ in the attention be1ng

. paid to the gifted is evident in the Detroit Public Schools where an.

elementary school to- house gifted children was established within the
inner-city where the population was predominantly black. The: popula-,

_tion of the school reflects this city s ethnic structure and the -
attitude toward having such a venture is reflected in the rush on

the part of parents "to have their child assessed for entry into the‘

‘school, The pubiic is calling for another ‘such school in another sec-

tion of the town. » o o 7
The success of this particular ventufe was due to the involvement

of the community in the planning. Active involvement of all popula-

tions in planning programs for the gifted would be a pattern I would

suggest for the future

‘Problem 1I. What types of observable behaviors are indicators of high

level ability?

ST

' The assumptionsithatifollow'this question are: . .

1. Observable. behaviors are indicatorss of the type and quality of

. the mental processes an individual;*%msesses.

- 2. Recognition of these. behaviors can be taught to. teachers and other
“:staff '

~

L
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Attention to this problem is especially relevant to me due to
my personal experience as:a child, my experiences as a public school
teacher and my subsequent experiences in higher education. Consequently,
I have focused much of my research activities on this area. The re-
~search questions I have asked are:
1. What is the relationship ‘of  certain performance criteria to estab-
" lished educational models’

2. What is the effett of selection processes using performance criteria,
to identify children who come from "disadvantaging backgrounds?
\ 1

Phase one of continuing review of minority students who were'
identified using performance criteria as a supplemental measure has .
been completed. It was shown. in this research that children from
"disadvantaging" backgrounds who do not meet .IQ or achievement criteria -

- for gifted programs can be selected by using subJective measures as

supplemental data for selection (Baldwin, l977) Y

Items for "the performance scale have been pooled for the four .
areas of human endeavor from information secured during the longi-
tudinal study. I have also developed an. identification matrix which
can accommodate within its designs a series of behaviors and ab11it1es.

Research is underway to dotermine the relatlonship between data
secured during ‘the identification process and some cher 1nstruments.
A short explanation of the. concept follows., . :

The Baldw1n Identificatlon Matrix (See Appendix 2) has. been e
designed to include an array of assessment techniques which will help‘,_
the planner to get a complete profile of the child. Information on
the matrix represents the ability scores of children above the. average .
of that school district or state or other large organizational :
grouping. The- matrix gives a total profile and through its - basic.
philosophy communicates the importance of each of ‘the areas of! gifted-
mness. The following sample items from a checklist which is being
validated give an example .of .the type of supplemental performance o
‘criteria which can be used .in tandem- with or as part of the Baldwin:

. ldentification Matrix in identifying gifted minority individuals. -

————

—— K

.The. scale for’ assessing a particular ability area is a one to
five ranking of each of the items of this area with five being" highest. -
Accompanying this supplemental checklist will be an optional’form for
descriptive sentences from selected populations such as peer group,
parents, community persons. " The directions will instruct the indi-
vidual to "Write a short descriptive sentence about (name) :
which appropriately reflects outstanding performance above the average
in the four. areas listed : :

The large divisions or areas of this checklist reflect the
definition of gifted and talented as used earlier in this paper.
;. These d1v1sions are: ) . //




, . . ’ Q
N Cognitiv% ability - IQ, gerieral and specific achievement areas
i

: 2.-Creative abi11ty - visgual and performing arts, creative problem-
' solving\ability

- 3. Psychomo%or ability - perceptual abilities, physical abilities ‘.
skilledxmovements and non-discyrsive communicatlon (e.g. ,,expressive -
and intérpretative movement) :

~
.
»

4. Psychosocial ability'-ue.g;, leade ip skills, behavioral analysis
" The follow1ng list might serve as an example of some behaviors
which indicate ability to process information at a high’'level. These

abilities were matched to the'intellectual processing components of
‘ the Structure of Intellect (SOI)

. 1. Colorful, persuasive language skills'with peer ‘group. (evaluation
of semantic implications; fluency of thought' evaluation of .
behavioral implications) : '

2. Ability to use commonplace items for purposes other than those
intended.: (e‘g., dolls, “balls out of tin cans; wegons, sleds out
of packing boxes). (divergent production of symbolic transforma-
‘tion; flexibility of thought) _ L T

jikAbility to remember " and report detailed information concerning
" -events which occurred in community . outside of school. (e. g., story of
@tragedy or triumph of ind1vidual in community who might be outside -

o iof the law. (cognition, memory, classification,'semantics, behavioral
_"V_implications) S - '

ﬁ‘“Ability to Judge environmental situations by cues which are not
usually taught in. school. | (e.g., 'signs of an upcoming storm, signs

-that farmers use for deciding on planting, and harvesting; signs -in

nature which indicate danger) figural ability, high level cognition

.ability, symbolic implications, figural transformations)

; The inspiration for develop1ng the supplemental scale has been
Mary Meeker's (1969) paper on "New Directions for Identifying Disad-
‘vantagéd Gifted". Some sample items from Supplemental Checklist for
Children from Different Cultures,,Socio-Economic Backgrounds, and = -
Geographic Locations by Alexinia Y. Baldwin, 1981, are:

D~ l Psychomotor. a. ability to do- skilled movements "such as skate, to’ ,
: type, to waltz, to" somersault, to punt, to, juggle S
\ b. ability to catch balls R .
: c. abilfty to draw from memory .
2. Psychosocial.a. sense of loyalty, b. sense of. what seems. fair or
’ . - ethical for friends, playground leadership role.
3. Creative.  a, -ability to laugh at- himself/herself; gets enjoyment
- . . outof activities of school day
b.” ability to think of a novel idea for survival in

v
el

S - o particular environment .
. .4, Cognitive. - a. ability -to understand and . plan activities related
Co L to usual environment and experience

_ o b..ability to read and interpret material in native
w . - ;ﬂlanguage.i.f‘ . :

‘i' a~




For the future, I would recommend that teacher training pro-
grams involve training which would sensitize teachers to recognize
behaviors which indicate mental capacities for processing informa-

" tion at ‘a high level. :

Problem III What instructional technique is best su1ted for the g1fted7
There continues to be extensive discussion on the merits of
certain instructional techniques that should be used in the development
~of the exceptional abilities of gifted children. Ths discussion be-
co more intense when the merits of certain strategies vs. other
strategies are suggested as proper: for gifted children who come from
"different cultures. Ghe lack of - empirical research in this area leaves
much of -the decision-making process to chance. The Hopkins studies )
- (1977) have focused on a particular content area but there is—still
a need for studies which focus on processes which involve strategies' 4;'
for -strengthening or overcoming the deficits and enhancing the 'strengths
‘ which m1ght be present in a child from a différent culture._‘,~

~The recent book by June Maker (1982) ‘has attempted throughout
its chapters, to analyze the 'various teaching.models and what they
have to offer in 'meeting the needs of gifted children. She.has
. pointed out that all too often there is little or incomplete research
which verifies the use 'of the. model _ -
. I recommend that for the future mere- attention be given to the
'_'analysis of” the effect of certain strateg1es on the child from differ- -
ent- cultures. MBYY Meeker - (196§Y'in her earlier research has-suggested
that we focus on the develgpment of certain intellectual processes, ..
.g.-convergent and divergent abilities. . She feels that the enhance-
‘ment of intellec¢tual-abilities will make the trajectory of the child's
experiences become enlarged e ~
o Mary Hunter Wolf in her program has enhanced the artistic abilities
of the children in her program by beginning.with strengths.and trans-'
- ferring to academic areas in which the child might be the weakest.

‘Problem IV How .can evaluation more appropriately indicate the quality
of change in a program or the individual student s ability profile. f\

Evalution of the processes which have been used in developing A
the abilities of gifted children require methods which. give insight \
into the changes which have been made in an"individual s mental and - .

" psychological growth: The usual standardized measures are geared
toward assessing levels of acceleration in certain areas. Very little
evaluation is done«on'the.quality'of that acceleration. '
I Future patterns forjmeeting the needs of gifted children should .
include evaluation processes that include qualitative as well as o
'quantitative techniques.

As.we look at the Three R's I have. listed for you taday, it is
critical that we consider the .patterns of -the future in Lfght of the
current educational concerns expressed in’ the recently firiished re=-

' port,of the- National. .Commission.on. Excellence, (1983) and the Paideia

Proposal' an Educational Manifesto (l983)/f'As in all reports, thewamr,;;pfh
: AL R , L




extremes presented have many exceptions. However, a large percentage
.of the population affected by the inadequate educational milieu
referred to in these reports are children from different cultures.
Those who are gifted among this group,'suffer even more.’

Symbolically, another R .could be added to the three I have used
todays ‘an R. for Revolution. This would be a revolution of ideas re-
garding the possibilities for capturing the use of technology as we
create patterns for the future.

b

Exciting models for education'in general and education of the
gifted child from the inner city specifically, are emerging. One :
model of which I am aware, has an articulated program from pre—school

. to Bth grade. The first emphasis for all of the children in this " °
school is the development of skills necessary for. unders&anding and .,
communicating knowledge. *Other aspects of the model cal® for the
cooperative exchange of ideas and training experiences at high-tech
inst1tutions, financial institution, science laboratosies, and many
other zreas ‘throughout the city.. This model certainly represents a

" pattern for the future of education of: the gifted child from a

different culture.

»e ) . g .

In conclusion, I would like to stress tlie importance of atten- -
dance to what is--The REALITY of the situation--How we can RECONCILE"
the differences and plan and dream with RESOLVE about the significant

‘_'patterns for the future of education of the gifted for ALL children.

; Lo ‘b B ..' PR ’\ " .
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Appendix I

10 herdsnips encountered
n" the environment, -

4. Language rich n
. {nagery and humar rich
with symbolism; per-
wasive language,

5, . Loglcal reasming;
Planning ability and
pragaatic pradlen-

- solving ability,

& Creative abilly,

&,_

7. Social inte}ligence
and feeling of responsis
bility for the comuniiy;
rebel lious regarding
fnequities,

. , [ . -,
§, Sensttivity and.

" dlertness to wvmnt‘.

\

50

EXTERKAL & INTERNAL.

I Inability to altend
to task without supere
vision,

f
v

2. lnability to esters
nalize behaviaral cues.

3, Inabllity to drust
o cons Ider “beauty” in
e,

(. Perhips only avemue |
 of comunicatfon--

standard language Skills
not used,

5, Opinions disallowed
in school situation,.

}
|

6. Lack of dlrected \
develapnent of ability,

7. Noopportenity to |

exercise benavior in
tormutrity withtut
censorship,

B, Lack of training "
nd development,

® Toforsation frea resesrch vith Indian children:
Keoory of aymbolic fmplications; gesary of syzbolic
unite; convergent production of figursl units; '
divergeat production of sysbolic relations. (Meeker, 1377) o~

POSSTBLE EXVIROHHENTAL'

A

CAISALITY -

Lo Discipline doés not enchurage
inner locus of control, Chila s

direcled o follow digections, , |.
Tradition dictates gtrict odher |.

ence 10 directions: ¢ "

2. eed 1o beleng,  Espathy
fur “hose in similar situ)tﬁon. .

3. toviroament dictates need
to survive, Anger end frustras
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fantasize through languagee=
atute awareness of environnent
due' Lo its effect on individual,

5, Rarly }espmsiblity |

‘ related to survival,

. b ead to use 1teﬁs of »

ervircament as substitute
€0, dolls, balls out of
tin cans; wagons, sleds

ot of packing bores;

dolls out of “corn ghugks. "

1. Soctol reforns needed
o help community; high regard
for moral obligation to

- fellow man; relighous inf luence;

tradition; survival dictates
anareness of social elements
related to survival,

8. Head to excel, toughness
of envirpnment, fanily
enphasts on physical prowess
to substityte for lack of
tducationa) Input,

{0

* EXCEPTIONAL CHARACTER."
¢, 0 *

1. Acadeniceretentlye
menury,

2, -Psychosucisl-sense
of humor;, inturtive o
grasp of situations;

understanding of

conpromfse,

3. Creative--tolerance

for anbiguities; fasight;

favent iveness; revolue
Uonary fdegs, -

4 Creative fluency,
flexibility, ability "

to elaborate, orfginale

ity, Academicee
retentive memory,

- ability to think

systematically, -

5, Thinks In logica
systems, uncluttered
thinking,” insightfule

ness, understanding

cause wd effect,

1
§, Flexibility of

thinking, fluency, =

special aptitudes in
msic, dram, ‘
creative writing,

1 lﬁtuiti:ve grésp of
situations, sensitives

-hess Lo right and

wrong,

8. Handeeye coordinge
tion, physical staning,
skilled body movenents,

INTELLECTURL MROCESSING
RILITY IDICATORS

I, Conyergent production
of senantic units,

2. Afective behaviores
possible fadication of

convergent production -
0f behavorial upits or

classificasion, -

3. Divergent productior,”

4. Divergent production’
of sematic clagsifica.-
tios, systems'relations
b transformations; fluency
of thought evaluation of
behavioral implications,

1

'§, System'anﬂysis: ‘
decislon-neking skillg,

b, Divergei\l productiﬁn ,
of symbolic transformee

tony flextbility of =
thought, . :

. Affective doalny
Kohlberg's upper levels -
of moral development, -

A\l

8, Dlvergent production; *
convergent product fon
of behavioral fnplfcation,

Developed by Alexinia Baldid
SRRt/ B

HRATONTAL/VERTICAL
" PROCARY MORPTION -

A, Contract activitiese
directed leve) developnentes
counseling for trugtes’ .
ski1 development,

2, Group activity debiting
counseling Semindrges -
philosphy Joglc--process
and ski1], developnent,

n

3, Creatiye activitiess
counseling-«mentor relation-
ship--.process/skm developnent,

4, Writing b spaaking  *
enphasese«debat ing=rhetoric
analysfs, Contemporary and
historicaleiterary com
parisons. Lilerary product
development, ‘

6. Exposure to ‘systematically
developed strategles for golving .
problens; logie, o

6, Specal classes fa

creatiye aptitudes, independent
study, mentor, process and .
content skills developnent,

7. Leadership Senfnars .
Community Service Participationss
counseling, Mstorical anteges
dents, Process and content |
skills,

B, Special developmenta]
classes, olymwic participation,
physieal culture €lasses,

+
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EDUCATION OF TALENTED AND GIFTED ELEMENTARY JUNIOR HIGH,
AND HIGH SCHOOL STUDENTS IN A SMALL SCHOOL DISTRICT

-~

_— QOan Hladly , jj'

[3

A relatively small sc odf district can provide for the challenging
education of manz/ngits gifted students. Pleasant Hill, Oregon, provides -

. an example of\wh t - one small district (approximate attendance of 1300—1500‘
in recent years, grades 1-12) can do to provide such a challenge for able -
students. This six-year-old program has had an expanding influence on other
.areas of the curriculum in the district, and parts of the program have been
adopted and adapted by other small districts. Our program deals largely = °
with academically talented students, with some emphasis 'given to dealing
with underachieving gifted students. There is no special provision for - .
identifying "talent!' but many of those in the program are talented in
areas other than academics, and modifications are made to suit their\needs.
Since we.do not limit our identification to the top three.to five percent,
we have more opportunity to pick up students exhibiting a variety of talents,
as most talents involve an above-average, -though' not necessarily gifted NN
Antellect. o

o

. Background .

Pleasant Hili is basically a bedroom community for Eugene and Spring-
field, with some part-time farmirg and many fathers working in woods-related
jobs, ‘though this is not as prevalent as it was even five years ago. There '
are four buildings in the:district: a primary building for grades K-3, Trent
Primary - School, the Elementary school for grades 4-6, & Junior High for .
grades 7 and 8, and a four—year high school. "Enrollment ranges from 80 to -
125 per grade. T : o »

- : o P
C Parent Involvement and Administrative Support ' B

The Pleasant Hill program for gifted originated throagh concerned s
parents who were serving on the Lay Curriculum Advisory Committee—-adv1sory
to the superintendent. In 1976 some of these parents researched and wrote
-2 sound document to support their contention that more needed to be done ’
for able students. - The School Board spent the next year doing some addition-
al study of.the topic and then provided funds for a half-time teaching station
. per building for such a program, beginning in the fall of 1877.

L)
S
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~ Parent involvement since that time has been on an informal, basis, but
with many oppdortunities for input and interactiori: There is an annual .Parent's
. Night each fall for grades.1-12 which gives parents an overview of the. entire
program and usually features:student work demonstrations, “and presentations.
-The primary school has a regular parent newsletter and encourages parent
helpers in the classroom. Elementary units usually conclude with a sharing
program_presented for parents or other.classrooms, or both. . At all levels
parents are’ enc0uraged to accompany the students on field trips, to assist
with ticket arrangements, and to share their knowledge when it fits into
planned units. - The high schoob-always has an informational meeting -for -
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parents before students enroll in the program there. At all buildings

parents serve on the screening committees (but not~ 1n'bnild1ngs where they
have children in the program). With a stable staff and a small community,
many students may have several years of contact with the same teacher, and

-~ .this builds rapport and stability in the parent—teacher—child relation— :
ship

The program is, and.has-been, funded solely through district funds. .
In the early years the program coordinator collected evaluation infoirmation
from the populations served and presented a yearhend report to the School
‘Board,” and also made periodic reports to the ‘Lay Curriculum Advisory
Committee. Three years into the program, the superintendent formed a,
“'special lay committee which evaluated the total program.  Since that time
the program has. operated as an integral part of.the curriculum offerings
\\ of the district, and makes reports no more frequently than .any area. All
\\of the district's administrators, as well as the School Board, have been
o’ supportive of the program, R N .
AN . ) : - .,
\\@ : ‘ Program Philosophy - . g
N . ST
The Pleasant Hill program, called the Independent Learning Program
for grades 1-6 and the Scholars' Program for grades 7-12, is curriculum-
based rather than process-oriented, - although both the Guilford model and
Bloom Taxonomy are used in curriculum design.. The curriculum base suits
the needs of the community, which has always had a bias toward "basics."
"~ The .definition of gifted utilized bf the program is "those children
capable of high performance--whether or not tﬁey have demonstrated this . -
potential—-in any or all of the following areas - S

.

1. general intellectual abilityhf
2. specific academic aptitude'

. o - B T creative and productive thinking
The word potential, and the phrase 'whether or not they have demonstrated
this potential® have been stressed in our screening process. . : 7 ‘
S - : o ot B
el ' IdentificatiOn and Screen1ng ' .o N
. Originally five identification measures, plus a screening committee,
were tried. The committee iteself {made’up of the "gifted" ‘teacher, build-)
ing principal, building counselor, apother teacher, ‘and a parent) decided
that three of these measures were the ‘most ugeful and our screening proced
now uses these three inputs: Otis Lennon test scores, Stanford Achievement<*
test scores and teacher nominations Both tests are routinely administered
to all students at the end of second, fodrth, sixth, and eighth grades.

~Students are rescreened annually for the first six grades, on entry into T
Junior High, and again on entry into tenth grade when they become eligible
for the High Schdol Scholars Program. ' i S ~
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If a parent feels their:child should be in the program, and the child
is not selected,  the parent may elect to have the’ child given an individual
WISC or Stanford Binet. Usually a full psychological battery is done by
the Education Service District Psychologist. This testing has also been
requested by classroom teachers and resulted in the identification of addi-
tional students for th@ program,,

5 ’ '
' - ... ' Grades £‘6 Independent Learning Program (ILP)
Although there are di fferences between the primary and elementary

buildings in their administration of the ILR program, soma commonalities
are: : ‘ ,

. i

1. It is a pull-out program ‘(with significant differences between
buildings. . O U

C

B ®

2. "Revolving door" approach Students are rescreened annually
so students are in and out of the program annually, (not all
studerits, but some) . ' This was originally controversial with
parents, but  they now usually look at it as "taking curms."

3.. Separate screening for the math unit. “Each year one grading
period is devoted to a math enrichment unit. Students are
screened separately for this unit in the strong belief that - ‘
math ability is different fyom verbal ability, so different students
are served. (Some ‘students_who: rare tops at everything are, of
‘course, in all units). - e e

i T
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4.3 Curriculum enrichment units, These are usually extensions and

L -7 enrichment of the basic curriculum offered. ' Each year usually
features a language arts unit, a social studies unit, a science

unit, in addition to the math unit. -

Erimary School and ILP

~

Kindergarten is new ,to Pleasant’ Hill .and is not really part of the
half-time ILP tedcher's load However, she does assist with students who
‘> are already.reading when they enter school and presents some process
lessons for kindergarten classes. At the first grade we feel our identi-
fication data ,is tentative, so Students are considered.in an ILP "enrich-
‘mend'program * The ILP teacher does memory activities for whole first grade
classes in the fall and usually doesn"t start ILP enrichment units for first
’graders until January. This gives the first grade teachers time to feel
comfortable with the ‘students and with what they can do, and.gives the

youngs ters a chance to get acclimated to school before being "pulled out"
“for a special class.

" The regular pull—out units begin in second and third grade. ILP
classes meet roughly two to two-and-one~half hours per week for grades
2 and 3.- They are scheduled on different days at different times so that ﬁf
:'students -do not always miss the same c1ass. : ‘




Elementary ILP

;. At the Elementary it has been poss1b1e to avoid the 'make-up work"
problem so prevalent in pull-out programs. Students eléct an entire nine-
‘week unit which coincides with the regular grading period. During that time
. they do their "home room work'" on a'compacted" basis with much use of pre-
testing and independent study. Students come.to ILP only during their home’
room time (approximately an hour a day, four days a week) and miss science and
- social studies. They will be at least exposed to the concepts they missed
in home room, and in addition do whatever unit they have signed up for.
Curriculum units are designed utilized the Guilford model (see Figure 1 and 2).

-

Students receive 'course descriptions" in the fall along with,their
letters of invitation, and sign up for two of three units in ILP according
to their preferences. Occasionally students see only one unit that interests °
them, and sd they choose only one. More often Mom and Dad, unfortunately,

- decide that a unit will be "good" for their child and sign him/her up re-

gardless'of student interest.

Scheduling accord1ng to home room times makes for some 1nteresting
scheduling for the ILP teacher: five-minute overlaps or five-minute dead’
spaces, but it certainly increases good-will with the home room teacher.

’

Ripple effects of ILP

The gifted program has affected curriculum in Pleasant Hill in the
same way that a pebble thrown in a still pond sends out ripples - Some of
the effects are shown in Figure 3 .

- *-  Junior High Scholars' Program

Scholars' English replaces the required English for seventh and eighth'
graders. This is more feasible than Scholars .being an elective in a small

junior high with a limited number of electives and related scheduling prob-
lems. » oot

In Scholars' English all the basic curriculum objectives and require-
ments are met. The intent is that all students will pass their ninth grade
competeneies by the end of: eighth grade and so be eligible for an accelerated
English program. at the High School.. The Bloom Taxonomy is taught to students
in the fall (sze Figure 4), and utilized throughout the year to help them
evaluate the level of work.they have achieved on projects and in class dis-
cussions. (Figure 5 shows a sample form used in class and utilizing Bloouo

In addition, there’is a humanities emphas1s to the curriculum, using
yearly themes to utilize outside experiences. Themes suc’ ~ Structure,
. Form, and Design enabled us to study the structure of the .. stern as a
* ‘literary form and see an exhibit of Remington and Russell art when it came
. through Eugene. . That theme also led to some novel and interesting independent
research projects: the structure and design of Panzer tanks, the structure
of English cathedrals, the'design of chess strategy, and many more.

2]

Another favorite theme is "Past, Present, and Future." This enables us’
to 4tudy mythology and science fiction—-two types of reading the students
particularly enjoy. We may also include some current events reading (not -
necessarily a favorite) ,as part of the '"present" and take a-trip to the State




Capitol'while the legislature is in session. Several of the students have

been honorary pages for the district's representative through -such .trips.

The class makes an annual spring trip to Ashland to sed at least one play, -

fnd usually two. Figures 6 and-7 show how themes incorporate the skill areas

of English into the curriculum, as well ‘as the humanities. : ‘
. Scholars' Math was instituted when the program was three years old.

. Seventh graders work at their own rate through pre-testing and complete all . ..
of the regular. seventh® grade math book, and’ at least half of an eighth grade -
book which.gives a good introduction to algebraic concepts. Eighth grade

.Students complete Algebra I.- Problem—solving is' also an important component
of this class. ' :

High Scﬁooi'Scholars"Program

The High School. Scholars' Program is open to tenth, eleventh, and S
twelfth gtade,students by invitation (passing the screening. process) . Students
. may challenge the clasd entrance requirement by writing an essay for the .teachers.
-Scholars' " is a two~hour block taught by two teachers, and covers an expanded.
version of the History of Western Civilization including literature, language,
and the arts, as well as history. See Figures 8 and 9. . o

"Topics are covered through a combination of teacher lecture and student.
research. Figures 10 and 11 show some of the Structure of the class in °
outline form. Students research topics in each of the time periods and
"Present orél‘reports‘to\the class. One of the two class periods is usually
for lectures and reports, and the other for a "study" period. .The "study"
pPeriod may be used for films, and Newsweek lessons are also a part of that
time period; keeping students up~to-date and often finding links .to the past.
One day a week is often a "games" day when chess, go, ‘and similar games
are played. In evaluations, students rate this as essential because of the
intense level of work they do. n , :

Student reports usually show tremendous growth through the year in
. organization and in techniques for keeping audience interest, and in oral
skills. Student. often become totally fascinated with some topic and then
will have the class hear more than they ever wanted to know about perhaps
the Vikings or the Huns. : : -

Students have’ six-week language units on languages important during
a period. They read literature of the period (such as Greek plays). They
do. creative writing--pretending they are living in pre-historic times, writing :
their own Greek play. A take-home essay test is the concluding feature of
each unit. Outside speakers, sometimes past Scholars' students, are utilized.

The cléss‘usually'takes an. annual trip to Ashland for the plays, perhaps in - .-
conjunction with Junior High Scholars, Advanced Placement English and/or the -
Drama class. One very unusual field €rip is always a part of fall term--a . °
trip to Dexter Dam for tool-making in the best prehistoric tradition. Some -
students may even try to spear a salmon coming p to spawn. _This tool-making

o
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‘really- improved their identification of stone tools. I have had students
point them out‘to me in many locations after they have had .this class.

, Having'Scholars open to tenth graders leaves an obvious gap in’ the
program in ninth grade. This gap was filled by one’' of the "ripple" programs
one year. after the gifted program was started. In ninth grade students
take Accelerated English. This class is open to all students who pass the
ninth grade competencies at the end of eighth grade. This has included all
the Junior High Scholars' students and usually up to ten additional students.
These students will cover the required tenth grade competencies in ninth grade,
giving them more elective English- options. There is a great deal .of writing

in this class, essay form is usually covered and at least .one of Shakespeare' sf
plays .is part of the reading. .. >

Scholars' II has been'offered at the High School, and it completed-the
history of man. up 'through a futures unit. The class worked in connection with.
Scholars I. The study period was a joint one for both classes, so there
was much opportunity for interaction.” Enrollmént was not maintained in

" Scholars' II for a variety of reasons, and there were problems in scheduling

. ataff. Advanced Placement classes were added to the curriculum to be a senior
option after taking Scholurs' II.. These came into conflict with Scholars' II
both in time and scheduling. However, Advanced Placement ‘must be mentioned as
a "ripple" effect that opens challenging academic work to a lot of students
who have-not taken Scholars' Figure 12 summarizes "ripple"effects at the
secondary level. ~Pleasant" Hlll offers Advanced Placement” classes in calculls,
English, U. S. h1story, French biology, and studio art."

Gifted Education at the High School Level

Is there a need for gifted programs at the h1gh school level? Claire
Tremaine found research data in two California ‘school districts which
.showed that gifted programs made a difference. Tremaine studied gifted
_ students who had been in a high school gifted program and those who- had not,."

\ -

Some comparisons from the studies of enrolled gifted vs. non-enrolled
_ g1fted show:

Ne—

1. Mean GPA .497 higher
- 2. Mean SAT verbal scores 53.931 points higher
- 3. Mean SAT math scores. 79 91 points higher

4. 90% of enrolled took SAT test
56% of unenrolled took SAT test

5. Enrolled.touh an average of 3.066 other advanéed?courses-
Unenrolled took .899 other advanced courses

6. 747Z of enrolled won 3 or more scholarships .
5% of unenrolled won 3 or more scholarships

6
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Pleasant Hill's experience verifies these findings. In the first years

‘with Advanced Placement it was mostly former 'Scholars' students: willing to

- risk the exams. Now morefs udents are taking the exams and last year s

results are summarized bel

_ Scholars - - Non-Scholars

‘Pass (3-5) No—Pass'(liZ) . 'Pass:(3:§) ,. ‘No-Pass (1,2)

8 1 ’ - 5 6

"Pass" is considered a score of -3 to 5 on the exam and “no-pass is a score

.of 1 or 2, which is not recognized for college credit- by many colleges. -These

are the results for English Composition, U. S. History and Biology only, as
these exams have the most significant wr1ting component which utilizes skills
taught and refined in Scholars . . e : .

The one Scholars student who did not pass was not in he Junior High program
because his scores were not high enough. The pool widens at the .high school -
because of -increased competitiOn from other classes

It was thought at one time that with the institution of Advanced
Placement clgsses, grade point averages would drop, and, our top graduating
seniors might be those who took less challenging class work. This year's
top seniors at Pleasant Hill put aside that ‘notion. and again verify the
California research. There were three co-valediétprians with perfect 4.0
records, a salutatorian with a 3.98 (a B in one semester of’ typing in ninth
grade) and close behind the. number five student with a 3.95. All five

"students had been in the Junior Hign Scholars' Program, continued with the

High School Scholars Program, and took most of the Advanéed Placement classes

- offered. One is a National Merit finalist, one has a Naval Academy appoint-

ment, and another a choice between an Army or Air Force ROTC scholarship.
The number of dollars they can achieve in scholarships seems limited only
by their w1111ngness to fill out apalications, and parental income.

With data 11ke th1s, it is' a concern: that while nearly a11 of tae boys o
from the Junior High Scholars" Program continue. on with High School ‘cholars'
less than half.of the girls ‘continue. ' The survey of Advanced Placement -
results shown above is our second survey showing the difference in test

- scares between students who choose Scholars® and equally talented students

v

+ who. choose not to participate. : '

. It is difficult to evaluate gifted programs. Students at the 99th
percentile on achievement tests don't show much change in test performance.
Case histories and anecdotal records put the impact in.a personal perspective.
This year's five seniors are exciting, but equally exciting is the student who
came into the district in fifth grade and was placed i low level learning
classes (poor skills). A teacher nominated him for the open selection creative
thinking groups (one of the "ripple" options) and that was.my first contact
with him. His Otis Lennnn score showed great\potential not matched however,

o
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by his achievement scores. In Junior High he turned up in Scholars'’ ,
English. He had poor work habits and many skills gaps. We more or less

fought it out for “Wwo years, but inthe process he gained a true sense of

his own.ability. - He made poor grades in Junior High (we're a "basic"

- district) because he didn't turn in work. In Acgelerated English he started

turning in all of his work, but sometimes late- and sometimes careless, so
was a C student. Now a tenth grader, he's making.not a 4.0, but A's in
things like Scholars’ I and Chemistry -I. He was an enthusiastic. Outdoor
School counselor this spring who mentioned his concern for’ school work that
had to be done as soon as he got back. Ty

Another student was school-phobic in fourth grade When he entered ILP
that year he had to have the teacher approve everyting he did--word by word.
_In sixth grade he wrote his own play, directed, and~acted in it for an ILP
Creative Drama unit. e is a risk-taker now, running for school office in
-eighth grade against very popular girls, and trying to make JV basketball
- instead of the freshman club in ninth grade.

Oné girl had never been challenged in school until she had ILP in
sixth grade. She's coasted through with easy A's. There were many tears:
along the way as I tried to help her find some joy in stretching her mind -
‘and abilities. At the end of eighth grade she transferred to a larger
district. . I later received a thank you letter from her, - telling me of the
essay test she had written that her history teacher said was one of the best
‘he'd seen, and of her placement in an accelerated English class in that
larger district. She now seems genuinely excited by,learning

'””Thése“stddentsfmay”not“be“themEinsteins"and'Edisons we are told we
" overlook in the schools, but they are students who have been challenged to

not be satisfied with mediocrity by a program for "gifted." ‘A small district '
~ .can do this. ' :

~
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CRBATIVE WRITING RESOURCE UNIT

Generelizations: Written communicetion 15 an eesential ekill {n our soclety.
= FhmwianmmgﬂwnhtmwnMcmbemuwndﬂmpmukemduaehn
that can prove useful in 8olving.problens dn soclety.

ojectives. The student can produce & vardety of "new to hin" idess.
‘ . The student vill demonstrate increased understanddng of a vardety of written foros, . - »
The student will incresse his understanding of need for and inprove fa-practice of basie mechanical

: mgﬂ 111:
| | | C .| Talaking process/ | o
 Aetivities | Haterials/Resources prodict | - Teacher Evaluation
Studente° | | | - - | -
Keep a "day book" for datly experience o .| Divergeat produce |
In putting down thoughte. ‘ | tion/inplications B
[} ‘ A ‘ !
Teazhet: | | o '

- Real to students samples of\diariee (ivil War Dieries”
that. have becone fanous or uged dn | Macuillan reading series
othar storles and research, | Diaty of Anme Frank

'PmuuammMMofaw&hemﬂ. Imnummggﬁwhyggﬁﬂmq Mvergent produc~ | Are the students showing
colsp In developing divergent ideas, ‘Creatively by lyers and Torrance | tion/transforna- | freedom in expressing

‘ St , 1 [ o
| , Creative dranatics bibliography tions . '"?ld ideae? |
« mmmmwmmum‘ . )
o R ‘ Ingram 8 Lo
Scudents: ‘ . o " | P
Invite people skilled in the creative _See p, 6, Student book = - Evaluation/ | Be sure to_follee up dise o
arts to share nsights with class, | Hyers and Torrancé « . |ioplications wuhmaﬁewmnwnh_ﬁ
- | R . | earlder predictives on . |

| o o © | creative process.
Research lives of successful peete,‘ Library-biographiee and author |
" painters, sculptors, composers, ete, reference books |

. . W

- and see how they obtained and or- | . | -
ganized creative ideas. - 1 . N B a.

Teacker: N R N o

U%iurmdmmguuhmto | Invitations to Speaking and Writing | Divergent produce o

develop creative writing opportunities| Creatively, Myers and Torrence tionltraneformatioe

.
. } \ .
; ' ~ ‘ ' } s ' .
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Generslization' Nuber systens are essential to civilizstions. | " -
Man heg used ssny ways to keep track of numericsl inforuation,

¥

Objéctives: X The student will interpret and write Egyptisn, Greek Romsn, and Hsysn numerals gs deeimsl

numerals and convsrssly. . : |
TV | | NTRIGSRISOMGS | THIRIN PRXESS TRACEER EVALUATION

1. - Introduce-Rgyptisn numeration Dttos: Bgyptian nuserals, | Figural, gywbolie/ | How nany differences can they

" linitatdon of the systen,

2,

systen. Digcuss any spparent

Greek ouseration systen
Discuss likenesses and differences

vith Pgyptian systen and ours.
Predict reason for differences-

14

Roman Numersls

- Conpare, all three systems and

Mayan mnerals
Digcuss what the Mayan had thst the
other systens lacked (concept of

. zero) and hov this affects the

© gystens

their principles and our systen

| BD

Bgyptian Match-up Filmy
"What are nusbers” frmn

Dittos: Barly Creek
Numerals -

Attic Greek

1

| Dittost

a. Roman Numeration .
Systen, Can you Break
This Code!

b, Principles of Roman.
numerals

¢.- Ronan Nuseral
practice

- ~D1tto Hayan Numeration

System L

Mgural, symoldc/
cognition, memory,

cognition, convergent,
evaluation/units, .
clagses, systens

convergent, evaluation

wits; classes, rels-
tions, systems, 1mp11-

cstions

Pigural, symbolic/

coguition, convergent,
evaluation/units, -

classes, systems,
implfcation

Pgural, sysbolc/
cognition, covergent,

*evaluation/units,

classes, relations,
systen, implications

‘goe between this system and

thefr usual systen! -

"| Ate students able to see relati

between sysbols for 3, 30, 500,

J| ete.? Ate they seeing differenc
and able to give possible reaso

Could the students break the ¢t °
prior to being given 1nformatic
on the sysbols?

| Have any digcovered the Jack of

place valve and resulting
lindtations?

+ | nid the' gtudents discover zero

copcept on their om? DMd you .

glve thea a chance to do it on
‘their !

2 EHEnoDId
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SCHOLABS' PROGRAM LANGUAGE AHTS/EHGLISH

' ﬁjThese objectives are to be covered yearly unless noted as a biennial objective. Some units that
- are presented in both Tth and 8th grades in the regular program will be only offered every other
- year in Scﬁblgrs' However, any opportunity to reinforce these objectives during an "off" year

" through speakers or field trips will be utilized., On these occasions the regular language arts
n,cunriculun guide should be referred to so that the appropriate objectives are stressed.

. hngheu Thinking_Levels | ' T |
" Concepts: There are a variety of levels of thinking. o |
St Hith understanding of the levels, depth and expansion of thought can oceur,
: - The ‘cognitive thinking levels can be applied to all types of communication |

; o : activities. |

ostcuvcs e . mmAmS
_imTMMMgw%l * Overhead transparency of Bloon . . f1lastrip: Mwnnm md_

g | Higher Thinking

| “ Taxonomy- and related ones explain- . Developin

= ‘The student can identify and ex-- ing its use to students, - - Sills, Cgarenont—Ed*catim |
~ plain the corrbct use of the ~al Res ources :
levels of thinking in the Bloom Use a transpanency of an editor- |

Taxonony of the Cognitive Domain. ial cartoon and have the students Roon display of Taxonony .

. explain its meaning successively ~  for ready rersrence. |
. Ths student can identify which  covering the more ditficult think- B
‘ ;thinking level he/she has used ing levels Lo , " Ditto sheets "Build a High

- in his written work and in - " Thought" from Claremont -
* ‘class discussions, Learning Capsulo and Contract forms Educational Resources givil

for independent projects which pro~  handy verbs‘and products

o c .= vide opportunities to verbalize use  for use by the students.
L oftthe Taxonony : G
e T e e ~M¢Teacher.Hesounses,nmem.wm"@;

| Filnstrip to rovisu the lsvsls. ‘ | o E

o Learning Discussion Skills
Begulan class discussions on topics ."Tﬁrougﬁ Gases by ﬁtanford L

L « of current, interest or aneas under & Stanfor

TR . 'study. ' o o

- - | o Discussion suggsstion from
- - Verbalization of appropniate dis- Memphis City Schools Projec;j

6 . - cussion skills and techniques, ~  CLUE . i

'.u.

R B by for Gifted by scenars;g
- Scolars brogran Lk, 9. 46 TTrgras, Clarest B,
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INDEPENDENT RESVARCH PROJECT EVALUATION

During this project I used the following thinking levels.in the ways described:

1
i - . ©

'S -~ -

recall

applicetion _ , — _-

3 o
»

-analysis

synthesis = -~ .

.-

ova_iuat {on

I learnad

Signature
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 STRUCTURE, FORM, DESIGH

Reading |

Writing

Speaking

Bnrichaent

Utilize local events
that tie in to broad
‘thene

WThe Western=-short
. stories and non-flc-
tion
Esséy‘form: read
selected essays
- Research topic relat-

design - .

Drama (based on plays

 being produced locally)

‘Poetry

‘Research paper
“ed to structure, form, '

From sentences to | .

paragraphs to

| essay writing

\
'
.
A
A\

Illustrated anth-
ology of-favorite’

| poems

| | Original poetry |

I IR P

Class discussion and |
analysis

\\‘ .

\\‘ .

| 0ral sharirg of re-
search with tlass

| Intervien tech-,

niques for addltlonal
sources

Menorize a favorite
poen t0 share with

the class

| Slides o enhance those

Flamenco dance company:
pre-perfornance background
‘on flamenco music==records
from local library

| Wéstern_artexhibit'

h
b
g
:
ance ¢ ;
interested in architecture, -
and/or students make their

own visual ads from their
| esearch sources

Muéic to share with class:
analyze basic differences

| between styles (Romantic,

{ Baroque) or forn (sqna;a)

! S
b

1

\

\
»

L]

Cutting'from Belle of imherst
by local actress i

Tncluding Shakespeare work -
belng seen as part of "poetry;gi




-
o

st (Myths and the oral tradition)

. .

'y
A
é

~

Novel: "When Legends
Dig" byyHal, orland ,

Storytelling of a
myth

~Reading Writing | Speaking Enrichment
| Myths, 105 and folk | Analysis of the |- Infornative speech Audio-visual |
tales of student choice |value systens pre- based on analysis . Film:"Myths of the
(collection froma cul~  |sented inmyths  |{visual aids encour- . Pharoahs™ -
ture not previously read aged with this ' Slides ?rom Klng Tut
read) | presentation) exhibit SRR

:Guest speakers

~Colleague with slides of
Saxon exhibit in the

“British Museun |
Local musician specialist -

. in North Indian drums

- Professional storyteller-

‘-'husit:local concerts that

- fit the theme (Bloch
~ festival)

Nacords: Wagner opera excer'” .
-Tristan and Isola:

Lohengrin |
S FarsI%aI

- Rngeyele
.~ Richard Strauss: -~

 Blektra

i)

L
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SCHOLARS I CURRICEWULMH FiGURE 14/

INTRODUCTION
I.. Stucdient research

A. School facilities
l. School library
P 2. Classroom books .
- B. Off-campus facilities
1. LCC library
2. University of Oregon library

a. Main -
b. Art & architecture ;
. c. Science : .
) 3. City libraries . : R

a. Eugene
b. Springfield

II. Student'presentationé

A. Student wri tings - ‘
1. Organization h
2. Seléction of information’ .
3. Writing style for purpose -

L

B. Student lectures
1. Speaking for thirty mdnutes ’
2. Information to be handed out on dittos T
g a. Time-lines "
b. -Biographical information
c. Basic outline of report

3. Information to be lectured on Ty
a. Anecdotes : // _—
‘b. Theories based on information FRR
c. Overview e ) - L
. -
e

/

UNIT I - Beginnings of Western Civilization

PURPOSE: ' Students will understand the deciaions that early man made that
lead. to what is now Wesgern Civilization.

I.°  Pre-history up to 10,000 BC-
I
A. Scientific inveatigations : :
1. Anthropological investigations on early man _ Y
2. Radio-carbon dating , : L
3. Geologic history of the planet . ' :

B. Hajor achievements . |
1. - Man becoming wide-gpread and adapting to all climates s
2. Use of fire - :
3. Use of tools

Elﬁl(; . : / Co | P . '7#7




. FIGURE 11

3. jlz Arts
' 7, Painting
2. Architecture
3. Literature’ ,
a. Chaucer

%, DNante
w. Bbuo. :DCe . .ch ,
1. BEngineuri ' ' .

: 2. Warfare
D. Religious Pirilosophy .

1. Heresy

2. Papalcy

UNIT IV - RENAISSANCE (1400 AD-- 1600 AD)

~

E PYRPOSE: The student will know how the European ideals uixed with the older
' Roman and Greek ideals to meld into modern Western Cultnre,

I. Italy n
A. Strength of the city;state_ -
1. - Florence :
2. Rome , i
3. Venice N
4. TFall of Byzantium to the Turks
. "+ B. The arts - o -7 . -
” 1. Sculpture_ o
) - 2. Painting '’
3. Architecture
: +C., .Science and Math = T /y/ . h ,(
- ‘l.t Compass and’ navigation '
- 2. Inventions . .

3. Engineering

D. Philosorhy
;1. . Protestantism
+ 2.. De Ceorte -
3. Counter-reformation
4, . Concept of the individual

78
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'LADERSHIP AS IT- RELATES TO GIFTED EDUCATION

. ' : Dorothy A SlSk )

\N)
b °

Interest in 1dent1fy1ng and developing leadersh1p ab111ty has- T
been of considerable concern’throughout history. The earliest .con- .
centrated efforts were accomplished -by Aristotle and Plato and the
most recent effort .pas been initiated by the 1983 National Business n
Consortium which has as an objective the tapplng and 'identifying of
leadershlp and creat1v1ty in today's glfted youth.

The cont1nuous search for effective leaders is. 1mportant to
all organizations and ‘impacts on our lives.in government, education,
‘churches, ahd business. However, translating the historic concern
for the identifying and developlng of effective leaders into prac-
tice has been affected by the conceptualization and definition of
leadership. In examining leadership Bass, (1981) in the Handbook
of Leadership concluded that there were almost.as many defini- ‘
“tions of leadershlp as there were persons who tried to define the ,
concept. Some representative def1n1tlons are as fOllOWS' i T

; Leadershlp is the process of 1nfluen01ng the activities’
: of an individual or a group in efforts toward goal ach1eve-

.ment (Hersey & Blanchard).

Leadersh1p is an. 1nfluence process whereby 0O's actions e
change P's behavior and P views the influence attenpt
.as belng legitimate and the change as being- consistent
with P's goals (Kochan, Schmldt & DeCotlls) o
Leadership is an ‘interaction between persons in which :

. one presents information of a sort and in such a manner *' .

~ that the other becomes convinced that his outcomes .. ‘
'(beneflts/costs ratio) will be improved if he behaves
in a manner suggested or des1red (Jacobs):

- The var1ety of def1n1t10ns can be traced to a number of .
theories about leadership. An examination of these theories would
be beneficial in not only establishing educational programs to .
identify and nurture leadership as a type of giftedmess, but in .

;clarlfylng the hlstor1cal base and need for leadersh1p deVelopment.

Trait Theory of Leadersh1p .

_ One of the oldest theor1es of leadershlp is the tra1t theory.

"It can also bé called the Great Man theory and troced to ‘the early

ideas of Armstotle, who thought that leaders were born. For years, =
the trait theory was the accepted theory in psychology. and trait .lists’
_were offered as qua11t1es that differentiated leaders from ncrleaders.
Stogdill, a researcher in leadership of international renown reviewed

124 studies of personal factors. thought to be associated with leader—-
sh1p and stated that he was not able to sUbstantlate the personallty T

o 1 |1 -



_ftrait theory. The problem was that leadership was found to be active

and not merely the possession of traits. 1In fact, the more Stogdill
studied the trait theory, the more convinced he became that there was
a working relationship among members of a group and that the leader
acquired status through active participation and demonstration of his
or her ability to complete tasks. , :

As a result of his work, Stogdill identified five personal factors
which appeared to interact with situational factors. These personality.
factors were capacity, achievement,,responsibility, participation and

~ status. The situational factors were mental level, status skills, needs -

and- interests of followers and objectiye to be achieved.

A more recent example of a trait theory based research study
was initiated by American Teiephone -and TelegraphkCoqpany (AT&T) by

Bray, Campbell and Grant in 1974, After eight years, a group of

managerial candidates' progress in terms of  advancement into middle
managemerit was correlated with the candidate's initial assessment v
Scores on a variety of traits. The Most Effective Trait Predictors
for Managerial Advancemeht are displayed in Table 1.

Table 1

Most Effective Trait Predictors for
Managerial Advancement at AT&T .

Oral Communicaﬁion Skill (Giving reports to small'grbups on ..
well known topics) ‘ ‘

Human Relations Skill'(Leadiﬁéné;oups ﬁo qccompliéhvtasks)

Need.for‘Advaqcement (Desire for Promotion) |

Resistance to Stress (wbrk‘perfo;manée stands up ﬁnder,s@reSs)

Tolgrahcg of Uncertainty (Tolefates uq;ﬁructured conditioné) o

Oréanizing and Planning (Organizes and‘plahs work,ahead) o

".'éneréy-(Maintains.high level éf woik.activity) -
Creativity (éolves management prdbiems?in novel wa&s)

Range of Interests (intere§ted idfaﬁvariety of fields). ,

As the researchers studied the various”traits, they discovered
that the list of traits interacted and depended on the work or

» leadership setting. .In one situation, the most valued trait was

identified as human relations skills, especially if the activity
were mostly maintgnance or "strengthening of the group and did not -

te

' i S X ’ K - . o ’ B ) IR
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involve a task to be completed or the achievement of a specific
goal. However, when goals and tasks were ‘involved, other skills
such as organizing and planning came forth as key traits.
Many of the gifted programs that Have chosen to examine
leadership as a phenomenon consisting of specific behaviors or
- traits have used task roles in group dynamic activities. Task Roles
.- @5 used-in the Pinellas County Gifted program in St. Petersburg,

Florida are as follows:

~

Tab;e‘Z

’Task Roles

— {Information/Opinion Gi - shares facts and relevant
information, gives sugges- _
~ tions, ideas and opinions.

— {Informatjon/Opinion Seeker - seeks relevant information,

facts, asks for suggestions,
.ideas and opinions.

'-_;__lniiigﬁgn - starts- tasks and suggests procedures for
: o getting task done.

Consensus or 3ypnthesizer - polls group to seek agreemeﬁt
_ and prepare members for deci-~

. ‘ " sionmaking. -
Organizer - keeps group on task and calls them back to
- g schedule.
~ __lClarifier - Interprets ideas and suggestions; useéyexam-

ples to gain more insight and:
understanding and defines =~ =
terms. .

___|Recorder - keeps records of group decisions and sugges-
_ o S : tions. .

——{Sumarjzer - periodically synthesizes suggestions and
3 R offers a decision.for the
“group to consider.

*

N

\—_1Energizer - Prepares room, materials and equipment.

| : ‘ : - Enthusiastically watches time
for breaks and monitors move-
ment from room to room if )

; . o .
| . . y g

i C . . 'neceésary,~'uug3h




Task roles such as the-facilitating ones mentioned above help
mobilize a greup to complete a task. -However, there are task roles
that can be hindering. Some of these are roles such as the ‘playboy-
playgirl who sees a meeting as a social setting to tell jokes and
have a good time; the talker who excessively talks mostly about
their own ideas and impedes the group flow of ideas through inter-
ruptions; the non-participant who sits outside the group and shows
little interest in the work of the group; and-the Instant Decision-
maker who jumps at the first moment for de0131onmak1ng and values
speed rather than discussion.

- Equally important are the Maintenance Roles whicn are listed
from the same gifted program under the direction of Rouse and

reported in the 1983 Florida state report The Maintenance Roles
are listed in Table 3. ' - '
/ - T
. _

Table 3

Maintenance Roles

~__ 1 Compromiser - offers opportunlty for :compromise and
openly admits when they are wrong, works
for group cohe51on. g

__{ Facilitator - ‘shows regard for others, gives recogni- .
‘tion and is responsive to others; gives
© others chance to participate.

_ 1 Reflector ~ . reflects the mood :or group feelings to
C : the group; freely shares own sense of
. involvement- and feeling level.
_ — “~
| Gatekeeper - works to keep communication flowing;
: :  encourages total participation and
identifies ways to keep all
vpart101pat1ng.

1| Observer - notes the group process and gives report

on observations with emphasis on 1dent1-
o ’ . fying h1nder1ng roles. .
;__Lﬂanmonizg: - checks to see if people in the grodp
S i . T

[

.. have talked about differences and seeks
“to minimize disagreement.

Just as with task roles in which there are helplng and
h1ndeﬁ1ng roles, in the "above positive maintenance roles, -there
also exist helping and®hindering roles. Scme of these are the
Questlonner, who questlons and probes members to the exasperatlon -




. level and puts down others' ideas; the Conformist, who agrees with
whatever action is being taken at the moment, shifting allegiance -
as they see fit; the Emoter who expresses feelings and vents their
emotion at the expense of the group; the Special Interest Member,
who seeks the leadership role and secures one or two supporters for.

- their ideas and special interests regardless of the group task; and

- lastly, the Negative Individual, who sees nothing good in the group
and disagrees with all tasks. R :

-

) Leaders should be familiar with‘all roles and be able to
assume the roles as needed. Still another way of looking at leader-
ship is to conceptualize leadership as that of a style.

. Leadership Styles Theory of Leédérship

The classic workrin leédership styles Qas-done by Leﬁin,-Lippit
and White -in 1939. They classified patterns of leadership into demo~
cratic, autocratic and laissez-faire. -

; Democratic calls to mind phrases like power to the people,’

" situations that are fair. and just, the majority votes and all have a
chance to offer opinions; autocratic calls to mind authoritarian
dictatorship modes and the call for blind obedience to leaders; and

"lastly, laissez-faire represents situations where there is no '
leader, little or no structure is yisible and confusion:and chaos

\
\~

abound. _— . ' : .. - - \
_ Lewin et.'al's work was expanded by others. such as Tannenbaum, “\
Wescher and' Massarik (1961) who viewed leadership on a continuum of

leadership behavior with labels such as the following:

" Boss - .  Subordinate
Centered Leadership =~ . Centered Leadership

. . : . i
. . . . . .. N -

~ Still. another example of leadership style as a theory 'is the -
- Wwork of McGregor (1960) who identified two management tasks. He
called one the traditional view or Theory X which sees. power stem-
ming from positioﬁ and views subordinates -as lazy and ‘unreliable.
The second he called Theory Y with leadership being givenh to the
group and people viewed as- being self directed and creative,. if
motivated properly. . oo SRR L

.+ It can be quickly noted that leaders using either Theory X -
or Theory Ifwould‘épproach a group in entirely different ways.
McGregor's theory also is congruent with the authoritarian vs.

- democratic approach, although he did introduce séveral refine-, -

‘ The refinements consisted of viewing leadership as.a rela- -

“tionship affected by four major points: (1) the characteristics

.

: § AN - R




~ and Blanchard was

of the“leadeb; (2) the attitudes, needs and other personal char-

‘acteristics of the followers; (3) the characteristics of the

organization, such as its purpose, its structure, the nature of
the task to be performed and lastly (4) the social, econcmic and
political miljeu. - L A V B

McGregor's ﬁork in-the 60's can be viewed as a forerunner
to the last theory of leadership to be highlighted, that of
Situational Leadership. ' v -

' SiﬁUational Leadership Theory

In this theory or approach individuals are viewed.as having
leadership ability that emerges in appropriately called for sit-
uations. Kesearcher, Gibb (1969) stated that leadership was an =
interaction of the social situation and personality. In a similar
vein, another researcher, Hollander (1964) stated that leadership

.should be viewed as a relationship between people exerting influ-.
. ence and those who are influenced. Lastly the work of Blake and .

Mouton (1964) placed a three dimensional approach to leadership
for consideration. They identified concern for production and - .
concern for people on a,grid that represented a range of inter- .
actions or the third dimension. f : o

~ One of the more recent éituationalvmqgels of leadership is .
that of Hersey and Blanchard (1969). In their model, they identi-
fied task behavior, relationship behavior and effectiveness.

Theilééder»behaVidr as task Behavioh was défined as ‘the ektent

_ to which leaders were likely ‘to organize ‘and define the roles of -
" members of their group (followers); to explain what activities each

is to do and when, where, and how tasks are to be accomplished; and
characterized by endeayoring to establish well defined patterns of

"forganization, channels/of communication, and ways:of getting Jobs

accomplished. o

.Leéder_behévioruas felationsﬁip behavior was defined as ﬁhé
extent to'which leaders were likely to maintain personal relation-
ships between themselves and members of their group (followers)

'by opening up ‘channels.of communication, providing. socioemotional
. Support, "psychological strokes" and facilitating behavior.

The situational variable in the model proposed by Hersey
7that of follower maturity. Maturity was defined
as theé capacity to set highvbut attainable goals (achievement/ -

‘motivation), willingness to take responsibility, and education and/

or experience. Maturity . in their model was assessed in relation
to.a particular task, for one could be mature in relation to one

.'task?;bht immature in another.

~* According to Hersey and Blanchard, the maturity of the
followers interacts with the leadership behavior that is required,

\' As subordinate maturity increases, the leader 'should decrease the- o

6. .



[ ‘
- amount of relationship oriented behav1or. This'theory is best
explained with the following chart: : :

¢

Hersey and Blanchard Situational Model -

- M1 <« . immature subordinates require 5 task oriented behavior

M2 + M3 moderate mature sub- ce_quix:g-a relationship oriented

o ordinates = - - behavior '

MY - Mature subordinates [gg 1ce > delegated responsibility with

-little. supportive behavior

“

~In examining the Hersey and Blanchard Model, it iis easy to
see how frustration comes about between leaders and followers.

. Imagine how a follower feels knowing his or her job quite well i
and demonstrating proficiency, being constantly beleaguered by - .
a task oriented behavior leader calling for "Check Point Charlies"

.at each step. Or conversely, imagine an immature follower being -
thrown entirely on their own to sink or swim in a new job'with a:

" leader displaying little relationship oriented or task behav1or.

Hersey and Blanchard define task behaviors and relationship
behaviors in a way that complements the task and maintenance roles
on pages 3 and 4. Many of the skills involved in the.roles of task
and maintenance are needed by the leader to accomplish effective
;leadershlp. The behaviors are as follows:

: Define and organize role of : Deterbine_ways to open ~
followers. : “channels of communication
' between leader and follower. R
Determine the tasks that need : I
'to be done. o Delegate responsibility.
Set up when, where, and how IV Prov1de opportunities for & -
work will be done. - : - followers to realize

‘ " their potential. .
Establish well defined pat-: L o Tty -
- terns of organization, 2 S i
channels of communication, R ' '
and ways to accomplish work.

%s can be noted in the above task behaviors and relationship
behaviors, the situational leadership model assumes that the leader .
-is not operating in isolation of the group. Leaders and followers
interact and are influenced by interdependent factors. These fac-
tors include the goals, objectives and norms of the organization; the:
~demands’ inherent in the leader's job and level in the organization and
'the expectations of those to whom the leader is accountable (bosses)




and those for whom ‘they are responslble (followers) and those with
whom the leader- is equal (colleagues)

Still another way to look at the situation model is in Flgure 1.
The task behavior.is along the bottom of the figure and the relation-
ship behavior is along the left hand side. Look at the line from the
" lower - right hand corner toward the left, that is the direction a leader
should move to work with followers.’ The goal is to start at the point
the group members are and adapt the leadership style to the group S

needs.
1 1 "':. _. ) = . | .
s | . o o
2 High Relationship —~. . High Task .o
= ~ Low Task /:/\High Relationship |
! : : o T
A S §
1T 0 . ‘:;’ \ . 1
1 i > 1 B
& ! . & \ . S
o= h M { v |
Il .3 & E: 2 . . |
s | < R - !
oo / I \ o
~ 4 I 2, 1. . |
[P .QQ, 1 \<) - ]
5 & : N
4 ’\ﬁb i & . ,
S Low Relatlonshlp ! “'High Task |}
8 | Low Task | _High Relationship |
R —_ SRS |
LOW e e e e e o> High
L : Task Behavior : . .
Figure 1. ,: T

The leadersh1p in the telllng block calls for more of the task ,
behaviors ‘and more st tructuring of a group's activities to fac111tate '
the completion of the task. As the group progresses in both experi-
‘ence and ability, the leader can move to a selling mode with a balance
of task and relationship leadersh1p behaviors. The third stage of a
leader's style is participating and it is here that the relatlonshlp.

dimension is emphasized. When a leader moves inté the fourth stage,
delegating, the leader has low relationship and low task behaviors.
At this stage, the group handles the. task and meets their own soc1al
._and emotlonal needs. o

The leader's point on the cycle is determlned by the: group's I

- abidities, knowledge and attitudes. Hersey and Blanchard refer to ‘

these needs as matur1ty and d1V1de maturlty 1nto two types, Job and
~.psycholog1cal o




The maturity characteristics are as follows:

Job Maturity
Characteristics

Past job experience

Understanding of Job
Requirements

Job Knowledge

Problem Solving Ability

-Psychological Maturity
-Characteristics

‘Willingness to take
Responsibility -
Achievement Motivation -

Commitment

: Persistence o
Ability to Meet Job Work Attitude ST
. Deadlines . - Initiative s
Ability to Take " Independence
Respongibility

Follow-through Ability - R S

As the leader, the major task is to assess the job maturity ,
and psychological maturity of the group and adapt the leadership - -
style accordingly. If the followers -are low in maturity,  the .
most appropriate style would be quadrants 1 and 2.~ Moderate
maturity would require a style in quadrants 2 and 3, and high-
maturity, would require a style in quadrants 3 and 4. @ - :

. In their recent book, One Mj r, Kenneth . .
Blanchard and Spencer Johnson, M.D. (1982) succinctly discuss léader
behavior-in three steps, (1) the one minute goal setting, (2) the'
one minute praise and (3) the one minute reprimand. In this
delightful parable of a young manager locking for an effective

- manager, these three steps are illustrated. - |

L
. .This situational theory has wide implication for leaders in -
all areas and it is well worth our close examination. In this
theory, every leader engages in one minute goal 'setting with fol-
. lowers .to insure that there is mutual agreement on goals. However;
with a mature employee, these goals can be submitted independently
by the employee, while-conversely the immatire employee or follower
would have the goals established in a face to face interaction with
the leader, with emphasis on direction and support.

. The one minute praise as defined by Blanchard and Johnson. is
described as the leader's task of finding the follower -doing some- -
thing well and giving immediate feedback ‘on the specific behavior.
‘The one minute reprimand, on the other hand is given when an
employee is incorrect or a follower does the task incorrectly. The
action of the leader is to be as specific as .possible as concerning
_the error, followed by a 30 secord expression of how the:leader
-feels aboul the behavior; and lastly“followed by a reinforcing
statement of why the leader is pointing out the error—that is,
the follower or employee has great value and potential to the
organization. Yet once again this model stresses that the repri-.
mand is only given to a mature employee and not to a trainee., If -
a trainee is incorrect or confused, the leader ‘should go back’ to
the top of the model and establish the goals and actions of Step 1,

&
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and clarify the goals as necessary steps to’ successtlly complete

the task. An activity based on the Qng__;ng&g__gnggep philoso-
phy as used in a summer leadersh1p seminar for gifted is as follows'l

) The situation is that. Mr. Lane, a twenty-five year employee
with Ace Trucking Inc., whose major responsibility is to prepare .
budget reports has. failed to get his report in on time.- You as

the leader know that -he understands the task as he is a "mature
employee. and prepared his weekly sheet of objectives which were.
reviewed and accepted. You are- respons1ble for a one minute repri—
mand. What would you say?

. In examlning .a given response one would note if Mr. Lane
were told specifically that the manager was upset because his
report was late, questions would be ones such as the following: .
Did you tell him how you felt about this behavior, how it incon-.
venienced you and lastly did you tell him the reason that. you were
upset is that he is one of the best employees that Ace Trucking
has and you expect more of him, and you rely on him.

In the one m1nute reprlmand, part1cularly if the employee is a
maturé, experienced individual, it is important that you be specific
on the incorrect behavior, that you state your feefﬁngs and end with
the statement that Lane is a great employee. 1In this way, employees
do not go away with as negative feelings about the reprimand. After

all, 1sn't Lane one of the most valuable employees that Ace Trucking>
has? - . , '

. The Qng_ﬂinutg_ﬁangggcls three rules,have»implication_for
any leadership behavior. Another\exercise for use with an adoles-
cent is as follows: S “

John is on the varsity football team and plays quarterback for
"the team. . The night before the big game, you find him sitting in a
car in front of the house drinking beer with- his buddies. "You are
respons1ble for a one m1nute repr1mand What do you say?

Agaln, check the response for its specificlty, the feellngs, N
and the praise. It is hard to praise when one is angry, but that is
essential accordlng to Blanchard and Johnson if the technlque is to
work : .

-



With these. taree theories of leadershlp in mind, it is now
necessary to examine identification and if at all possible to

endeavor to have congruency between the theoretical framework and
the 1dent1flcatlon procedure. ‘

Identlflcatlon and Measurement of ﬁeadership.

- Early investigations of. leadership used unitary and simple
methods of identifying leaders. Basically there were five methods:
(1) observation of behavior in group situations, (2) choice of associ-
ates or voting, (3) nomination or rating by qualified observers, (4)
selection, rating and/or testing of persons occupying positions of
leadersh1p, and (5) analysls of blographlcal and case history data.

However, as the measurement field has evolved to the use of
multiple assessment techniques for identification and measurement
one test.or method has also been found insufficient to assess
. leadership abilities. Currently, several methods and,sources of
information are needed to systematically conduct the identification.
. process, If one-is using the trait theory as a framework, a complex
profile of the individual using personality inventories such as the
California Personality Inventory, the Minnesota Multi-Phasic Inven-
tory and the Edwards Personal Preference Schedule might be used.
Projective tests such as the Rorschach might also be supplemented. -
Still another instrument that mignt be used would be the Myers-Briggs .
Type indicator. This instrument is based in part on the theory of
Jung and describes four psychological types: (1) extroversion/

. introversion, (2) sensing/intuition, (3) th1nk1ng/fee11ng, and (4)
’-Judglng/perce1v1ng.

Informatlon tirom the above ‘instruments would yield a mult1ple
assessment profile that would complement the trait theory.
If.the leadership style approach were chosen as the theoretical
framework for a gifted program, behavior oriented measurement could
be abtained through using observational checklists with informal and
~ formal groups. The Leader Behavior Description Questionnaire developed’
by Stogdill and Coons (1970) could be used as well as self report
- .checklists designed to assess task-maintenance dlmensions.

Other instruments to assess leadershlp styles are att1tud1nal
measurements. The Fundamental Interpersonal Relations Crientation-
Behavior. (FIRO-BY has been used in many leadersh1p development
programs to measure the attitudinal component. "It is based on the
assumption that all human interaction can be d1v1ded into ‘three cate-
gories: inclusion, control and affection.. Since -definitions of

leadership include the ability to influence others and to maintain

positive group relations, these dimensions are most: important to the
assessment. of leadership styles.

e

- If one were to choose s1tuat1onal leadership as the theoretical
basis, the Hersey and Blanchard Leader Effectiveness and Adaptability
Descr1ptlon Questionnaire (LEAD) might be approprlate. The LEAD gives



the individual's perception of his or her predominant leadership style |
in terms of task behavior and relation§hip.behavior.

, Still another way to assess situational leadership would be to .
... establish given group dynamic situations and observe the interattion
and action of given individuals. This information would supplement

that gathered by the LEAD which is more objective. h

The variety of instruméents discussed can be found in a number of
current leadership programs. * An examination of several of the programs
should prove effective in clarifying the relationship between the

- assessment procedure and the total program effort.

Leadership Development Progri.as -
One of the more well known leadership programs for gifted
'students_is the Executive Internship Program for high school stu-
dents. This program was started under the direction of Sharlene
Hirsch and has been replicated in.twenty-fiye states in over two
-~ hundred programs. The high school students are placed as interns -
with key decision makers in business, government, the arts, the media,
sciences and other related fields. The purpose of the program is
for high school students to experience organizational leadership” in
a real setting. They spend four days with their mentors and the .
- fifth day is spent in seminars for management, decision making and -
adm. nistration. - e
The format for the seminars is based on the Harvard Business:
School caseistudy method. The identification procedure for the
Executive Internship program-includes a profile of information on
the'student'g maturity, academics, past leadership accomplishments
and recommendatior. by téachers. Students and sponsors are inter- .
viewed and. an appropriate setting is chosen that will meet the .

~needs of both the sponsor and the student.

" Many leadership programs also have been developed that use a
consortium basis. One such program was described-in the Gifted
Children Newsletter in May 1982. The project is entitleéd Project -
Odyssey and involves four high school districts in New Jersey. - The
program consists of an internship program, but before the students
serve as interns with community professionals, they are given a
background in the more academic skills required/for leadership such

- as communications, problem solving and decision making skills.

_In Des Moines, Iowa a similar approachiwas used in Project LEAD
for seventh and eighth grade students who shadowed resource people
in the community in an effort to learn about leadership qualities
and to gain insight into various leadership styles.

" by Evans (1980). The program is called -Leadership in Action youth
program and concentrates on developing -leadership skills through
practice and experience, The program culminates in a summer ,

Stiil another fine example of a leadership program is Eeported




institute which 1asts four days in which opportunities are given for .
the students to, become familiar with the characteristics of the . .
American business enterprise system with empha51s on agricultural
co-operatives.

k]

Commonalitieslin'Leadership Programs

The number of actual 1eadersh1p programs that have been
reported 'in the literature and in state and federal program reports-
by educators of the gifted have several common strands that are
worth noting. These are as follows: (1) to provide for.exploration
of leadership, '(2) to examine leadership styles; (3) to experience
leadership in action, (4) to become aware of. one's own strengths and
weaknesses and - (5) to evaluate one! s potential in view of heightened
awareness. ; _

All of the above aspects of 1eadersh1p programs are 1mportant
but the ability to evaluate themselves, situations and the inter-
relation of situations and persons is essential for gifted students.
Bleedhorn (1979) states- the importance of this self evaluation as a
type of futuristic leadership in which students look ahead, make
predictions consider alternatives and then -participate responsibly
and synergistically in creative problem solving. She further deline- '
ates these. skills as Futurizing, Creating and Know1ng. :

Steinruck and Stéinruck (1982) identify three important aspects
of -leadership programs that appear to complement those of Bleedhorn. .
They suggest that leadership training cannot be solely left to the
schools, but must involve a co-operative;effort between the” school,
home and community. The emphasis here would be to transfer the
knowledge gained at school about leadership to the community and
home. To accomplish this -objective, studehts engaged in a Massa-
chusetts leadérship program regularly attend the state board of
education and have been given outstanding connﬁndation for their
part1c1pation.

The second point of the Steinrucks (1982) is that. there needs -
to be a safe place for students to take risks where they .can explore
leadership and leadership styles without jeopardy and lastly that
teachers must be models. It is this last point that is essential °
and bears further comment. If teachers are to develop 1eadership,
do they also need to be leaders? - PR,

\ . _
The Development‘of Leadership in Teachers

Passaw (1982) states that he views leadership as a group
related process and reports that Teachers .College at Columbia Univer—
:sity has four ‘primary objectives in training leadership in teachers
of the gifted: - (1) curriculum development, (2) research, (3) teacher
‘education and (4) administration. Passow.further describes the end -
product of such an education as a practioner-scheclar as one who not
.only has a sound historical, theoretical, conceptual background, but
“one who has acqu1red the motlvation and the skills to study the '
consequences of his/her actions. In addition, the leader in the-

-~ ~
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field of the'gifted would be an inqu1rer, constantly 1nqu1r1ng in a
co-operative style with others as to the value and consequences of
plans and their 1mplementat10n. : .

< The above descr1bed practloner-scholar is s1m11ar to the leader
as described by Bleedhorn (1979) and the leader as env1s10ned by the
leadershlp programs. . v v ,

In a recent study Sisk (1983) found in examlnlng successful
teachers of the gifted who were considered- leaders by their adminis-
trators and co-workers, that there were a number of teaching behaviors

_ that coul:i be 1dent1f1ed which delineated successful teachers from

non-successful teachers. These are depicted in Table 4:

-.v—i--‘--"- - Tabl'e,-du,,_._..' N . A - .

Successful, Teachers of the Gifted .
: Ieaching Behaviors o

*Develops a flex1ble ind1v1duallzed program ‘

+ %*Creates a warm and perm1ss1ve atmosphere in the class-

room

#Provides feedback. . )
*Jses a variety of teachlng strategies hRE ?
*Respects personal values
. ¥Respects creativity - - N i
*Stimulates higher order mental processes - - o ' .
%Respects individual ard personal integrity

2 ¥ ! : . : j ‘.
Each of the teachers nominated had received. excellent in their

teacher evaluations and had demonstrated leadership in developlng
currlculum, in condUctlng classroom research and in communlty actlon .
programs. o - a :
] -In. add1t10n to the teaching behav1ors, a number of personal and
professjonal characteristics also distinguished this group of 100 '
teachers. The characterlstlcs are- dep1cted 1n Table 5.

. As a\group, the teachers were also described as- sens1t1ve to ’
others, flexible, enthusiastic, intuitive, committed to excellence
and deslrﬁng\to continue learning. .- They descrlbed themselves as

. understanding and accepting themselves and fee}ing responsible-for
nd

their own behav1on< Lastly they d1sp1ayed intellectual 1nterest and
11terary and cultural 1nterests. B . ¥

[
S

In 1nterv1ew1ng the. superv1sors of. tne successfﬂl teachers,
it was apparent that thei\were synergistically involved with the’
teachers and many of the supervisors displayed many of the charac-
teristics of successful mentors. - In talking abcut their teachers:
they were empathetic, encouraged them to take risks, facilitated

g V. " | \\’ ;
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learning and'action by the teachers and demonstrated“a,vaJning“and
preference for analytical.problem»solvipg and creative théﬁking;~~'_

..
. e} |

Table 5 = . . _

_SuccessfuizTeachers of ;Be Gifted
. Personal/Professional Characteristics

*To'guide rather than pressure .

.%*To be democratic rather than autocratic’ i .

®To focus on process as well as product = -~

%To be innovative and experiential rather than conforming :
~ *To use problem solving rathier than uninformed conclusions .

*To seek involvement of others_in_discovery rather than telling

RS
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- Leadership Challenge for the Future

If educators look to the future as an opportunity. to develop.

- leadership as a type of ‘giftedness in their students, they must be -
aware of the ten new trends of directions as identified by Naistitt
(1982) and to think of how these trends influence educational curricu-
lum and decision making. - Briefly these trends are as follows: ‘

¢ - . .

. . Ten Megatrends - _

industrial society - > information society
forced technology > high tech/high touch
short term objectives ---> long term objectives
national economy ' > world economy
centralization —=——--- -——--> decentralization _
representative democracy --—-----i¢> participatory.demobrécy
institutional help e -> self help '
hierarchies —--—-- +> networking- . . [ .
north < N : -——==> south .

. eithér/or —-~ : > multiple options /[~ .0 - .

!
\] - In examining the above ‘ten megatrends as defined by:ﬁiiSbett
-,(1982) no orie can deny that we are living in an ‘exciting time and
.the future is there for us to create and form: Inherent in the
above trends are curriculum questions and directions that could be
both interdisciplinary and dynamic. Other applications would -be to
- work with gifted, for example moving them from either/or thinking to .,
ultiple options by providing mulfiple experiences and to break down
- hierarchies that: exist in schools by instituting networking and provic-

ing tHese experiences for students. , : _ RS
Last month the UniverSity"of'Sbuth Florida held a Futures cons
ference and invited educator’s and students to participate. There

. ¢
>
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© Were ngﬁglstlnctlons made between any of the attendees and all had
» ample artunity to hear lectures by futurists sucn-as Jean: Houston,
Charles“Weingartner and Bob Samples and them experience activity:
periods and small group dlscusslons with them. The feedback from:

. the students was that it was one of the few times they had been- pro--
" vided accessibility to speakers and given opportunlty for interaction
~with full acceptance as adults. The students had been given affirma-

"tion that they had potentlal and in a sensé that is what leadership
and leadershlp development is all aboat that of empowerlng others..

PR A fitting clos1ng for this paper would be a quotation from Arthur C
- Clark (1973). . -
. LY . ' )
e e e " we are 11V1ng at a t1me when- h1story is holdlng
its breath, and -the presept is:detaching.itself- from
the past like an 1ceberg,that has broken away from

1cy moorlngs to sail across the boundless ocean. T '

The challenge for leadershlpnls there, the, opportunity and t1me
for action is.now. Those of us who are advocates for education of
the glfted need only to step forward and become involved and commltted
in developlng leadershlp in the glfted students and in ourselves,

5
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One of th@® phrases heard most often from“teachers' and lother
educators of the gifted 1s'"I téach the children how to think, not
what  to thlnk'" The 1nd1v1dual will continue w1th an. explanatlon
of ti the 1mportance of process and the lack of’ 1mportance of content, . )
rlamentlng the fact that other educators are so concerned with how .,
much children learn about math, science, soc1al studles, language

,arts, and other d1sc1pl1nes.- | . e, e *c‘ -

[} e . o . A

Certalnly, the process 1s 1mportant, and 1t is meortant that’
children, especially those who are gifted; learn how" to th1nk as
c.a, result of their school experience. The development of hlgh levels . - e

of - ‘reasoning has been neglected in many of our schools. Ons example -
_of such neglect: is the fact that 1t has been - found that only 30 per-

cent. of entering freshmen at oneé major unlvers1ty 1n the Southwest

can reason.at’ the formal operational level (Beam, 1981)..: Other
_studles have. consistently shown that between~30 and 50 percent of

late adolescents succeed at. formal operational’ tasks ' (Kohlberg & .

Gllllgan, 1971). Piaget (19€3) suggested that children’ achleve this

level of cognltlve development at approx1mately~age 11. Researchers

have repeatedly .found that ‘even though one cannot teach concepts at

‘a lower stage that children know at. a hlgher stage of development’
".(Kohlberg & Mayer, 1978), educators can arrande an-environment that

will- facilitate cegpitive growth so that studeﬁts .achieveé the 1levels .~ .
" they are capable of achieving (Blatt 1969;" Rest, 1974; Sullivan, . —o . '
- 1975; Taba, 1964, 1966; Ashton, 1978). Positive change, or cognitive ’

growth, occurssthrough children's active interactions with the env1ron-

ment. They need opportunltles to construct their own reality,
" organize the 1nformatlon they encounter, and draw their own con-
clu51ons. Gifted students . need to use theix- adégnced levels of reason—
1ng, recelve feedback and crxthues from the teachet, and then 1mprove
'the1r reasonlngx The teaching technlques that develop th1nk1ng .
-skills-and move children from one level or stage of cognitivé develop- .
ment to the next are” generaliv those labeled "process _or "hdw to ° b
.thlnk" act1v1t1es. RS

o
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, Although the process is 1mpor ant, and should continue to be .
emphaSLzed, educators of the, gifted have often placed so, much emphas1s -
- on process that they have neglected the development of ideas/con- . ’
clus1ons in the academlc disciplines and the teach1ng of important
‘concepts necessary as a faundation - for further learnlng ‘and creat1v1ty.
“.One, of the most extreme examples of th1s neglect is‘a program in the fﬁRf
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. v
:outhwest in which students arébselected for a g1fted program because
’f the‘r high achievement” 1n science. They are, pulled out of the
science class to be taught ‘and to, spend time playing chess. As one
might expect,’ they often only remain in the program for a year
because at the end of -the year, they no longer qualify for the pro- R
gram since their learning in the sub]ect that 1n1t1ally quallfled
them for tiae program has been neglected. ‘Even though this iz-an ‘
éxtreme example,‘numerous £imilar instances could be cited in whlch
the gifted program is ‘criticized heavily be ause the children spend
all their time playing- th1nk1ng games, dolng loglc exercises, and- : \
dolng creatlve th1nk1ng exercigses that have seemxngly no relation-~ . :
ship to the learnlng of academxc concepts.' As.Jim Gallagher has often
stated "g1fted children peed somethlng to think about!" K

‘The teachlng of processes, or how to think, must Be combined
with the teaching of.important jdeas and information. Even Parnes.
(1966; 1967), who .is known for his Creative Problem Solving Process,
emphasxzes the 1mportance of an 1nformatlon base in the development
of creative products. - He explalns that. creative behavior is a func-
tion of &Powledge, 1mag1natlon, and evaluation, and that sophlstlcated
creatlve products are seldom, if ever,’ developed by those who have
not achieved a high level «of understandlng of the area in’ which they
are worklng , ‘ . §

. . . - »

When deallng w1th the g1fted, or when attempting.to develop - ';ﬁ\
higher levels of thinking,.nqQt just "any old content" will do. . The
content that forms the basis of the teaching process must be as r1ch

and as. slgnlflcant as._ posslble.mﬁTaba (19623 suggests that thlnklng
skills can be taught through any subject matter, but that 1t is. .
'impossible to separate content from process. - The "richness" and
slgnlflcance 0of the content with which-children work w111 affect the
quality of the1r th1nk1ng as w111\the processes used. = She furthgr - 3
suggests ‘that theré are: certain "thought systems" ih each d1sc1p11ne,
-and that theseisystems contain hoth content and process. The examin-,
atlon of thought systems in the varlous d1sc1p11nes would be an :
1mportant act1v1ty both for teachers in the development of ‘teaching
strategles and for students as a. part of the learnlng process.

- ! L} . S

'Requlrements‘for Content .
, . v . . .

uij Maker - (1982a) has establlshed certaln regulrements that must
be met by content that becomes a part of the curr1culum "for gifted
students: a focus on abstract :ideas -and condepts, complexity-of
ideas and concepts,- and an-organization of facts and 1nformatlon
daround key concepts_or-ideas’ that facilitates economy . in the learn-
ing process.. With regard to the actual categorles of content, she
suggests a ‘systematic -sampling of major branches of knowledge in
addition.to the study of creative, productive people and methods of . '

~4nqu1ry used in the varlous branches of knowledge studled» .« ',t;

-~

-

4 e

) - ¢ .
When developlng the content to 1nclude in a currlculum for
glfted students, ‘it is essentlal .that content experts be lnvolved

- .
.‘."
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in reviewing and commenting on the significafice, usefulness, and’
validity of the ideas to be taught. Teachers Who must ba familiar
_with”many‘different‘disciplings cannot be experts -in every area®
they teach,. so._the advice and assistance of.such e¥perts .is . -.0-
necessary. Bruner (1960) suggests two criteria for use’in mékiqg
decisions about the/inqlusion of content: (1) when fully deﬁéloped,\
is the concept wofth being known by an adult? and (2) having known
it as_a child, does a person become, a better adul:? If the answer
to either of these questions is negative or ambigucus, the material
%g’"clut§ering: the cd;riculum. - '

€, . :

"

’ s

Some: examples of key ideas that have been reviewed by expaits
and included: in curriculums for the gifted are ‘the follcwings * - -

e* "

Language Arts \

. Humans use language for a variety.of purposes, including the.
¢ fdl;owingi to entertain, to persuade, to inform, to cele-
brate;” to judge, and to solve problems. ; :

 S¢ience . ’ e » e o T
- Patterns of regularity exist in our physigal aﬁd 1iVidg ‘
environments. Discovering, measurirg, déscribing, and S
classifying these-patterns is the business of science. 4
. R . > . - L

.

_+ Social Studies . N 4 i

Sgience and techziogy are accheggt?ng;thé rate of change in
the world, not-only generating data’ abbut the earth and human’
.existence, but also providing-an expanded range of choices -
available to human;beings in lifestyle, ethnics, medicine, .
environmental modifications, conflict resolution, nuturition,
etc. Whether these choices will be made in,the best interests

of humanity -depends upon the'ability of individuals and in-

stitutions’to_forgee'their ramifications. . - : ,
vo. R ° . . : :V“ <
- Mathematics. ST o :

’ . N . N . .
v The use of mathematics is interrelated with all computation

’ -activities. Everyday situations can be trénslatqd irto mathe-
magical‘eXPressions,.solyéd~with mathematics, and the “Xesults

can be interpreted in light of the initidl situation. . : -

v

-

Requirements for Procéss .

-

. -

IR BN . : : . ) .

. The -processegtused in programs for the gifted must also meet
certain req irements (MakKer, 1982a). -They must emphasize fiigher
levels of t}inking»(i;e., the use rather than acquisition of
information); must be open-ended, bothﬁin the design of the -
activities and .in'the attitudes of the'teacher implementing them;
must develop inducti&e regsoning processes thrépgh discovery when-
ever possible; should require students to explain-their reasoning

o




AY
as well .as prov1de their concluslons, should ermit students to.
choose topics to study and wmethods to use ‘to the extent that
students are self-directed in their - learning, should*encourage
and permit 1nteract10n in group situations; and must be paced
rapidly so that students d8 not become bored. To maintain
Anterest and develop a variety of-thinking skills,’ teachers should’
also employ a varlety of methods, including discussions, lectures,
learning centers, 51mulat10ns, f1eld tr1ps, commlttee work and
projects. ' N f . . : .
' * A . o

In the development ‘of process plans for a curriculum for
gifted students, there is a,variety of models available. - Certain
models are moré approprlate than others for use in programs for
the gifted because thay meet many\or most of the pProcess require-
ments listed above (Maker, 1982b),.and because they are adaptabie .
to and compatlble with each other and“w;th the goals .of programs 4
for the gifted. - These apprdaches 1nclude those developed by - LT
Bloom (1956), Kr'athwohl (Krathwohl Bloom, & Masia, 1964), Bruner '
(1960), Guilford (1967; 1972),. Kohlberg' .(1966), Parnes (1977),,
"Renzulli (1977), Taba (Instituté. for Staff Development, 1971a, b,c,d),
Taylor (1968), Stevenson, Segh1n1, Timothy, Brown, Lloyd, Zimmer- -
.man, Maxfield, & Buchanan.(1971), Treffinger (1975), and Williams
3(1970). Other models also’ ex1st buti‘are less well-known and-not
usell quite as frequently [e.g%%, Conceptual -Blockbusting (Adams,
'1976), ThHe ‘Purdye THree—qtage Model (Kolloff & Feldhusen, ,1981:j
Flack and Feldhusen, 1983)]. -Thus, there is not'as much informa-"
tlon avallable on the1r eflectlveness or adaptablllty

The use-— of one partlcular model as a basis for the de elop-
ment of processes, aL‘hough common, is not necessary, and is ¢
usuqlly‘not des1rable stnce no one model meets all the process

, requirements for programs for the gifted. The different approaches
. have d1fferent strengths and weaknesses which are d1rectly‘related
to their purposes and reasons for developmént., Thus, the most .
effect1ve process plans will combine’ several modelf to achieve the .
"desired result. Use of models is strongly encouraged, however,
,rather’ than a “h1t-or—m1ss" approach because models have been tested,
refined, and constructed as ways to systematlcally and appropriately -
develop certain thinking skills in childftgge An entirely eclectlc,
or a. "h1t—or-m1ss" approach does not have' the background. of research
and development taat"cantsuggest 1ts-potent1al faor success in ‘
achieving program goals related %o the development of aBstract rea-
sonlng Skllls oz “How to thlnk?;;n gifted students (Maker, 1982b).

In a discussion ‘of ways to 1mplement Taylor' s (1968) mult1ple
talent approach, Ma}er (1982b) gives” an example in which Taylor's
category of forecastlng is combined with Taba's (Instrtute for
‘Staff Development, 197lc) questioning strateqy for appllcatlon of
generallzatlons.

N

- ¢

' 7
‘In the next act1v1ty, students, age asked to exténd their
. thinking about the present activity and to ‘Predict what

might happen in a new situation based .or what happened
. m o \
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.In the previous experiment: "SUPpose that the 9clcano
continues to erupt at least twice a month with about
the same force as in the -past.” What do you thipk the - o
health of the local ‘residents will *be like 1n five - s
years?" After allow1ng the students to think for a few
minutes, the teachergshould ask the followanbruestlon-
_in the order listed: M . .
4/‘; o ’ ; a
Step 1. What do you think might happen to. the’ 1oca1 '
» residents? (List all predlctlons, only sto g@
" ping the flow to seek c1ar1chatlon of unclea7 '
ideas.) . o L.

’

Step 2. Why do you think thlS might happen (*hat is,

. What were some of the results of your experi- -
ment that led you to believe that might. happen) ?
(Ask for reasons for all Predlctlons ) ,/j

‘Step 3. What other conditicns would be necessary, both
. g - before and durlng this time, to make -this predlc-
_ tion come true? Why would that be necessary?
- (Ask for conditions and reasons/for as many of
the predictions as possible. )

Step 4. Suppose all the condltlons you 1isted'as5
necessary did happen and this. prediction (select
a few medium-range predlctlons from the 1list)
did come true._ What would happen then? (Follow
the same procedures " as/ln number three with each
af the new predlctlons ) S

Step 5. Based on this dlscu551on and what you already )

o - know, what would’ you concliide*would be 'most =
likely to happeﬁ to.the health of the local )
residents in flve Years'> ‘How:did you reach. this.
canclusion? Why " did you conclude that would .
be the most 11kely result? s . . A

/ . oo |

1lstener, noticing the .types of condltlons and\conse—
quences listed by students. He or she should make certain
the students consider the” human ‘element (social awareness),
patterns or chains of cause- effect relationships (con-
ceptual foresxght); and possible changes that might occur

" that would affect the predlctlgns (penetratlon).

The ;Taylor and Taba strategles are combined because Taylor's _,
model presents Some very good guidelines for identifying particular.
kinds of talent, such as forecasting, but does not provide methods
for teacher dquestioning, and a- questlonlng “sequence--that has been

validated as a. §uccessfu1 way of developing abstract’ ;\asonlng
skills pertalnlng to the ability-to make predictions. Essentially,
the Taylor ‘medel provides the overall ‘focus for the activity, but
Taba s strategy provides- the spec1f1c questlons.

+°  During thls dlSCUSSlon, the teacher. should ‘be an actlve' ' X
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Meaningless Contenty versus Meaningful Content * ...,
As one might expect logically, it is’ possiblé to separate' :
wontent from prgcess, but it is.not possible to entirely separate -
process from gontent. If-one examines the two examples given in
this paper, th;’geanihg of the‘above statement can beccme clear.
The examples.-of content (p. 3) ¢o not suggest or denote any
particular kind of process to be used. ‘However, the éxample of -
4;proééss (p. 4) did suggest,a_particularftype of %pntept. The

-7 Students were asked to predict what would happen to the health of .
local residents if. a volcano continves to erupt. The content is
essentially "environmental conditions.can have a strong impact on

the héélth of humans,"™ or; at a more %bstract level, "811 1living
‘organisms interact with their environment, and these interactions
determine change in“the organism." =2 .f ~

N Even though process activities' must of necessity contain some..
reference to content, it is possible to design interesting, fun ~
process activities with meaningless content, and heyein 1ies the
major cr%ticism faced by many programs for the gifted in the past.

The content of many process activities did not possess the richness,
significance, and organization, or sequencing that was necessary to
~ developsan understanding of academic disciplines while enhancing
thinking skills. - Many times I -have tried to ‘defend ‘the familiar
activity to develop and test creative thinking "What are all-the

u¥es you can think of for a tin cén?"r_m_ ’

v

. T “ ~ } © .
Let me hasten to add-that I believe in the usefulnéss of such

‘activities. They can be very valuable as warm-up exercises to "get
the’ creative juices.flowing" and develop or measure divergent think-
- ing without penalizing individuals hecause of their lack of .informa-
tion about a particular topic. However, such activities shquld not
form the basis of a program’ fci the gifted, nor should they con-
' stitute a majority of the activities in a classroom for gifted-
‘students. We should instead be désigning activities that will serve"
‘the dual purpose of developing divergent thinking and other thinking
— . - v L. S
skills and developing an. understanging of major ideas and theories
_in_ﬁhe chief branches of knowledge. Following are some examples of
teaching activities using meaningless content followed by the same -
process used with conten that meets ‘the requirements for appropri- .
ate content for the gifted. : : " ‘ ' :

.
- ¢ ~

Example #1° & o e o

LX)

) . This.example uses Parnes's (1967) Creative Problem Solving
qurbach. A problem situation is either presented to the students.
- or identified:by them. The group~and/or each individual goes
through the identified steps to-reach an acceptable solution.

"Problem Situation .A. Mrs. Gonzales has been having repeated

—. Vvisits from various religious groups who send individuals out to
< talk with people about their church’and its viewpoints. She does

[ 4 - L) -~ ~\
, >
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“not feel that she has t1me to talk with these people, and is |
not really interested. However, they are Very perslsteﬁt, and. she
is hav1ng a d1ff1cult time being rude’ to them. :

.

1. Fact—Flndlng - List the facts that are known about
the situation. List the 1nformatlon that needs to.
be known in order to develop a solution. _Discuss
pPossible sources for the unknown 1nformat10n.

T

2., Problem-Thlnk;gg, Identify the underlylng problem .
' ' in the situation. Analyze the 1nformatlonfand L -
identify a problem which, if solved, would prov1de' i
a solutlgn to the major 1s=ues . ‘ K

I
-

3. Idea-Flndlng . L1st as many posstble 1deas as you,can
think of for solving theé problem. Use the rules of
bra1nstorm1ng and defer Judgment or evaluatlon. Fodus
on quantity rather than quality of ideas.” '

:

- - -

~4. Solutibn-Finding Choose cr1ter1a for evaluating
the ideas. Apply these criteria to the ideas to.

& ' Choose the best solution. Examine the ideas to see A
which’ ones gould be combined “or modified’ to make them
‘' more useful. - - B s -

. .. r " N
.5. Acceptance-Findigg. Develop ,2a plan for 1mplement1ng . )
" the solution chosen. Cons1der all audiences who must
accept the soluticn, make. plans for answering their
~.quest10ns, and decide how to conv1nce them the solu-
tlon is appropr1Ate¢ - . ,
- N . .
Problem Sltuatlon B. Several Years ago, the;e was- a series of
riots in the. maximum securlty Prison in Santa Fe, New Mexico.
IMany prlsoners were killed by other prisoners and several guards
"and workers were also killed. Much damage was done to the prison *
‘as well. ‘Since’ that time, the state ‘legislature and other officials
in the State of New Mexico have been struggling with the issue of 1y
whetRer to builg. .another prlson or to develop a new ‘reform system,
and what*kind oﬁ-prlson or systém would be needed to prevent problems
such as these. ¢

. . » .

l.' Fact-Finding. List the facts that are known about the -
sitvation. List the information that needs.to be known ,
in order to develop a solution. Disceuss poss1ble - :
sources for the unknown lnformatlon t

2. Problem—Thunklng.' Identify the” underlylng problem
- in the situation. © Analyze the 1nformat10n and
1dent1fy a problem which, if solved, would Provide
‘a solutlon to the major .issues. . k

7 s T ' ) ‘5 LTS
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3. Idea-Finding. List as many possible ideas as you can
. ~ think of for solving the problem. Use the rules of
o 'brainstorming and defer judgment or evaluation. Focus
. ©on quantity rather than quality of ideas. o

4. Solution-Finding. Choose criteria for evaluating
. the ideas. Apply these criteria to the ideas to \ ,
- choose-the best solution. Examine the ideas’to see
) which.ones could be combined or modifieﬁgto make them
more useful.
. a .
5. Acceptance-Finding. Develop a plan for implementing ‘e
the solution chosen. Consider all. audiences who must -
accept the solution, make plans for answering their
questions, and decide how to conv1nce them ‘the solu-
tion is appropriate. ) : . L
Sy . N ! ’
) In this example the process is exadtlv the same for both situa=
tions. Groups and/or‘indiViduals complete ‘the steps, -and’ the teacher
feither leads them .through the process or assists them in it.". How-
ever; the complexity ‘of Situation B -is much greater as'is its-
Signficance for our soc1al system. Students can-conduct research’
into many 1mportant issues while attempting to solve ‘this problem,
and must deal with more absﬁract ‘ideas that. have a certain richness
in their ability.to stimulate thought. Although Situation A can
certainly serve- as. awwarm-up, and can be used to teach ‘students how-
to use the ‘crea¥ive ?roblem-Solving Process,_the content 8f the ;
majority of problem situations presenteﬁ to . gifted studeq}s should .
be of the type illustrated by’Situation B. | v C
N | . o ]
Equally important, however; is' the planning of teaching activ-
. ities around a central idea or theme - a,("big idea" or 'generalization
that brings continuity and organization t3 the concepts and information
that are prnsented or taught to gifted students. Problem Situation B.
could be -one of saveral activities designed to develop an under$tand-
ing of a bigger idea such as "Every soc1ety has had rules, written
or unwritten, by which social control over the people s ‘conduct is _
maintained." . /| _ . o : : s

’Eggggle # 2 o T o ,

In this example, william§s (1972) Strategies for Thinking and
Feeling, espec1ally the strategies of attributes gnd provocative

- questions are used as the- process approach.’ In each}caqg, a sample
‘list of teacher questions is included. , . .. .t T

[ . . . o I
- - L REe— ' e i =

,\ : . . . . e i 2

.Qgestion'Sequence A L ot B

* 1. 'List all the qualities of this ballpOint pen.
2. Hog‘would a caveman eact to this pen?
3. wa is- this pen-like a toma:p?
" 4. wWhat would happen if suddenly all the ballpoint pens v
in” the world were destr oyed? . ..

-y T N
”,' N - . . .
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Qgestlon Sequence‘B , e ] - . .
] L.
* 1. List all the qualltles of 11v1ng things.

2. Llst all the qualltles of non-living th1ngs

3. In what ways are llv1ng things dlfferent from non~11V1ng

* things? . R A Yy % o
4. In what ways are l1v1ng thlngs 51m11ar‘to non-l;v1ng .
. 2 -thl‘ ,S? : o o s .. <
. 5. How would/does a- tree, (11v1ng thlng) react to a "
sidewalk (non-living thing)? " v _
6.. What wo happen if an object or item were dlscovered o

.Aﬂ‘*ﬂ{' which Jad thé&followlng charatteristics: (Describe ,
~.'," 'some, of the characteristicé, of living:things and some . [,
of the characterlstlcs of non-11v1ng things.)?-

. ' >

\As in the flrst example, questlon Sequence B provides and
requires more 51gn1f1cant cdntent although sequence A can be used as
a warn-up exercise and a way to develop famlllarlty with divergent-
type questlons” The process objectlves are similar in both 51tua—"
tlons._ Sequence B'can be even more approprlate if 1t is part of -

a group of activities de51gned to develop an -abstract concept such
as "Patterns of regularity ex1st in our physical and living environ~
ments.  Discovering, measuring. descrlblng, and cla551fy1ng these
patterns is the business of sc1ence.“ ‘ LB :

. - ! [
’
-

1 I Summary .

If programs for the glfted are to survive in-. -the 80s, educators;
must devise acceptable answeérs to some of the cr1t1c1sms of-our™” .0
-curriculums. We must be ready with defendable ansyers, and must '
repet1t1ve of the regular curriculum. ,Teachlng act1v1t1es must be -
‘as significant and as”meaningful as-Possible, and wé must be able

to demonstrate success in both the development of reasoning %FlllS'
.and. the development of deep insights into important ideas.. Inte-
grating h1gh-level/content ‘with processes that. develop h1gher levels’
of thlnklng is~one way to achieve: these goals. . . : .
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Books Recommended for Follow-up of Ideas
Gallagher, J.J., Teaching the Glfted Cnrld éoston, MA.& Allyn: -
and Bacon, Inc., 1975. .(Available from Allyn and Bacon, Inc. %

470 Atlantlc Avenue, Boston, Massachusetts,‘02210)

T e ~~Thlsvoook~prov1des-an‘1ntroductlon to programs and curéZZ;;um»-, -
ideas/strategies for thé'gifted. It is divided into five sections: )
(1) The Gifted Child and His School discusses definitions, identifica-
tlon, characterlstrgs, .and the interaction of .gifted students with
- the. school program; (2) Content Modlflcatlons [for thé*GlfLed pre-
sents .ideas and- concepts, as well as methods, that are appropriate *
for a curriculym for gifted students in the areas of science,
mathematic®, social studies, and language arts; (3) Stfhglatlon of
Productive Thlnklng covers problem-solving straterles and the develop—
ment of creatlvlty, (4) Administration and Tralnlng £br the Gifted
dlscusses models for organlzatlon/admlnlstratlon of programs for
the glfted‘and appropr1ate staffing of such programs; and (5)
. Special Problem Areas includes information about gifted underx-
achievers and the culturally different grfted child. Jim Gallagher
writes in a very clear, interesting, readable style, and he pre-
serits glany practical ideas for teaching that integrate content and -
- process in ways that are recommended in this paper.

AN

-

Maker, C.J., Curriculum Develop d._ ROClelle, Md.:
Aspen Systems Corporation, 1982. (Available from ‘Aspen Systems,
Corporatlon, 1600 Research Boulevard, Rockvllle, Maryland 20850), B

This, . book provldes an overall framework for the development

of a con@rehen51ve curriculum for glfted students. It is divided ;
into three sections. The first, general prlnciales of currlculum 5
development for the gifted, contains chapters content, pregcess, f
product, and learnlng environment modlflcatlons of* the regular )
school currlculum to make- it more appropriate for the glfted '
Included are explanatlons of the pr1nc1ples as well as examples of
how they can be implemented. The second section, developing your '
own program, includes a discussion of general conslderatlons in -

" curriculum development, a step-by-step plan for developing a

. curriculum for the gifted, methods for adapting the curriculum for
special populatlons of the gifted, and methods for developing
individualized programs Integrated approaches, the final section,
Presents curriculums' from four programs for the gifted (early
childhood, elementary resource room, middle school, and hlgh school)
that have been implemented and field tested, and which are examples
of the use of the géneral principles and processes advocated in the
book. The book is clear and readable, presenting many practlcal
examples of the concepts dlscussed.l .

I
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Maker, C.J., Teaching Models in Education of the Gifted. Rockville,
Md.: Aspen Systems Corporation, 1982.  (Available from Aspgn- )
.  Systems Corporatlon, 1600 Research Boulevard, Rockv111e, Maryland,
20850)
‘ - . S ‘ . . : '
In this book, ten teaching-learning models componly used in ./
-and advocated .for .use in programs for the gifted are analyzed and - -
— -_descr1bed._“The_chapter“on.each modelelncludes a“dlscuSSAOn“ofh,-~_}L_,
assumptlpns_underlylng the model, elements or parts of the model, ~
the modifications of the basic curriculum addressed by the model
(this refers back to the general principles presonted. in section
one of Maker s curriculum. development book), and suggestions for
modlfylng or adapting the model so that it is more appropriate for
use with the gifted. Each chapter also contains 1nformat10n about
how the model was developed, research on its effectlvenss, and a
discussion of its advantages ana dlsadvantages.‘ Many examples of
teachlng act1v1t1es ‘and materials are included in each chapter, *
along with cRa3rts for quick comparlsons of .the- models. A beginning
chapter discusses the role of’%eachlng learnlng models.- in curriculum
deveLopment for the gifted and briefly reviews the géneral principles
‘of a curriculum for the gifted. A final chapter dlscusses how the
models can be evaluated, adapted, and combined in_the: fdevelopment
- of a comprehensave Plan. The_models 1ncluded .are he’ follow1ng-'

. Benjamin Bloom and David Krathwohl- The Cognltlve and
s Affectlve Taxdhomles
S * Jerome Brunen:' The Basic Structure- of “a Dlsc1p11ne ‘
~ . J. P. Guilford: The Structure of Intellect . - -
" Lawrence Kohlberg- Dlscu551ons of Moral Dilemmas
Sidney Parnes: -<Creative Problem Solving
Joseph S. ‘Renzulli: The: Enrlchment Triad
Hilda Taba: Teaching Strategles Program -
*  Calvin Taylor: Multiple Talent Approach
N Dénald J. Treffinger: Self-Directed Learning
- \keFrank E..Williams: Teaching Strategies for Thinking
' and Feeling S
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How do. we identify a perSpn;aéiéxcqpéiohél or gifted? One
aspect is.truely expert performance’ii.some.domain. An adult or
child who composes music, runs: extremely fast or:scores-particu- '
. larly high on academiQSachieiement'ﬁééﬁéfﬁéﬁhbeféé;g;;o3bé‘gifted
“~'“*cr*egtéﬁtibﬁﬁIT‘“Oﬁ}Eﬁgp the.last dozen:years or so has experi- -

mental-research;iq-dﬁghitiveipstholggifand related disciplines
begun to understand what. is required to, be expert in some domain,

K]

Expert Performance
.’ How did we arrive-at this understanding of expertise and’
what implications might it have for understanding the nature of
giftedness or exceptionality in childrén? s '
One of the most .striking.examples of experimental research
into exceptional pérformance aftempts to explain the ability of &
people to perfoim exceptionil feats of memory. A very simple -
traditional memory test is to repeat back the digits that you hear
as accurately'as possible. The average college student is capable
of repeating about eight of these digits. Memory experts,  however, .
often repeat twenty or more digits. What-is the basis of this
exceptional memory on the part of .people who are especially expert?
. William Chase at Carnegie Mellon University (Ericsson & Chase,
 1982) trained two nomal people to remember a ‘sequence of random
numbers, so'they'éoulq’repeat it back immediately after presenta-
tion. The best subject-after 250 days.of ﬁractice was capable- of
- repeating random digit spans as long as 80 items in length. < He
" did so.by a relatively simple tec' ‘ique. Hetgrouped the digits
- -into chunks of three or four digits based on what he’ thought was
a codable, ,running time. -Or as Chage‘puts it, "What S,F. did =
was begin mentally td encode thiree and four digit ‘groups as run-
. ning times for various races. ‘:For example, he remembered 3, 4, 9,
2 as 3 minutes, 49.2 seconds, near the world record ‘time for run- _
ing a mile." These chunks, ﬁhen,_cqa;aégg;grouped into higher - T
- level chunks, and finally when asked; tg:'¥écall, he was able to
organize a recall of a very large number“of digits where each
chunk had only 3 to'4 digits in it, ‘Chase was able to train other
‘expert memorizers in very much the same way. - These experts showed ~__
normal spans if .the items were shifted from digits to letters. : In
other words, Chase found that what.appears to be a very exception-
-..al, perhaps. a photographic memory, could be obtained presumably
- -b¥-any_normal person whose Practice was sustained over ‘many days
. and who applied a systematic method of coding’ information in

memory. - \ )

e . . ~— v . . . . *
"~ ~ There is some evidence théE”eveg\thé increase in memory span/k
which occurs. between the -ages of five and-adulthood, from about ,
- 2 or 3 items to 8 items also depends on specific_learning. Most
people bélieve that the memory span increases because.the capabi-
lity of storing infcrmation changes from childhood to adulthood.
L. S ,
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Chi (1975) reasoned that the change in memory span might result
fromsthe child simply .learning more about how to code’ and ‘recog-
nize letters and digits. Compare a.brief exposure to a list of
8 arabic digits’with a list of 8 Roman Numerals. The Roman -
'7 Nume;pls are certg}nly familiar-but they take time to name and )
_ thus; your -ability.to code a wnumber of items'in a fixed exposure
'.hﬁf'-qime is reduced. The studies of Chase and Chi indicate how im-

S

_:* - _portant specific long CQngiﬂﬁgdngpgrience_isffor'exbertmskill
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' - . Striking evidence on the nature of expertise arose-from .
- ',studies of chess which began nearly 25 ye: s ago when a famous .
~ Dutch chess master, Airian De Groot (1963T“began‘to study the
. .intellectual capabilities and coding pggkesses of chess masters
compared to less expert chess players. He began his study of
' expertise by the use of protocol analysis., That is, he attempted
‘- to have chess masters, expert and novice players-.speak aloud as '
“ they selected a chess imove. He then-analyzed in détail the depth -
- 'to which they searched the board, their use of various heuristics
"+ "(e.g., capture the center of:the board) and other aspects of
-their thought processes. He found relatively little difference
between people who were only. fair chess players, and people who
.-were chess masters. A striking thing was that the chess masters
picked the'right‘moves‘put{therg;yas nothing in the protocol of
their thought processes that seemed to indicaté why it was that
- they were so much better than experts. e
Next DeGroot did an interesting thing. He required each
of the players to reproduce a chess position after a 5 second
‘exposure to a slide of the 20th move of a chess master's pame. .
_ These weré games with which all the players were equally unfam-
» iliar, but they were the type of game that might be played by
masters. ‘He found the differences in mémory were striking indeed.
Chess masters could reproduce nearly all the pieces on the -board
with few errors. Whereas, cliess experts and novice playefs had
much poorer performance¢ This work has been replicated many times -
with chess players and had been found.in other forms of expert

«

performance. .
.. ? ”.".Chase and Simon (1973).studiéd in ﬂeta;l some_of'the'mentalh\“
N processes involved in this memor§ performance and unsurprisingly,

+ . they found much of the same thing as in the study of expert memory.
+ They found. that the reproduction consistéd of chunks of informa-
tion which represent.units ik the chess board. " When either’ the .-
chess masters or the expert players were required-¥o produce a .
meaningless chess position, that- is, ones that had bean scrambled,
. their performance was very much reduced.and about equivalent.
" Chess mastersy very much like.the memory, expert were good in the
-specific’ domain of meaningful chess positjon. They did not show
*'a greater memory Jin general, but only in this specific domain. -

Cognitive psychologists suppose that ther are some domains
. where nearly everyone becomes an expert much 14ke the chess master.
~. Consider reading English words. We all have had many hundreds of
‘hours' experience with reaQing. We can do so effortlessly,

.ﬁ§} 'ﬁff,2i114pff. 
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essentially“automa;iéally. Yet it i% a very formidable achieve- -

‘ment, - A-very brief exposure to d set of latters produces a 0 :
representation of the particular word which was seen.. In the ex-
‘Pert reader words are handled so well that letters seen within:

-a word are often more visible than the letter is by itself. .
Reicher (1969) exposed subjects to either four letter words (e.g.,
WORD) or individual letters (D). These were followed by a mask
so it became very difficult to see the words or létters., He ‘then 3
,gave~each—subject?a*forced*chcice*betWééﬁ“tﬁG"IEEEEfET(ﬁTSEny5#~fh%
that both made perféctly acceptable English words, - “Thus, they.—""
could. not guess based on theit knowledge of :hqﬂEn'&isﬁ*iZ;guage:

. but they still did better when the letter..was 'in a word than in’
“isolation. Thus, .some of. the sam impressive coding.and chunking
feats that are featufes;ggLexpert‘chesS'ﬁlayérs are also present.
in those.of us who may be less generally gifted when we have_been

“exposed to a sufficlently large number of trials to allow the per-.
formance to become truely automated. : } R

. - . T : RERY

- Skill Acquisition

" Herbert Simon (Chase & Simon, 1973) has reasoned master's
level chess ‘players have spent 10,000 to 20,000 hours staring at
chess positions. To"put this in perspective, the student who
spends 40 hours a week for 33 weeks spends 1320 hours a year
studying. Imagine spending more than 10 years in coliege studying,
. one subj'eet,'chess, and you get some appreciation’ of the time '
" commitment of master's level players. As a result of such exten— 3

sive study, they are believed to store from 10,000 to 100,000 :
different chess patterns. Simon concludes that it is reasonable -
' to assume that a chess master can recognize 50,000 different con-
figurations of chess which is. not’ too far different from the
~ number of different words that an English reader may be able to

_recoghize, . ' S

~

Fortunately, we now know something about how information is rep-
resented in tiré memory system during learning (Anderson, 1983).
Consider learning a set of statements such as "a doctor is in the
.bank", "a fireman is in the park", "a lawyer is in the ctprch",
"a lawyer is in the park". .This set of sentences can be représen-

. ted in terms of a propositional network. What is important is

- 'that the concept "jlawyer" is felated both to its location in the

- church and its location Yn the park. There are two relation- -
ships stemming from the same - concept,

How do we know the structure of the memory? -Orne clue is that
*the more items that are associated with a particular node the o
longer the time it takes to retrieve any partisular jtem, Thus,
experimental studies having subjects learn relationships of this -
sort and asking them then to answer as quickly as possible such
questions as "is there a doctor in the park?" show that the time"

- to answer any question is a function of the number of relationships .
stemming,from any one node,
H
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. - This fin&fng suggests that propositions about lawyers are
tied to)a single concept node in memory. Clearly there is a
paradox -- the more items attached to'any one node, ‘the longer
the retrieval time and yet, experts do not necessarily take longer.
to retrieve information. . In part, this paradox is overcome :by the".
long practice which is associated with becoming an expert. The
reaction time for retrieving information improves:with practice
~ "and comes to be independént:-of the number of probositions attached
to a node. The expert must also unify. the stored information—-
into a meaniﬁgful whole that allows it to be retrieved more: :
rapidly.- .Usually. we do not.ask the exact question but a question
that might be-inferred or thought to be consistent with what we .
know about the inﬁbrmation. Experimental.studies’suggést that .
witen subjects are required only tb say whether infarmation is:con—
, ,Slstent with what has been learned, the more information they Have. -
' ‘about the context,. the more quickly Such‘gnfqrmaqion can’ be re-
"Jected. This may also be a way -in which the expert can quickly
-answer questions which would require a study of the individual
stored information on the part of non experts. These studies of
MMemory representation after long training may begin to give us
. 'methods to assess and guide the training of expertise.

-
I

Expert Systems
., Our understanding of the specific nature of human expertness
has progressed far enough so that we are beginning to see the de-
“velopment of artificial computer based systems which are able. to
.. achieve some of the same performance as the expert. These gystems
" take advantage of the fact that digital computers are general
purpose processors of symbols,. There now are methods’ for repre~
sénting information in symbolic data structures, manipulating
- these structures and heuristics for searching through them (Duda
& Shortcliff, 1983). Some of thege expert systems are being put
to uge in tasks like deciding which antibiotic to prescribe, geo-
logical axploration and testing'pulmonary,functions, :
" These findings about the importance of representing informa-
tion in memory for understanding expert performance have been

embodied in these computer systems. In a recent article, Duda and
. Shortliffe say: P - . .

"The early hope that a relatively small number of powerful
general mechanisms would be sufficient to generate intelli-

- . gent behavior gradually waned.. When significant problems

- . were addressed, it was often discovered that problem inde-
pendent, heuristic methods alone were-incapable of handling _ .
the sheer," combinatorial complexity that was encountered,

. Similarly, general problem solving techniques confronted in

precisely statéﬁ~"prbblgms", "uncertain facts" and "unrelia-
ble axioms" were found to be inadequate to the task. : ST

When ‘it was asked how.people were able to devise solutions
) to these problems a frequent z1swer was that people possess
. knowledge at'wpiph the programs were wholly innocent. This.

:.'_¢<
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1 know%egge is ehployed’in a vardety of ways;..in\cléfifyiﬁg‘
the problem suggesting the kinds of procedure to'use, judg-

ing tHe reliability’of factswand deciding whether a,solution

_ is reasonable."- )

. The ‘growing recognition of the many kinds of knowledge re-
“‘quired for shigh performance reasoning ‘systems changed the shape of

AT research. In the words of Goldstein and Papcert as quoted by
Duda and Shortliffe: : S :
. - ‘,

»

. "Today there hds been a shift in paradigm. The fundamental
- problem of understanding intelligent sbehavior is not. the
" identification’ of a.few powerful techniques, but rather the
question of how fo‘represenqylargegqmountS'of knowledge in
a fashion that permits their effective use and interaction.
The current point of view is that the problem solver,
whether man or'machine,/mnst-know ekplicitely how to use its
- knowledge. With general techniques supplemented by.a domain |, -
gpecific pragmatic know how. Thus, we see AI'as having '
shifted from a power based strategy for achieving intelli-
@ gence to a knowledge based approach." T '

™

Individual Ability
The burden ‘of this work on expertness i hopeful ore. Ordi-
nary -people seem to ‘have within them the potentiality for expertise
should they be.able to acquire the large technical vocabulary and
make the long commitment of study that such. expertise requires.
But this can hardly be the whole story. Vhen we have the insight
that children are gifted or exceptional we suppose nét'just that
they are experts in some domain but that they have the capacity
to acquire expertise in many domains more quickly than others who -
may not be able to acquire at all. The studies that I have presen-
ted so far do not support this insight, but there are other studies
which do. o ' - N
. . & P
‘Lyon- (1977) studied the very same memory span teéss that 1
referred to in the work of Chi and Chase, Lyon studied*normal
adults who differ widely in their memory'.span., Memory span is a
. skill which is highly correlated with the overald scores that peo-—
ple obtain in intelligence tests. Lyon wished to know what is the
basis of these individual differences. The burden of the studies
of Chi and Chase would suppose that they must lie in either overall
experiénce or 'some specific strategy such as chunking or grouping
material, Lyon induced several specific strategies in his subjects
and their performance greatly increased. However, the individuil
" differences remained pretty much the same., The strategies, although
important, did not erase the seemingly ‘more basic differences. among
individuals., s Y : ' AR
_ " Most.of us maintain an intuition that there are important
underlying differencesamong people in how well they could develop
- expertise. ‘Even within individuals it is hard to believe that ,
there 'is not more potential for the development of some capabilities

[ - “
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than otners.” Some people seem to learn music easilyqbut have
trouble with languages, while others acquire mathematics effort-
lessly but do poorly in mechanical ability.> A hundred years of

. testing of intelligence'by psychometricians is based on an effort

to build a measurement technology based upon this intuition,

Whilé the psychometric approach to intelligence testing was
-, mnot retated tp_?PZ_EhEEEZ_°ﬁwiﬁﬁﬁlligégsﬁ;“mbre;recent-effdrtsm—ﬁw-~—
- byjcognitive psychologists (Hunt, 1983) are based upon the thegry ™
of symbolic representations I have been discussing..'Tﬁei seek’
.to- measure cognitive propcesses in various domains. It seems
-clear that some people are systematically faster than others in
retrieving the names.of letters or words, in performing mental
operations on visual images and in comprehending written and oral
words., , \The ability to find consistent individual differences . in
. the speed of "information processing and the correlations.often',_
.found,be;yeenlthis speed and psychometrically measured intelli~
“gence have led some (Jensen, -1979) to argue that wé now have
clear measures of fundamental mental operations that are culture
fair and that give us a more direct approach to the efficiency
of the neural systems underlying cognition. Indeed, there are
Some impressive results tieing studies of speeded processing in
normal and brain injured humans that suggest deep ties’ between
, the performance of elementary mental operations and brain function,
¢ 2 particularly in reéhingf(Colthear;; 1982). .
YR T remain very skeptical that the measurement so far
achieved ca e[thgught'pdzbe free of reflection of past learning
in any funddmentalisense. - Remegber that Chi found that ‘improve~
* . ments over A5 years:,in speed-of recogrizing digits could e based
“ .;lon.experientes that influence even this fundamental measurtment
" of memory. It can bé’argued that many. of the tests emplqyed to
Study elementary opégag{bh&"similarly reflect past .experiefice
‘with symbols, trainiﬁg“iﬁ*maintengnce"of alertness and in con-
forming“td\the\ékpér'jgn;grfs.ggals._'

. _ The’problem of producing an expert may be not so much in
" selecting someone who has special ‘capability but to create and’ ‘-
maintain the'motivatiqn needed for the long continued training.
Whether someone will work hard is itself a possible basis of in-
-dividual differences.  Oply motivated people might undergo the
long ;rainiﬁg necessiry to becyme a chess master. Perhaps we
should be using these new cognitive tests of mental operations to
determipe which domains of material seem to be the most promising
for a'given individual. Understanding that these may be prop-
_erties not only of innate abilities, but of interest ‘in the field.,
- From this perspegtive: it will be important to assess motivation as,
well as capability of learning within.any domain. Tests of speed of
mental operations iay al&p help us assess the structure obtained
at any level of practice and-guide the exercises needed to aid in -
the d~velopment ‘of expertise, : L S

& . . ’ ) -~
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Summary ‘ :

We began this paper by noting that there is no¥ a cognjitive
sciencgirelated to ;he representation and execution of expert '
fliafice. This science has developed a’ technology in the form

of progkams for performing tasks which formerly weré done' only .

- by expert-, - While. this technology_is still priﬁitivé, it rep-

resents an important contribution df;fundamental research on the
nature of representation of information in_QEmOTYTfLthiQd‘thdS’

‘technology is a better understanding of what it means to be an

.

‘eXpert. Expertness lies-more in‘an elaborated semantic memory

than in a general reasonin "process, Such knowledge,is"présgnt,
not only in“the performance of unusal people, but for skills 1ike
reading,is.widely distributed in all of us. We are Beginning to
understand the nature of the ‘propositional network that underlie
such representation. - The exp€rk has available access to the com-

‘plex. network system of this‘sopt without any conscious represen-

tation of the search processes that go on in its retrieval.

Despite the overwhelming‘emphasis in the recent cognitive
literature on the ability of any person to achieve expert perfor-
mance with practice, there is still consi.'srable evidence in the
literature that individuals may differ in .overall ability or
particulgxr abilities: Our new knowledg: about the nature of
experﬁﬁﬁss‘shoﬁld‘suggest.ways in which these basic capabilities
and interests,may interact with ‘thé acquisition of information:

in the production of expert performance™ Perhaps they will also

.'8lve us method for sustaining -the necessary motivation to achieve
truely expert performance. . ‘

. . .
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IDENTIFICATION AND INTERVENTION IN EARLY CHILDHOOD
‘ yildred C.iRobeck ) v
University of Oregon ‘ C
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¢ The’ schools, these days, are be1ng deluged w1th a klniﬁbf

. public. attentlon that.comes with stormy times -- attention t is
both confused abolit its goals and close-handed about- 1ts commi tment.
"Historically, the cycles of concern for ‘improvement in educatlon -
came with'an industrial revolution, a great: ‘depression; a’world-
wide war, and ‘the emergence of a bear of a country who seemed to
threaten us. Currently, the winds of portend blow from West and
East. There is_a percelved military threat frdm the‘Sov1et Union,
with whom we must catch'up, and an’ economic threat from Japan, - .
with whom we . must compete in world markets. Without den1grat1ng

the 1mportance of literacy and purpose in a democracy, I would

. 1like%to focus on the children, whom we ought to be thinking about,

and the1r r1ght to a’life of 1°arn1ng.

The quality of learning children do in schools should become
a litfle better each decade, because of what we discover about '
learning and teaching. The educatlon of all children ought to be
a national prlorlty in tlzz,of\affluence and national prestige, as
well as in times of nationdl crisis. During this current climate
“of reform, the special attehtion. g1Ven to especially capable
_students will include very young children. This will occur, in
part, because of the rapid conceptual development that has been
found to occur during the early years and, in part, because: the
.endur1ng effects of early cognitiyve stimulation has been demons-
trated. Those of us whose partlcular responsibility is early . N .
educatlon welcome th1s new high 1n attentlon to the glfted and b e
br1ght among our ch11dren. . . -

hER Y
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One of the first questlons that arises in this eontext is,
"Why would one want to 1dent1fy g1ftedness in children so"young?"

' The argument against early education dates to Rousseau, about 1750,
who believed. that children could not think abstractly until seven
or eight and could not think logically until eleven or twelve.

But those who still follow this argument do so on phllosophlcal
grounds, rather than from the evidence on 1earn1ng research. These
moderndlsclple&msually fail to'mention Rousseau's view that
children (ideally) learn .their letters at home from spice jars and
other labels and learn to read from story books, under the tutelage -
of an idedlized mother-teacher.,' : :

i Interventlon strateg1es, a1med at early cognztlve development,
often cite Hunt (1961) and continue, with Bloom (1964) . - This paper
will bypass a review of. the learning ‘research of the 1960's and 70'

_—+o focus on the literature about talented and gifted groups, *© °
draw;ng from data-based°conc1uslons‘about early 1dent1f1cat1on.
Four topics are included: a ratidnale for early intervention, the
heterogeneity of precocious youngsters, criteria for early- identi-
'f1catlon,_and a discussion of some do's and don'ts .of .early inter—
vention. : . : - e
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Motivation for School Learning

Ratlonale for Early [nterventlon

Wlthout identification, 1nclud1ng a profile of intellectual
strengths and relative weaknesses, ‘a ]earnlng environment that is
appropriately adjusted is not possible.  The feasibility of iden-

‘tifying cognitively ‘advanced ‘children as young as three years has

been researched and documented by Robinson, Roedell and Jack'son
(1979). When based on the learning characteristics of the -
individual chlld,,spe01al programs have pos1t1ve, long-term .
consequences (Robeck, 1268a). There are compelling reasons for
arranging appropriate learning environments for the_precociods
child, as early as the preschool level and no later than:the -
first grade. Among the reacons for early intervention, at least
three are very important: (1) the problem of continuous motivation
for school learning, (2) the need for parental involvement, and
(3) the difficulty in later identification of ch11dren from
certain cultural and racial m1nor1t1es.

& .
2

. 3
. ] s
- ¢

Interest, enthusiasm, and motivation for learning are atti-.
tudes observed in most kindergarten and first grade chlldren. Yet
this spontaneous®response to schooling is short—llved in a Righ
proportlon of intellectually gifted children for whom much of the -
school environment quickly turns stale and. rep.esslve.“ The main~'
stream curriculum, which may: have an approprlate balance of

" familiarity and novelty for more typical chlldren, has been largely

mastered by the gifted child (Gallagher, 1975) Even when new
content is introduced, this is learned so qu1ckly by most intel-
lectually advanced students that ﬁﬁélr 1nterest wanes while the .
majority of the class cqp letes the prescrlbed lessons. An example
is Mark, who at age seven worked his yvthtough eight second

. grade readers,.while. perusing.Encyclopedia Britannica during his

aoff hours. The teacher's justification has been heard in numerous -

.situations with only slight var1at10n,.“I m sure he could read a

harder book, but he'll get those in the third grade, -and why push
him!" = Although same gifted children are not good readers, 1maglne
the punishment for Mark: hundreds of litefal comprxehension
questions, pages of compound words to d1v1de, countless CVC and VC
vowels to d1agraph, and excessive numbers of yes/no -items to circle!
The point.is that five to ten percent of our primary age children,

‘at least, are being. subjected to an academic phenomenon.called

"pressuring from aboye" (Pzess & Robeck, 1865).

Unless teachers haVe spec1a1 training. in screenlng their

;,classes for gifted students, approximately forty percent, two of

five glfted,puplls, are not suspected of being 51gn1f1cant1y above
average. Some of these highly 1ntelllgent ch;ldren are—sh

overly conforming, or. untalkative. -Some-have - -hand coord1 ‘
tion that matches their ‘chronological-rather than “theid- mental ™~
age -and their writing is sloppy, some’ are phonetlc spellers. some

are lazy. In a culminating assessment of students “who had been
in special classes ‘for the fourth through the sixth grades, their
teachers described them as difficult. to motlvate and wantlng to

‘,.
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go their various d1rectlons (Robeck, 1968b). Interviews with
underach1ev1ng glfted students in junior.high school revealed
negative attitudes toward school, disinterest, and lack| of motiva-
tion (Bachtold, '196%).. - For scme, the most highly glfted, school
from the beginning wés not challenging enough. to generate the
affective components of motivation -- those feelings of pleasure
that are associated with accomplishment following genuine effort.

Early identification and intervention are important for all
. students whose school environment fails to command effort, and for
all whose home environment fails to nurture special 1nterests and
talents. Most™of the persons who achieve eminence ’as adults’ “found
‘their special interests in childhood, whether in art, science,
mathematics, or literature (Goertzel.and Goertzel, 1962) . Talent
may show itself early, but only when the opportunlty is tHere to
explore and to experiment. Those who. would delay 1dent1f1cat10n
" until uppér elementary or middle school years suggest.a more
comprehenslve base for selection than a simple 1Q. Their criteria
forha spec1a1 program is often limited to those who demonstrate '
high motiivation and creative- ability in addltlon to high
intelligence (Renzulll, 1977) . Quite va10us1y, the motivation
~and the creativity may appear only in learhing envitonments that
nurture these attrlbutes. Identlf;catlon at kindergarten or
primary levels enables teachers and parents to generate a varlety
of interests in gifted children: and to prov1de a learning environ-
ment that sustains motlvatlon.

Parental Involvement . ..
The participation of parents 1s essent1a1 in supplementlng

and enriching the child's: educatlonal expékience. Their coopera-

‘\the relationship with the school is more readily established
during the prlmary years than at any later period in the academic
life of the childy Further, parents are ina good position to
screen the cognitively advanced child, prior to school entrance,
for referral apd further testing. They may also seek’ approprlate

, preschool enrollment, early admission to scheol, or talefit’ develop—
ment classes available in the communlty, such as muslc;gymnastlcs,

- dance, or painting. ) :

*

fem

Parental 'success in 1dent1fy1ng glfted youngsters is Varled,
but, like teachers, parents can learn the signs of early precoc1ty.
Often they notica if a child is cogn1t1Ve1y,more advanced than
older siblings or children of similar age down the ‘blocK. Parents
may not be effective in precise ‘predictions, such as an IQ score,’

' but_they should be _alerted to to_some of the characteristics that
call for different kinds of educational experience. ’Parents can
cue -the teacher_ to further.-explore-their.’child's spec1a1 needs.———u~<

'Tﬁﬁﬁe—earlyrbehav1ors to note are the following: :

2

‘,

_ Advanced speech. The deVelopmental stages for . gpeech.
-acquisition are known (MosKowitz; 1978r*—“The‘spontaneousruse of
. two or three word sentences during the second year of life would s
"\be con51dered unusual 11ngu1st1c adVancement. .

e s o123,




-=Comp1ex vocabulary. “Early generation of class words, rather
than merely naming things, is significant if it eccurs during the
third and fourth years. Classification concepts (mammals, -musical
1nstruments, tools) and multisyllable words are common .in the.
_vocabularies of many youngsters who are academically gifted.

) . Iy H“_m.__,y/,,.,.e e o ‘_ N c ,- :

" Representation of details. When draw1ng people or animals,
they elaborate by including features not typically noted.by most
children their age. Advanced three or four-year-olds can tell,
before they start a picture, what they are going to draw, as '
:distinct from deciding mid-way what the pdcture will be or changing
the content, while painting, in response to some perceptual
diversion (Luria, 1976). - .

o . . .
= ‘, " . - .

o Interest in numeration. Children with unusual potential for |

— mathematics, given the opportunity, show early interest in counting,
number 1dent1f1cation, and number' relationships. The child may -
enjoy counting by 2's and 10's-or discover that there are-several
ways to make six. They may ‘learn to tell time and locate special " -
days on the calendar.

»

= . Puzzles and games. The'highly intelligent preschool child
often learns parlor games from older friends or siblings.  Some
enjoy checkers, chess, cards, ‘or- monopoly. Some design elaborate
constructions from logo, blocks, or tinker toys. They may show

- a fascination for maps,. jigsaw puzzles, block designs, and’ various
activities which require problem solv1ng in two and three
dimen81ons. - R . . ; .

Early,readinggand writing.. Various studies, conducted over
the past fiVe decades, have shown that relatively small percea-
", "tages -of gifted children read before they enter first grade. . Lo
 Terman (1925) reported that nearly half of his gifted group had ‘
learned to read befiore first grade. By using a criterion of .
130 IQ, Cassidy and Vukelich (1980) reported 17 to 23 percent of
their subjects could read upon entéring kindergarten. - The advent:-
of Sesame Street and the increase in numbers of children attending
preschool has not- increased preschool read1ng appreciably,
according to their research.

Early read1ng is not, ‘of itself, an 1nd1cator of giftedness.
Durkin (1966) ‘reported ‘an IQ range from 82 to 170 among children .
who éame to first grade with word recognition- skills. Early 7
reading might be an “adequate criterion -for temporary: placement in
a special reading group, but commitment to a long—term- program for
gifted students requires more” than parental screening r early
" reading, and at 1east one standardized intelligence test. [

Most, parents of 1nte11ectua11y gifted ch11dren want to ful- £
£i11 their responsnbility toward their ‘child, whom they seek to :
guide but not to pressure. The challenge is, to help the child
accept_his_or_her_uniqueness among - peers, while remaining open to- -

. the exploration of new interests and goals. .

- ... . .
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Inclu51on of Mlnorlty Groups

o
’

Identlfrcation at an early age is the only way that hlghly
1ntelllgent children from many poor homes and certain ethnic groups
can be found and educated fully. When screened at age five by a
culturally unbiased instrument, such.as the Kindergarten Evaluation
of Learning’ Potential (KELP), native Indians contribute equally to
the numbers of superior students (percentiles 7-9). During my
.three years with California Project Talent, a continuous: effort
was made to ideRtify approprlate numbers of black and Hlspanlc-
children for the special projects. Those programs which screened
no later. than second grade, by teacher observation, and identified
‘by the WISC 'were much more successful in identifying both ethnic.
?toups than those ‘programs whlch screened at the fourth grade or

ater by group tests.. .

A

Heterogenelty of. Precocious Youngsters

’ \ . ~
: Heterogenelty,thequallty of d1ss1m11ar1ty, is apparent
almost immediately when groups of cognitively. advanced children
are brpught together for instruction. Also, a psycholoélcal
assessment of a potentlally gifted child is characterized. by
unevenness among his or her abilities. ‘Children judge their own
ab111t1es ‘against the’ behaviors of siblings in ‘the home and peers
in the preschool. Part of their affective growth,requlresythe
development of a concept of self which assumes, "This I am good
at" and "not so _good" at certain other skills. The child makes
exper1ent1a1 judgements in relative terms, often identifying
parElcular weaknesses based on self comparlson w1th partlcular
strengthS\\\\ :

4 .

. 'The prof11es of the’ Wechsler Intelllgence Scales, (WIsC,
1974 and WPPSI, 1967) arevalidated _indicators of. intellectual .
strengths and weaknesses within an individual—B: compar ing the
child's subtest profile with a parent's checkllstyof\BEhav;ors
and 1nterests, the profess1ona1 teacher or consultant -can look.
for clues to plannlng the child's program. , - \\\

The d1fferent forms thatheterogeneltymay take are numerous
and appear to extend beyond the d1fferences to be expected from
their experiences alone.  Robinson, Rbedel, and. Jackson (1979)
empha51zed individual differentes in problem-solving styles.

" Wechsler (1967, 1974). developed separate intelligence quotients

- (IQ's) for Verbal and Performance (non-verbal) Scales which are
-quite discrepant in some children. Guilford found a separation
between conv rgent thinking, or finding a single correct answer,.-
and. dlvergent thinking or 'creating-a solution based ‘on problem"
recognltlon, fluency, f1ex1b111ty, ‘or elaboratlon (Guilford &

. Hoepfner, 1971) £

> . -
-

Recently the. advances in bra1n research have suggested

. individuality in developmental rates for functlons domlnated by
one hemisphere while the other hemisphere supports and monitors
the/jynctlon. L1ngu1st1c’ab111t1es, a left hemisphere dominated

Ty )
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function in most persons, may be quite responsive to an early envi-
ronment which is rich in speech communication, reading and writing.
Spat1al 1nterpretat10n and problem solving, a function usually
located in the right hemisphere-and contralateral to speech. ipiter-
‘pretation, may be respon§1ve to a more divergent environment, buf
that is an hypothesis which regp1nis further 1nvest1gat10n. Indi-
vidual differences in the developm nt of verbal versus: spat1al
abilities have special implications for learning. (See citatiol
under Additional Reading.) Those who ‘condlict the programs .must.
decide whether to extend a chlld s preferred mode of exploratlon
3Pd problem. solv1ng or strengthen the Weaker mode, or both.

. \

Criteria for Ea:ly Ident1f1cat10n o %

It is self’ ev1dent that the process of 1dent1f1catlon of .
glftedness should lead to tentative. seléction for a partlcular ..
Spec1al1zed program. Congruity between the identification instru-
ments :and the abilities to be developed is 1mportant. A temporarj
program, such as summer term enrichment or a talent development
project of several weeks duratlon, requires less precision in ~
pretesting than a long-term commitment such as early. admission to
school. All spec1al groupings for plirposes of instruction.call ~
for a screening step in which the larger. population is-looked at -
for inclusiveness, rather than exclusiveness, followed by a 'step °
in which further. testing and more precise cr1ter1a are applied in
final selection. .This means that .quickly adm1n1stered ‘tests, or
checklists by caregivers form the basis for subsequent selection.

. - ‘. LI ! . 1 -

_Early identification (preschool, kindergarten, andgprinary)

.is easier in some respects than later identification. Young
~children's abilities are less compounded by unevenness in academic
Opportun1t1es, therefore 1t is easier to get at what is theoret- _
-ically. "native" -in their intellectua} abilities. The accumunat1ve_

~ effects of disadvantaged home and.schodl environments is less

~ pronounced -than in older students ,(Martinson, 1975) .. Also, inter- .
vention for young gifted chlldren is likely to be planned on a
broader base of" intellectual enhancement than the more specialized
academlc prognams for older:students. :

T

Early 1dent1f1catlon is very d1ff1cult in some respects
because performance from one test situation to anothér may be .
1éss consistent than'in older chlldren. The group screen1ng tests,

w1dely available for school -age ch1ldren, are not suitable for .. . ... .

preschool ch11dren.A By. k1ndergar*en or first’ grade, tests are .

_administered only  in small: groups and by competent ‘teachers. The
peer and self rat1ngs, ‘'useful for later 1dent1ficatlon, .are )
unsu1table for young. children and must be replaced by’ the check-
"lists of parents and ‘teachers, who are:assumed to know the child's

interests. - Most 1mportant of the problems of early 1dent1ficat1on
is the- 1ntell1gen ‘e test, wh1ch is less pred1ctive at’ eafly ages -
than after the ch1ld has developed more abstract th1nk1ng
ab111t1es. R . . Y
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Talent and Creative Abilities

In our system of common educatlon, parents have been respon-
sible for the development of talent in the performlng arts,
Athletic ability is important, but has emerged in all geographlc :
areas and ethnic groups through the health and physical -education -

‘progr8ms in’ the, schools. The undeveloped talent ‘in artistic . . -
production could and should have some early reccgnition in early
educatlon. .

* 1
The re1at10nsh1p between brlghtness (if not giftedness) and

" creativity has been reported in kindergarten (Robeck and W11son,-
‘ 1967), first gtade (Gilbert, 1977), elementary schodl (Torrance,
"1972), secondary school (Getzels and Jacksbn, 1962; and MacKinnon,
.1965). Talent development offers the students an: opportunity to
- extend the1r spec1a1 1nstruct10n to ‘a larger population at very
Jlittle cost for' multiple benefits. . The screening procedures which
. locate children in the gifted ranges above 130 IQ, will identify
“many ‘children with the: brlghtness of 120 to 130 whlch ouﬁstandlng
'.product1v1ty in creat1ve areas seems to require.

r Multipze Screening Devices
The screen1ng step in 1dent1f1cat}on usually is a check11st,
‘prepared especially for parent, caregiver, or teacher to nominate :
a child for further testing. - Some well tested checklists are’
available: for -preschool , RoedeL and Robinson (1977); for,k;nderj
garten, Tuttle and Becker (1980) "and Martinson (1975); for first
grade, Martinson (1975); for primary, Clark (1979). - Betsy Clewett,
at the Un1vers1ty of Oregon, 1s reflnlng preschool checkllsts fori
-parents and  for ‘teachers. ' . r P
\ - S g _
o " Checklists are usually supplemented by abbreviated tests,

. which are more objective. The Peabody Picture Vocabulary Test .
gives a qulck measure of vocabulary knowledge, a1though it has
been cr1t1c1zed by Hagen (1980) .as limited to relat1ve1y IOW‘LeVEI
cognltlve ab111ty. PlagetlantaSKSOn classification, seriation,

- and conservation indicate the cognitive develdpment  of logical
thought; 1ndependent of language expression. They may be -adminis- .
tered by teachers and are available in kits’ that have been

. researched for d1ff1cu1ty level (Fogelman, 1970).\

~i# . - The. Slossen Ihtelllgence Test (SIT) is a brief test which ‘is
su1tab1e for very: ‘young children and was designed as a. screening

. test. If an achievement test\1s desired, the- Peabody Individual
Achievement .Test (PIAT) is su1tab1e for k1ndergarten and later
grades.” Tuttle and Becket (1980j have pub11shed the nature-and
sources of theae and other tests. e .l *

'?. The K1ndergarten Evaluatlon of Learn1ng Potent1a1 (Wilson
and Robeck, 1967)'was des1gned to identify children w1th high
‘ability, as well ‘as those who need other forms of 1ntervent10n.

———~The—k1tT—1n—the—hands-of_a_competent_classnoom_teachez_Ls_hAQhlg
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correlated with the Binet mental age and\ls ‘moderately predictive
of school success through' the second grade. It 1s recommended
as a Screen1ng dev1ce for referral and possible early placement
in £irst grade. e’KELP has elevern items all apgropr1ate to_the »Jl‘

~ kindergarten setting and.an unajded teacher. These’ developmental .
items - 1nclude gross and fine motor skills, vocabulary, letter .
use,. aud1tory and. visual pertept1on, block and - bead des1gns, bolt
board assembly, calendar and number relat1ons. '

L1rgu1st1c versus Sgat1al Ab1l1t1es

LI - 7

Intell1gence, like love, is a many splendored thing. The
po1nt Has already:- been made that otherwise highly ‘intelligent
children may show uneven abilities when tested in ways that
permit a profile’ analys1s. Hogan (1980) emphasized that identi-
fication of gifted students‘should include at least four types of
cogn1t1ve abilities: (1) verbal reasoning, such as.analogies
and.classification problems; (2) abstract problem solving with
minimal verbal loading, such as classification and embedded
figure problems; (3) spatio-visual reasoning, such as geometric
two~ and three-dimensional problems; and (4) quantitative
reasoning, such as number- series problems. Measures des1gned
for young children may lack the four categor1es Hogan requ1res
for older subjects., However, it is not difficult to analyze
those items which require verbal reasoning, as opposed to
non-verbal reasoning. Block design, mazes, and embedded f1gures

.are examples of performance or non—verbal 1tems. .

The Un1vers1ty of Washlngton Ch1ld Development ProJect used
el battery of identification tests for preschool -children.. It
' included the short-form of the Stanford-Binet Intelligence Scale:;

‘the Block Design, Mazes, -and Ar1thmet1c~Subtests of the Wechsler

«Preschool and Primary Scale of Intelligence (WPPSI); the

Nufier ical Memory’ subtest from the McCarthy Scales- of Children' S

"Abilities; and their own word recognition test of reading
(Robinson; Roedell and Jackson, 1979);. This battery tests both

.linguistic and spat1al—perceptual reasoning, as well as ar1th—
metic and reading skills?’ When the ceiling appedrs too low on

‘a WPPSI subtest, the tester cont1nues with the parallel subtest .

of +*the WISC. - . . .

) The criteria for 1dent1f1cat1on of gifted chlldren dur1ng
early chlldhood may be summar1zed br1efly-

. * Plan a screen1ng and test1ng procedure whzch is congruous .

with the program(s) available to the children identified..

: % Use’screening devices which include as high a percentage-
~of the child popu‘at1on as resources (personal and monetary)
permlt. : ,

* EwPloy a. battery of 1nd1v1dual tests to cover the ch1ld s
T verbal, T mathematical——and‘spatral—abtltttesrrtnclude—items—whlch—_
go beyond assOC1at1ve learn1ng to test reason1ng and higher -
conceptual processes.
128
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* Give- the young child ample opportunity to show his or her
maximal potential through the.use of alternate tests and suitable
diversion between tests. ' '

* Objective’evaluation should assure that the children .
selected are potentially able to succeed 'in a special -program.
Schools do the child and the parents no favor by admitting
children who would be more successful in mainstream classes.

-

‘Guidelines for Intervention

[ /

- Programs designed. especially for intellectually gifted pre-= =
school children have appeared recently (Vantassel-Baska, Schuler:
& Lipschutz, 1982 and Kitano, 1982). Like the University of
Washlngton program, these programs tend to be reSponsive to the
special” abilities of the individual children in the groups.

Much more. program information is available for klndergarten and
primary, age children than for preschoolers (Rice & Robeck, 1965} .
Desp*t y reluctance to dichotomize these guidelines, space is
compelling me to close thls'report with some cogent do's and *
don'ts that emerged -from the kindergarten—primary classrooms
that participated in California Project Talent (Plowman & Rice,
1969). . v B

Do con51der acceleration by early admission.or a. planned
advancement  during the early grades. Planned acceleration has
an excellent track record in both hard-data research and program
evaluation. If the identification procedures are adequate and
the tgan51t10n is D:ofe331enally supportive, the chances are
95% or better that the advanced placement: w%11 be a better '
placement for the deyelopment of the child. .

Don’t underestimate the glfted ‘child' s ab111ty to adapt .
soc1a11y, emotlonally, and academlcally in a peer group that is
older in chronologlcal age.

Do give. 1dent1f1ed glfted children 1nconsplcuous oppor~
tunities to work at their own ‘level of achlevement in all areas
of the curriculuri. +*They can learn quickly to prepare a biblio-
graphy, using the elementary school library. They can read more
advanced science books (sometimes the teacher's manual) to set
up experiments for the class. They can write math *problems <
‘within the unit of study and deposit them in a box on the
teacher's desk to be duplicated along with the contributions of
anyone - in the class. They can write book-length ‘stories, a few
paragraphs at a time, to be typed. and placed ‘in the library
.corner. These kinds of projects fit intc the current‘classroom“"”“
study un1ts "and help advanced children feel they are’ an, 1ntegra1 ’
part of the group.

Don t 1dent1fy gl!ted chlldren to v151tors in the‘@resence
.of pupils, "She is one of the gifted group>" This admonition
-may_seem_shocklng_and_gnnecessary, but 1t is needed. Acfoes"the
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room, children know who is the focus of attention. Gifted
children, by and large, want to fit in, but they often need adult
cooperation if not counseling to help them.

Do. make major ddjustments in the skills programs. For Mark,
whom I ‘mentioned earlier, a third grade reader would be much less
.than an -appropriate adjustment. Sixth or seventh grade books
would have been appropriate; if selected for interest and )
sOCial/emotional ‘maturity!. . There are usually other pupils in the
class, whose reading is almost as advanced as the "best" reader.

- They can share a set of paperback titles and they will eagerly
participate.in skill lessons when these are needed for the books
they are reading. Reading activities they enjoy are generating
rules for word recognition, drawing' implications from text, and
writing the theme of a story in one sentence.

Don't insist on their doing all the pages in the adopted
texts or completing all the workbook.pages if the skills and
concepts are kdbwn already.

, Qg counsel the gifted underachievers by helping,them'(and
_ their teacher) find rewarding materials from which they can -
learn. Sometimes the child's disinterest is so persistent that
areas of interest will need to Re explored or developed. - Recog-
nition for genuinely superior work should be given consistently.
- -
Don't t praise for minimal effort. Children know when they
give little effort and can be silently contemptuous of undeserved
rewards., Counseling is not, "You can do better, you have the *
brains'!" Teacher counseling of the ‘gifted child may consist of
social reinforcement at a ery,intelligent level, similar to the
relationship most children like. to haVe with their teachers.:

Do use some system for stimulating successively higher
levels of thinking. KELP incorporates associative, conceptu
“and creative levels of learning. Bloom's taxonomy may be
, appropriate ‘if the lower levels of knowledge and compreu,nsion
..are applied to curricular content. : The. Guilford and Torrance
distinction between "finding the one right answer' 'vrrsus
.- "exploring many possible solu ions“ is readily uid rstood by
- gifted children at an early age.

Don't phrase questions so loosely that rnildren fail ‘to
understand whether they may, “brainstorm *or whether the teacher
has a particular answer in mind.

Do use direct” instruction‘sparinglf-for particular skills .-
that are lacking. The gifted child's @math and reading may have -
been largely self directed and informal, leaving important gaps
in his. or her. learning. The academ:cally talented child requires
much less associative level . instruction-than do most children.
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- Don't use direct instruction when methods are available
which help learners construct their own understanding. Such
approaches are mnore effective-in allowing the child to transfer
knowledge to the real problems’ of sc1ence, mathematics, and
literature. . .

The most important element in the gifted child's education
is the classroom teacher, whose effectiveness as mentor and -
adviser cannot be replaced by administrative re-organization. %
The teacher who understands; accepts, and strives to teach the
precocious learner can’ overcome tremendous lacks 1n community
understandlng 7ad support.

e
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