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by Sarah

nce on yellow paper with
green lines he wrote a poem... and he
called it Spot because that was the
name of his dog and that’s what the
poem was all about. His teacher gave
him an “A” and a gold star and -his
mother pinned it to the kitchen wali and
showed his aunt. That was the year his
sister was born and his parents kissed
all the time. The little girl around. the
corner sent him a postcard signed with

a row of x’s-and his father tucked him -

into ‘bed every night and was always
there.
Then on white paper with blue lifes

" he tried another poem. This poem he

called Autumn. The reason he called it
Autumn is because that's what season
it was. His teacher gave him an “A™ and
told him to write more clearly. His
mother told him not to hangit on the
wall because it had just been painted.
That was the year his sister got glasses,

and his parents never kissed any rnore
and the little girl arourd the corner

Iaughed when he fell off his bike. His

father got mad wher:’ he asked him to -

tuck him in bed..

~ On a piece of paper tom from his
note book he tried another poem. This
he called ? because that was his big
coricem. His professor gave him an“A”
and a long searching look. His mother
never ‘said anything at all because he
never showed it to her. That was the
year that he caught his sister necking
on the back porch-and the-little girl
around the corner wore too much
make-up so that he laughed at herwhen

. he saw her. He tucked himself in bed at

three in the morning with his father

- snoring loudly .in the next room.

On the back of a match book he tried
another poem and called it Absolutely
Nothing because that is what it was
about. He gave himself an “A” and a

slash on each wrist and hung it on the’

bathroom wall because he couldn’t
make it to the kitchen.

GENIUS?

by Dave

na wOrld'fqu of different kinds of "

people. ., he is alone. He goes ignored
although he stands out in a crowd.
Silently he ambles through the corridor,
his imagination is his only companion.
People brush past him without even
noticing him. “And look at them,” he
thinks to himself, “Conversing and
laughing with each other, and 1 walk
alone, isolated from the crowd.”

Longing for a friend is this man,
though hardly a man at sixteen. Yet his
mind is that 6f a man, one who could
someday make startling new
discoveries, or be a famous inventor.

?

@

Yes, his mind is that of an Einstein, but
his vocabulary is one of merely a child.
. His lack of communicative ability
makes his personality and intelligence a
mystery. The true giftedness and

potential that this man possesses is lost *

forever only because he cannot
transmit his thoughts through words.
This man must be helped before he

\becomes just another face in a crowd..

:- Too many excellent minds have already
been wasted because of emétional and
physxcal disorders.

He sits aldne. . . thihking.

Y




he squatted, eyes scouring
fhe ground for lost treasure. A button, a
bit of glass and stones carefully chosen
slipped $afely intp her yellow z:ppered

pockets. . She dreamed of finding a -

‘diamond, a perfectly beautiful diamond.
But then, remembegng that such
stones are found only%“special places
far away, her thoughts darted
elsewhere. Today she would look for an
arrowhead. Now that was possible.
Archeologists, old bones and stones,
maybe today, she hoped. Her search
continued with intense concentration
until the trance was broken by the
sound of a school bell. Immediately, she

took her place in line and the children

began to file into the building.

" Mrs. Herbert stood outside the
* classroom door watching the children
in their daily routine of taking off coats,
closing lockers (gently), and -getting

settled into the assigned desk. Rachel

was last, as usual, and.the teacher
sighed audlbly, “What:to do“about this
one. So nervous, so insecure and
certainly a dreamer.”

Rachel unzipped her jacketand, after
placing it on the hook inside her locker,
she gently shut the grey metal door and
- walked into Room 120. Her desk was in
the back near a long row of windows
and this pleased her although she now
had to glance cautiously rather ‘than
stare blatantly as a result of being
caught daydreaming,

Aruitoxt provided by Eic:
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by Pdlrl i D, Fem

Today is March 16.

It will be warm today.

Art is at 10:30 a.m.

Gymris at 1:35 .

She knew the r1outine. Attendance

first, say the pledie of allegiance and

then read the sentences on the board.
s keheers andone read -nq
e raorng recis b

Twor i cad fiw e and twe rv-;’:
faces et e feel grow b
today. & « bad o rewrite b oy
aae Woeehungton thiee e
ate a. dumbbell)” che

.It

Qroait ot

"My hands
conchuded.
no'” Rachel thought that her pictines
were goad enough for Mom and Dad
and evervone else, but not s0 qeod as
evervone clsics, w1 they were dimb,
too. She £t her <tonely tighten aned
the oid teeang of not quite thmwmq e
1eturned.

Recess  brought
tyrannosaurus rex_ storming

fanitasies. of a
the

- playground in search of little children to

eat and it also brought a rea! treasure
found at the edge of the playground
almost off iimits. Why, it looked like

-bacon - a crinkled brown side with a

dark line down the middle. She knew'it
was one of a kind, this stone, and after
turning it carefuily with small fingers,
she placed it dently into the pocket.
(She smiled and 'ished that
riding home.)

The bell rang and within a few -
utes all the students !
resumed their positions

Art came and weit.

Rachel decided that waiting

for it to come was worse than

actually being there anl now

that it was over, her tumnwy felt
Letter.

“First qmd(’ts, gel out vonr

tablets because ther(* is gomst o be
-a spelling test.”
Rachel loved spe Hn.q Tests n-d
never ook the words Lose Lo stu

“And s coming . oh o
3]

s.l W Was

l( 1o’s words were easy.
first ome and she quxckly v
letters: Her mirid began to drift back to

the bacon stone, It was s6 bea

she liked us sandy feel rubbing ag ifis
her fir- o1 What was it made of,
wond
v oy

N he watched that knitted look
oy f @ Mrs. Herbert's face, Rachel
deeidid that it was tighe to get ‘back to
work.
she knew that thw letlers were rightand
now. . . recipsocaeting the teacher’s

~dicgrintled look, Kachel's face became

a model of concentration, ..

*Her blonde head tilted upward her
oyes ';dpvd open and therd - a soft
mioat, air pushing over sound. ” She
o rmamed, -shapreed aut of her seatand

Cctarted for the door JThe pocket wasn’t ;
zipped! She hadn’t zipped the vellow

pochet on her acket and the bacon
“tome that crinkd
have lallen out:

Mz Harbert, shocked bythls abrupt

outburst, intercepted and held the child -

firmly Hn sy shuddered together as a
1hin voice whispered, "My bacon stone,
alone. . s the only one. The yellow
2Pt 3 upen aned it ight be gone.

Suppressing  tears, the teacher
swallowed Lare end tned to leave the
yoon, “Stay bere Rachel,” she said
softty. Mis.
iveasire would be where it had been
placed and so it was. Rachel was a

cautious hikl and yert this time she had

lipped

Cuae rqtrwu-d, the
St aed into the small band, It was too
Iae Rachel knew what she had done
il there was no turning backs She

¢ t.ml and the teacher rocked her gently

A emallplastic seated chair while the

Ciioo ohildren watched  intently,
uncerstood the -

oo b ey
w0l

RN

what had occurred..

[P

Rm <y different and she had never

ffove xpnl e UG h dS one word.

Gt

dl. ane! how did it get 6n’ the :

fed i the sun - itcould -

Ferhert knew that the.

The speling test was over and.

stone was’ '

Mur/’Apr, 1984—19




These are my feelings on being gifted:

Z0WnXXam o OMm- T

A

3

Afraid that-at ‘some point in time I'11 §11p and do something wrong and
everyone will notice. - o .

Guilty, when pressured into not-doing my best. )

Isolated, when others make me feel left out of "the group."
Frustrated, when I do something great and everyone laughs.
Terrified, when I don't know the answer and everyone stares at me.
Excited, when I create something that everyone.appreciates.
Disgusted, that my special needs are neglected. -
Privileged, when I get extra time during.school to do something for myself.
Embarrassed, when the teacher announces my grades. ' ) o

‘Relieved, when people don't laugh at me for getting less than 100%.

Satisfied, when I am able to help someone else with something they- don't understand.
On top of the world, when somebody says they enjoyed.my-work.

- Nervous, when pressured to always be the best.

Girl;. 12, Pennsylvania

(Delisle 1984: 113)




. rintroductioh
"The gifted speak e]oquent]y of the joys and burdens of
.g1ftedness They express its un1queness and comp]ex1ty They
are special ch11dren Some g1fted children experience " . |
good social adJustment, emottohal maturity, and hea]thy se1ff
concepts . . L (Roede]]: 127)'but‘as_Sebring'(97).notedt”there
are ah "alarming number“who appear.emotiona1Ty disturbed or
'.socia11y maladjusted.“ Concern needs to be focused"on.these
.g1fted youngsters who are depr1ved of an- engoyab]e productive»
life dueto their g1ftedness .

Several myths SUrrounding the gifted should be exposed
'1n1t1a11y so the signifieant issues re1erent to.the problems of
the gifted can be c1eer1y examfned. Lyon and Webb, Mepkstroth,
and To]én‘reoreseht just severat authors who ponfrohted thefidea
that the g1fted and ta1ented can make it on_their own; they need
. no spec1a1 he1p The reality is their success is hot guaranteed.
Educationally, just as the below average have a difffcuft time
"keepingiup” wtth a class of regular students so the above
average have "troub]e stay1ng oeh1nd" (Lyon: 18). Lack‘ofgat-
;tent1on to the1r;educat1ona1‘and,emot1onai needs creates deve1oo-_

13

“mental problems. Usually as the degree‘of abtﬁity increases so
does the degree of ma]adjustment,and unhappiness (Roedell: 127). °®
.Converse1y, Marland noted the positive correlation between ap-
proprtete educationa] OpportUQities and well-adjusted gifted
children (II 2). |

The question of appropr1ate educat1ona1 opportun1t1es sug-

gests another damag1ng myth g1fted educat1on i's an elitist and




rao{st concept aod islinappropriate,in our egaIItarian society
(Lyon' ]9)" Underrepresentation of minorities has been a oon-
cern’ and efforts have been d1rected toward rect1fy1ng th1s in-

‘equ1ty (Yancey 1983 Gore »32, Lyon 19 and Renzulli: 517).
The Iarger 1ssue of eI1t1sm has created the greater controversy. -
Marland. (III 1) po1nted to the dual interpretation . inherent in
the‘argument. ‘ o

If democratic educational practice is
interpreted as the same education for
all, then special provisiqns for the
gifted are-undemocratic. - If we-believe
that democratic education means appro-
priate educational opportunities and

L - the right to education in keeping with

i one.'s ability to benefit, then special
programs.‘are not undemocratic.

Fehrle (5) and Ward (77) suppont the view that democratic prin-
ciples appreciate the importance of the individuaI and oppor- , 5'

tun1t1es to deveIop h1s or her potentfaﬂ to the fullest. Miano

a

stated it most persuas1ve1y

Our ideals of freedom and eguality - -
could be fostered in our schools by .~ : _ = .
creating an environment of acceptance ' .
for all levels of intelligence in such

a way that extremes are not considered

freakish. Expertise in and out of the

schooi sett1ng in-conjunction with

special programs_can help to nurture

the concept that normal achievement

means reaching individual maximum

achievement rather than the concept

that normal achievement is average

achievement. :

Philosophical jﬁstjfftation for adequate educational opportuni-
ties must expand to widespread acceptance and practicaI imple-
mentation. |

P ) AIso,detrimentaI but not mythical is the fact that nationaIIy,'

o




a

the gifted are at the mercy of political and eeonom1ca1‘exped1—
..enCJ. The Sov1eTs' 1aunch owaputn1k in 1957 elevated gifted
.educatipn to top priority but civil righfs concerns in the
1960'suusurped the aftenffon and fuhds (Lyon 16). Unfortuhate—
1y for the_chi7dren gifted educat1on is v1eued as expend?b]e
The gifted are equa]]y vu]nerab]e within the1r own school dis- '
tricts. _In the School ‘Staffing Survey of the Mar]and report
57% of the schoo]s'cTaihed they had ho gifted students (III- 9)
Gifted ch11dren were unquest1onab1y be1ng overIOOWed Or purpose-

Ty 1gn0red.. The Marland report in the early 1970's and the

Nation at Risk in this decade have brought gifted education

once agaih to the~surface The duration of this renewed ﬁnter—e
est and resu1t1ng gains for g1fted educat10n are unpred1ctab1e
' The gifted and their special needs cannot afford to be

neglected, no matter what the reason. A.commitmentfmust be made
td thése_chi1dren, not short-term based upon a comhissioner's
report, but 10ng—term based uuon eare and concern for their
succeséfu] deve]opment; Two-popular stereotypesbof,fhe gifted
‘are the "unbearable smart—a1eck“ and the "withdrawn ;nerdf“ who
has no frienda and studies constant]y (Carfer' 35). | Regret-

ah]y, these 1abe1s are accurate for some gifted who lack the-'
Understand1ng of those around them. Dispelling myths, he1ghten¥
1ng awareness,-and developing an understand1ng of the spec1a1
needs, vu]nerab111t1es, and problems of the‘g1fted~are impera-
tive. 1t is the first stage in eliminating theserstereotypes
and helping these unique children accept their gifteuness and

~use it happily and productively.

bt
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Statement of the Prob1em
The prob]ems wh1ch g1ftedness creates for the g1fted chil-
dren, their families, and the ‘'school must be confronted and

dealt with effective1&.

. Purpose of the Study o =

The W1de1y accepted myth that gifted children are capable

andvrequ1re no spec1a1 help must be~d1spe11ed These children

have un1que needs and att1tudes which are. often ignored or in-’
effect1ve1y hand]ed Too often the g1fted ch11d fa11s~w1th1n
the'system.v When success is experienced; it is trequentty at
great emotiona1 expense . If these special children are to be

emot1ona11y heg1thy and free to dewelop. their ta1ents, it fs

essent1a1 that those people work1ng with them develop an aware-

¢

ness and understand1ng of their un1queness.i This knowledge can -

then be used to create the necessary support systems and help
the gifted students better understand themselves, appreciate
their talents, battle the .problems that arise, and find their -

place in a world seeming]y designed for the averaged.

1

i3




Organization of the Study

aud
5L

e

viod

The first section of the study deals with the comp}ﬁxity
~of giftednesg.u The»1éck of agreement‘dn defihitionSaanﬂ the °
multiple idenfiffcafion procedures create an initia1 sériéé of
problems for the gifted. -

The ‘second sectiohiexémines the special at}itudés, behaviors,
and needs characteristifﬁof gifted and taTented chi1dreh and
thelmu1fitude¢of prob1ems which can result if these are ignored
or mishandled. o W : _4 » S

The final section feViews specific appfoaches and programs
Which’are.dgsighed to hefp,those involved avoid the brob]ems
created by giftedness and.assiét those th_;}e.Expekiehcing its
.dark side. |

Each section of annotatidns 1sApréceded by se1éctedvquo- X
tatiéns from\gifted-éhﬁldren. Thgse thoughtsvrefJecf»Ehe»re- '
séa§Ch and experf opihionS‘which follow. = A1l quqtesAwere taken% _—

from Gifted.Children Speak Out by James R. Delisle, 1984.

After each quote 1 have included the page‘ndmber on which it

o

. is foqnd.
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1.1

A}

‘Gifted Children Speak Out On.......
‘Definitions and Identifiéation

I think-beiﬁj gif%éd must meén being especially good in
the arts as well as in-.the academic f1e1d Some kids think that
'1t just means being in an academ1ca11y ta]ented program but a
girl 1n my c]ass Q1th an I Q. of 128 who is very good in art
is automat1ca11y "not gifted" because you need an I.Q. df-130
to be in our gifted program. That's dumb. ‘ |
5 Boy: 10,'Coﬁnecticut: 425

- '/'

I think it meang being smart, having a wonderfd] imagina-

tion, and being different. | | ’

e

e : Girl, 12, ArkanSas:-S

@
o

*

.Gifted i% somethihg that is hard to put down in print on.
paper. It is "definite?y not" in my mind someone Qho is just a
stréight AT séudent, tHough that_might.be one of~the_crfteria.
You must h;;e'that exfr} bit mére of motivatjon .that most kids
don't have. VYou 'must be able to‘jraSp cbmb]icated concepts and
ideas easilty and.youfmw;t bé régponsible. Giftednéss may‘npt
be something you a]Way; cherish for it's a burden in many ways.
But being gifted, 1 f1nd I have that urge to learn. -

;

Boy, 12, M1ch1gan 6

I know what the wgrd gifted means, but from my point of

view, I think most of the time it's used wrong. People tend to

S 14
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use the word gifted to describe a person good in school. Gifted
rea1]y descr.ibes a person whb is exceptionally good in anything,
whether it's runﬁing or p{ano playing or reading. Everyone is

‘ gifted in'sdmé way.

Girl, 10, Indiana: 4

Yes, I am gifted"because my'mind‘can store mathematical

facts.
‘Boy, 9, Georgia: 6
In my class I'm at the top, but I know that there are peo-
p1e—WHo are in other schools who may be a lot smarter than me.l

|

f L _ e ‘Boy, 11, West Germany: 8t

Nhén I was ih first.gr;He~I had a‘seriés of tests tﬁét
other»3h11dren‘didn't }ake._ My scores wera”séht-home one day
and'myﬁmotherJShowed me my I.Q. and told me my scores and.fhat
7i would be in a special c]aés becaﬁée I was smart. L

“Boy, 11, Georgia: 10

.I found out I was.gifted :in third grade. I a1wdys¢fjnished
my work and would disturb others because .l had nothing’to do.

Girl, 12, North Carolina: 11

’ In third grade, I was in school on a Tuesday afternoon and
my teaéher called me into the hall and broke it to me easy.

Boy, 11, Georgia: .10
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°
- o

I know that I'm smarter than some kids in sqme'fie1dsf—such
as theater (when "they" say every word the same way) and creative

writing (when every other word of theirs is something like "big"

-or "nice") but I also know that in science there are many far

ahead of me, and when it comes to physical education,’I'm 1Qst!

s

Girl, 11, New York: 8

)
-

16
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Getzels, J.W., '‘and P.W. Jackson. "The Meannng of 'Giftedness'—
An Exam1nat1on of an Expanding Concept " Phi Delta Kappan
40.2 (November 1958).: 75-77. B

Historically, giftedness.was defined -as a score on an intel-
ligence test. This singular determinant of giftedness .ignored
other forms.of intelligence, limited attempts to identify and en-
courage creative abilities, and failed to recognize the "varia-
tions 1in the value placed upon giftedness." A University of
.Chicago research project supplied data to support the need for
~an expanded concept of giftedness. Approximately 500 students
~in grades 6-12 constituted the sample population. "H1gh1y in-
telligent" students from the top 20% in I.Q. but not in creativi-
.ty were compared with "highly creative" stduents who tested in
~the top 20% on measures of creativity but-not in I.Q. Results
revealed the groups equally superior in school achievement yet
teacﬁers showed  a preference for.the high 1.Q. students. The

"intelligent" .ranked good grades,‘I.Q., and-goal directedness
as important, whereas the "creatives" favored a wide range of

- interests, .emotional stability, and a sense of humor. Also, the

high I.Q. group was more success oriented and held a self- 1dea1
. which reflected a model envisioned as teacher-approved, unlike the
creatives. The study’ Just1f1ed the need to redef1ne g1ftedness

Guilford, J.P. "Three Faces of Intellect." American'Psycholo-
gist 14 (August 1959): 469-479. ' -

Guilford analyzed the components of human intelligence
within a system called the "structure of the intellect." Each
component"or factor represented a unique ability necessary to
. perform a class of tasks.” Although distinctive, the factors were
classified according to operations, content, and products Oper-
ations included the factors of cognition, memory, convergent
thinking, divergent thinking, and evaluation. Content classifi-
cation involved figural, symbolic, and semantic material. Content
and operation combined to produce the third classification, pro-
ducts: wunits, classes, relations, systems, transformat1ons and
implications. A cubical. model represented the structure, enab11ng
each ability to be described in terms of operation, content and
~product and measured through testing. The cells in the theore-
‘tical model represented-a potential of more than 120 distinct
intellectual -abilities. Fifty factors were identified, indicat-
ing fifty diverse.types of intelligence, and hope existed that B
more gaps would be filled. Guilford stated his model would /
probably be modified if the form survived but insisted the muli
tidimensional: concept of intellect was firmly established. <

B \,
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Marland, S:P. Jdr. Education of the Gifted and Talented. Report

~ of Commissioner of Education Pursuant to PubTic Law 91-230

Section 806. Department of Health, Education, and Welfare,
L1971, B A : 4

In compliance with Public Law 91-230 mandating a status
report on education of the gifted and talented, the Commissioner
of Education was to define "gifted and talented." The *advisory "
~panel established the following definition. "Gifted and talented
children are those identified by professionally' qualified persons
who by virtue of outstanding abilities, are capable of high per-
formance. These are chiLd¥éh4whovrequ1re differentiated educa- °
. tional programs and/or services beyond those normally provided )
by the regular school program in order to realize their contribu-
tion to self and society" (I-3). High performance included
achievement and/or potentia] ability in the following categories,
singly or in combination: eneral intellectual ability, specific
academic aptitude, creative, or productive thinking, leadership
_ability, visual and performing arts, and psychomgtor ability.

A minimum of 3 to 5 percent, of school age children was expected
to be identified using these criteria. ' ;

3

WEbb, James T., E]izabeth"AL Meckstroth, and"Stéphanie A. To]an.;

"We Don't Have a Problem Here!...Or Do We?" Guiding the
Gifted Child Columbus, Ohio: Ohio Psychology PubTishing
Co., 1982. o v ‘ '

. " This study defined gifted as those having mental abilities
in the upper 2% to 3 percent of the general population as mea-
sured by intelligence tests. An I.Q. score of 130 was noted as
the typical delineation“altHough 125 was sometimes utilized if
other indications of talent'existed. Scores of 145-160 were

the highest capable of measurement on most tests, but estimates
were possible beyond that wiith some das high as 180 and 200. Also
designated were the degrees of giftedness, classified according
to I.Q.: . 120 to 129, superior to gifted;  130-139, gifted to
highly gifted; 140-160, exceptionally gifted; ‘and over 160, 4
genius. The diversity of the gifted population was illustrated
by-the 70 point range in I.Q. scores, especially impressive when
compared to the 45 point spread between baorderline mentally re-
tarded (I.Q. of 85) and very.superior. The author did remind
the reader that I:Q. scores represented only.one method of iden-
tification, and scores could,vary from one test to "another by .
five to as many as twenty I.Q. points.

i
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Passow A. HaYry "The Nature of Giftedness and Ta]ent "
Gﬁfted Child Quarter]y 25 (1981): 5- 9

Passow focused on the complexity of g1ftedness a concept
which started evolving in 1868. He traced the work of numerous
researchers from 1868 and repdrted their conclusions on the na-
“ture of giftedness. The initial definition of "individuals with
high intelligence quotients" expanded to include _persons of out-
standing abilities capable of high performance in any of these
areas: general intellectual ability, spec1f1c academic aptitude,

- .creative or productive thinking, 1eadersh1p ability, and visual

and-performing arts. (5) There had been and continued to be
-disagreement regarding giftedness, proper identification proce-
dures, and the appropriate educational programs. -Seemingly for

. every answered question concerning giftedness there were numerous
“unanswered. Passow noted it was known that the gifted were not

a homogeneous’group. Each was an individual with unique abili-

. ties and needs. Educating the g1fted and meeting their needs
presented an incredible cha]]enge, one the author stated relied
upon the "conception of the nature of giftedness and talent."

(9) | | ‘

dJuntune, Joyée, "Myth: The G1fted Const1tutes A S1ng]e Homo-
geneous Group!" Gifted Child Quarter]y 26.1-(Winter 1982):
9-10 : o ‘ .

- Juntune emphas1zed the -vast d1fferences among the gifted.
Although reliance on intelligence test scores to define gifted-
"ness perpetuated the concept of homogeneity, recent,research
altered this perspective. The government definitign of gifted-
ness supported this multipTicity by listing five broad ability
areas which could revea] giftedness. Juntune further noted en-
vironmental, social, emotional, and intellectual wvariables. that
~accounted for wide d1vers1ty among the gifted. She verified her
-observations by selecting a group of third grade students all
within five points on the Stanford Binet and with the-same per-
- centile rank on a group achieVement test. Each was then tested
.with Meekers.lLearning Abilities Test and the Multiple Talents.

" Test.. Results were graphed and all were different. Each stu-
dent was found to be an individual, not a member of a homogeneous
group. )

L)




"Gifted and Talented." Psychology Today. June 1984; 19.

This cursory overview of the identification and education of

. the gifted and talented noted the early attempts of the Chinese .

in 2200 B.C. to locate competent people to fill powerful govern-
ment positions. Their examinations were searching for diverse .
.talents, recognizing the multidimensional talents of man. The
approach in the United States has reflected a narrower scope,
conéentrating -mainly. on those with superior mathematical and lin-
guistic abilities. Financial considerations and cultural differ- .
ences limited further the number of gifted identified and provided
special education. It was observed that schools have historical-
ly offered only two modifications to the regular school program

to accommodate the gifted, acceleration and various grouping
_techniques. The establishment of a multiple-tracking program in
Elizabeth, New Jersey, in 1866 was probably the first. Since

that time support for the gifted has "fluctuated widely in re-
sponse to-shifting political, social, and economic conditiops."

It was noted at the time of the writing that almost every state
had some form of program and the financial commitment was $180

- million compared to $50 million yearly in the 1970's.

|

Pegnano, Carl E.;»and Jack W. Birch. *Locating Gifted Children
in Junior High Schools: A Comparison of Methods." Excep-
tional-Children 25 (March 1959): 300-304. o

; : ‘ . f -

Conducted at a large school in Pittsburgh, this study test-
ed the efficiency and effectiveness of seven means of identify-
ing gifted children in junior high. Mental giftedness was de-
fined as an I.Q="of 136 or higher on the Stanford Binet test.

The cumulatiVve list recommended. 781 students, half of the junior
high population, for individual testing by a psychologist. Of
the tdétal number referred, 91 were found to have 1.Q.s of 136

or higher. Results revealed teacher judgment and ‘'mathematical
superiority were neither effective nor efficient. Approximately
half of the gifted were missing from both lists. Creativity

and student government membership proved the least viable methods.
Group intelligence tests had the best combination of effective-
ness and efficiency but as a screening device only.. Cutoff for
the 'study was an I.Q. of 115 which resulted in 92.3% effective-
ness.- If 130 had been the cutoff, only .21.9% of the gifted would
have been located. The most accurate identification method was
found to be the individual intefligence *est, a method both cost-
- ly and time consuming. 3 :

E2Y




Renzulli, Joseph S., and Linda H. Smith. "Two ‘Approaches to
. Identification of Gifted Students." Exceptional Children-
43 (May 1977): 512-518.

the use of the individu intelligence test as the primary cri-
terion.measure to judge /the effectiveness and -‘efficiency of al-
ternative identification procedures. For this study the tradi-
+tional approach, using group ability tests as a screen and follow-
ed by the individual intelligence test, was .compared with the case
study approach. Seven districts instituting gifted programs pro-
vided the data. Three districts used the traditional approach
while the other four used case studies for identification. The .
information gathered in the case studies included aptitude and/or
achievement test scores, ratings by teachers, past performance,
parent ratings, and student. self-ratings. Results favored the

- Case study approach based upon.the utilization of multiple sour-
ces, the variety and usefulness of gathered information, the iden-
tification of gifted minority students, and reasonable. time and
cost factors. Also.significant was the judgment by teachers in
the gifted programs that 92% of the students were properly placed
using the case study apprcach contrasted with 79% deemed properly
placed using the. traditional methods. o '

The broadened cohciﬁt-of giftedness ca]]éd,into question
a

Fox, L.H. "Identification of the Academically Gifted." American
- Psychologist 36.70 (1981):.7103-1111." ' )

. - Fox reviewed the evolving and conflicting definitions of
‘giftedness and the various methods utilized to identify gifted
students. The author examined the procedures, noting their
lTimitations. Fox recommended a concept introduced by Julian C.
Stanley. His premise keyed on children who displayed talent in
specific academic areas. Fox reasaned if identification of the
; gifted was to.develop challenging educational programs for them,
knowledge of specific abilities was essential. Advanced tests
in specific subject areas administered to the students located
the high performers and provided information regarding their
special abilities., Individual intelligence tests failed to make
those distinctions. Group intelligence tests, creativity tests,
and teacher judgments were also found Tacking. Fox advised the
best approach. for identification of the gifted used a variety of --
the procedures for®initial screening, but final identification
and placement in programs were made by experts usirng diagnostic
testing, Stanley's*method, supplemented by interviews and evalu-
ation of student praducts. - g S :

"
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Thomas, George f.,"and Joseph Crescimbeni. "“The ProB]em of
' Non-Recognition." Guiding the Gifted Child. New York:
Random House, 1966. '

L

The waste of ta]ent resulting from non-recognition was
Thomas and Crescimbeni's focus of concern. _The authors empha-
sized the need for teachers to be able to recognize potential
giftedness, especially since the expanded concept of giftedness
~encompassed greater numbers of students.” Traditionally, teachers
have been ineffective in this aarea. When asked to identify
gifted students, they tended to select average pupils with good
‘work habits. Numerous reasons were suggested for this failure -

- to accurately identify the gifted.  Teacher.prejudices and stere-
otypes hindered identification. Poor readers, disadvantaged or
minority students, and disciplinary problems were overlooked - |
when sedrching for gifted. Incomplete cumulative records and.
meaningless test.data made pupil assessment ineffective. Also,
overemphasis on teacher marks and a single I.Q. test score proved
detrimental. So¢ial immaturity and pupil mobility were also
mentioned as”holes in the identification net." To ensure more
accurate recognition, help in.establishing cr1ter1a for making
Judgments was recommended

Renzulli, Joseph S , Robert-K. Hartman and Carolyn M. Callahan.
"Scale for Rat1ng the Behavioral Character1st1cs of Super-
jor Students. In Psychology and Education of the Gifted.
Ed. William B. Barbe and Joseph S. Renzulli. New York:
Irvington Publishers, Inc., 1975, 264-273.

The expanded definition of giftedness increased the impor-
.tance of teacher judgment in the identification process” The
consistent ineffectiveness of this method indicated the need for
a supnliementary objective rating device to assist in guiding
the teachers. The Scale for Rating Behavioral Characteristics
of Superior Students (SRBCSS) was developed for that purpose.
After an extensive review of research studies to identify "ob-
servable behavioral characteristics" of able students, the au-
thors compiled the scale. ,Characteristics cited as important
in' at least three studies were included on the. rating scale.

It was field tested and revisions were then made based upon
teacher, counse]or .and program personnel feedback. Recommen-
dations for use of the scale included separate analysis of the
four sections on the scale, application of the test early in the
year for optimum benefit, and ratings from several. teachers on

- the same student. Finally, the authors advised utilization of . -
the scale as one. part of a comprehensive identification procedure.
Results from the scale should then be applied to the program
development, matching student strengths with learning experi-
ences. ‘ : -

II\D
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Gowan -John C.~ "Ident1f1cat1on——Respons1b111ty of Both Principal

,and Teacher. In Psychology and Education of the Gifted.

Ed. William B. Barbe and Joseph S. Renzulli. New York: o |

;Irvington Pub11shers, Inc., 1975, 280-281. ‘ 2

. l

"Gowan outlined an identification program which proved reason-
ably effective and.efficient, provided multiple criteria for
selection, and was flexible enough to allow for special situa-
tions. The procedure started with -a. target percentage of stu-
dents. - Group test screening located five times the target num-
ber, placing the top tenth of that group into the gifted program
1mmed1ate1y The rema1nder were put into a "reservoir." . Addi-
tions were made to the "reservoir" through achievement tests and
nominations by teachers, principal, .the curriculum staff, and '
guidance staff. Best leadersh1p ab111tv, best representat1ve
~of minority group, able student with reading difficulties, most
popular, and most creative-were just a- few of the diverse cri-
teria.  The "reservoir" students were then ranked and-all with
three mentions entered the program.  Those with two were given
individual Binet tests.  Some scores beiow ‘the cutoff were ac-
cepted if circumstances warranted special consideration. The
author acknowledged larger numbers were admitted to the programs
but reminded the reader it would be far better to later remove
a student 1mpr0per1y p]aced than omit one that be]onged

¢

Treffinger,_Dona]d J., Joseph S. Renzulli, and John F. Feldhusen.
"Problems in the Assessment.of Creat1ve Thinking." In
Psycho]ogy and: Education of the Gifted. Ed. William B.
Barbe andndoseph S. Renzulli. New York: Irvington Pub-
lishers, Inc., 1975, 246-247. . : _

. These authors identified two significant factors which 'made
» the assessment of creativity difficult, the lack of theoretical
unity and. the need to establish re11ab]e criteria by which to
judge creativity. - Specific problems created by the ‘absence of
an accepted theory included the difficulty in establishment of
an operational definition, inability to understand the differ-

. ences among various tests°and the relationship of creativity to
other abilities.. The second major problem area involved both
internal and external criteria. In addition to the challenge of
constructing valid tests for so complex a process as creative
thinking, the authors also focused on the questionable external
criteria, including teacher judgment, peer judgment, and charac-
teristic lists compiled from studies - of creative adults. Other
concerns mentioned included the appropriateness of the creative
task for the examinee and the relevance of tested creative be-
havior in the:.real world. The authors emphasized “the importance
of continued 'research on, creat1v1ty and 1ts assessment.

23




. Gifted Children Speak OQut On.......
Vulnerabilities ‘and Problems

I feel the grades I get are 0.K. unless I get an A- or

a

under. _ : o

- . Boy, 9, Rhode Island: 40

I lTove the A's and the first time I got a B; I cried. But.
I only got one. No more of those B's. -~ '

Girl, 11, Connecticut: 40

S6met5mes I wish I didn't get all A's. F%rSt, becauge évery—
one makes fun of mé and second, becaﬁse it shows tﬁat I'm not. .
really being challenged. I don't do as much as I could, but I
‘get stkaight A's anyway. . 4 |

Girl, 12, Pennsylvania: 41

Others expect me.to act more gréwn up, not playing.games
once in 3 while but studying every second.

Girl, 10, Connecticut: 43
| My teacher fee]s I shbu]d get A's or'B's, and when I’get a
'C. I can see she is disappointed, and my mother and father think
I should do better in school if I get a.B. | V

Boy, 12, New Jersey: 44

Sometimes I feel pressured into being'alwéyé'better.than

24 .




average; Every.once'in a while I just want to be below average.
| " Girl, 12, Kansas: 42
t 1 try to hide my abilities so my. friend Herman won't think
I'm a show-off. And I ‘don't Tike not being Tiked. And 1 amx
ndt a show-off. A |
Boy} 9, Alaska: 33
Sometimes I don't feel Tike I fit in so I hide that I am
gifted. . ‘ -
Boy, 10, Kentucky: 33

Sometimes we'll do an easy thing and I'11 take my time to
Took like I'm just as puzz]ed as everyone else.

Girl, 9, IT1Tinois: 33

On the days I have my gifted program, Martha isn't my friendj'
On ether days she Tikes me.

Girl, 8, Pehnsy1vania: 28

I uséd to think (and sometimes still do think) that my ideas_

are weird. My friends don't have ideas, well, as deep_as mine.

£

Girl, 11, Louisiana: 13
I was in math class Tlast December. Qur teacher had given
us a long-term assignment and a week to do it in. I finished it

on the first day. On the fhird day I started to'get restTess,

R A
R



so after counting the math problems Te7t ip the ch@bter, the

Lpages in the qhapter, the chapter; in the book, and the pageé

I héd already doﬁe, I was bored! As a last resort I p&ssed a

note saying "If you ddh't drop your.book at i:54‘y0u are a

purple cow." 1:54 came and everyone dropped their books

the teathérvscreaméd "Who's responsible for this?" énd the é]ass,

glad to get off'thé hook, said my name. I got into the trouble

I justly desgrved. - | , v '
~ I've found onty one solution to boredom. Instead of rush-

ing through work, take your time. Do something for extra credit.

Then you won't get bored and thevteacher Won“t a;sjgn you busy

work.

Girl, 12, Cgnnecticut: 82

I feel sometimes ih,éq%oo] fhat I am p}aying a @ame with my
teacher—that she‘is always trying to catch me off guafd and that
she wants to try to show off my faults. WhéneVE( she plays this
game,'sﬁe always gets mad when I answer correct. ; .

‘Girl, 12, Connecticut: 76 -

Thesfeéchers often_have me do extra things, ‘Tike move desks

or go get their.coffee. I think it is indirectly a result of
being smart, because I finish.my'homework first and am sitting
there while the others are still writing.

Bby, 12, Ohio: 76

When my mOM or dad say-1 do well, I feel proud. But when'

o / ) ~ o
ERIC | | <6
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\M‘myisister is in the room, I feel sad bécause no one says any-
thing to her.

Gir], 8, Ohio: 86
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Delisle, James R. G1fted Ch11dren Speak Out -New York: Walker
and Company, 1984. : .

Delisle's book presented a collection of children's opinions
on the rewards and burdens of being gifted. Survey fdrms were.
placed in the publications and newsletters targeted for the
gifted, their parents, and teachers. .Over an 11:month period
the author received responses to his questionnaires from over
6,000 children ages 5 to 13. Representative responses comprised
tHe first section of the book. The eight chapter titles included:
Defining Giftedness, Getting Along with Friends and Classmates,
Expectations: Yours and Otheys', Schools that Work, When Schools
Fail, Parents: A Helping Hand from Home, and Future Goals
Future Quests. The second sectidon contained activities an d1s-
cussion questions intended for adult use with gifted chil
In rev1ew1ng comments in Part I it was stressed that- w1th1n th1s
book of 0p1n10ns invaluable guidance was pr0v1ded for teaching:
and raising a. gifted ch11d "by the experts in their field, the
gifted themse1ves

Al

Ritter,‘Mé1co1m. “Parents of G1fted Children Voice Beefs, Not "™
‘Boasts." - The South Bend Tribune 25 November 1984, 17 -

-

R1tter focused on the disturbing affects giftedness had on
a-child. -Researchers and counselors were seeing depression,
destructive perfectionism, underachievement, and. instances of
dropping out and.suicide. Jim Webb.of Wright State University's
School of Professional Psychology believed that:half of gifted
children experienced emotional problems due to their talents.

The problems which resulted-were as varied as the individual
child. Boredom often resulted in misbchavior. The desire for
peer acceptarce manifested itself in underachievement, and the

inabitityto achieve perfectlon could tragically, end 1nqsu1c1de

Webb felt %hese children could be helped and the problems avo1d-
ed through earty identification, parental support, and approppri--
ate gifted _programs. " : < '
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Culbertson, Susan. "How Does It Feel to be Gifted?" G/C/T,

May/June 1984, 47-49,

Thjs authoyr Worked with giffed secondary students and

"stressed that an understanding of the students' affective needs

was essential for their successful intellectual development.
Culbertson's small group sessions with these students elicited
revealing responses to the question "How does it feel to. be
gifted?" She categorized these emotional responses into five
groups: .how wonderful, of course, wrong person, social oddity,

~--and not worthy.” Each group had urique problems which affected

self-image and social status.  Those working with the gifted

must apprecjate these varied feelings and potential problems.

Being gifted meant being different to these students and the
adolescents felt the peer pressure to conform.

K

"Manaster, Guy'J}, and'Philip'M. Powell. "A-Framework'for Under-

standing Gifted Adolescents' Psychological Maladjustment."
Roeper Review 6.2 (Nov. 1983): 70-73. _ _ ) :

This article provided a fkamework for UﬁdEfStanding'the
problems which were recognized as more probable for gified ado-

lescents./ The concept was based upon the assumption that all

people want to fit into society and understand where they stand.
Due Lo the uncertain and shifting roles during thi§ critical

stage, adolescents encouraged sameness to ensure acceptance.

Because the gifted were perceived by-others and themselves as
different, they became vulnerable to various psychological prob-
lTems. "Boredom, perfectionism, and pressure for success were
noted among the problems related to cognitive and developmental
differences, a condition referred to-as "out of stage." "Out of
phase” adolescents were described as having special interests
and .abilities, making it difficult to fit in socially. Those
students who perceived themselves as different and their prob-
lems as personal weakness became "out of sync" with themselves
and their environment, causing self-concept problems,: insecuri-
ty, and anxiety. The authors recommended viewing gifted "as
average with gifts, not as ‘superior with faults" (73). (See
Appendix B). ' - o

-1
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Gallagher, J.J., and Thera Crowder. "The'Adjustment of Gifted.
Children in the Regular Classroom." Exceptional Children
23 (1957): 306-312,.317-319. .

. This study attempted to determine the extent of adjustment
problems gifted chfﬂdren.experienced in @ regular classroom.
Subjects 'for. the study were 35 children with an I.Q. of> 150 in-
grades second_ through fifth in a midwestern college town. Af-
ter an extensive battery of tests and interviews, case confer-
ences were conducted for each child to identify any intellectual,.
academic, social, or -emotional problems. Results revealed a
.number of extreme individual differences which could not be ig-
nored, making generalizations difficult. Of the total sample,

29% appeared to be adjusting adequately while a relatively few
were:-having serious problems: The areas where the children dis-
played the greatest difficulties were minor adjustment problems
(49%), motivation (40%), and intellectual inflexibility or lack
of creativity (26%). The authors’ findings pointed repeatedly

to the variety of individual differences, however they did note-
the problems were primarily. ones of omission. The significant
statistics for motivation and creativity problems indicated the .
probability of an incredible waste of ability. Information gained
through the study-was to be used. to develop curriculum adjust-
ments-in the regular classroom. .o

Roedell, Wendy C. "Vulnerabilities of Highly Gifted Children."
Roeper Review 6.3 (Feéb. 1984): 127-30. o

Roedell acknowledged the existence of many successful, well-"

adjusted gifted children but. reminded the reader that success

was ‘not a guarantee. The author stressed the vulnerabilities
and potential problems faced by the' gifted, especially the high-
ly gifted. Distinctions were made between the moderately and
.highly gifted, and various definitions used to categorize them .
were reviewed. Regardless of the measures, cut-offs, or criteria,
the students with unusually advanced intellectual abilitdies were
.designated extremely susceptible in several areas. .This article
examined the problems of uneven develdpment, perfectionism, adult
expectations, intense sensitivity, selif-definition, alienation,
inappropriate environments, and role conflict. Roedell concluded
with the observation that most of the problems experienced -by
these most able children stemmed from "the discrepancy between
their level of ‘development and the_expectations of society" (130).
Greater awareness and environmental support systems were noted

as essentials to assist these special children cope with their
"abilities. ‘ )




Powell, Ph111p M. and Tony Haden. "The Inte]]ectua] and Psycho-
soc1a1 Nature of Extreme Giftedness. Roeper Review 6
(Feb. 1984): 131-133.

The highly gifted (I.Q. of 150+), re]at1ve1y rare in the
population with only 5-7 out of 10,000, were compared with the
moderately gifted and average. The h1gh1y gifted were found to’
‘possess-independence of thought,. have the greatest need to know
and generate .ideas, enab11ng them to create Structure. They ,
also exhibited highly superior problem-solving strategies. The
capacity to create structure was found to be directed toward
understanding of self as well as ut111zed for the external or-
ganization of information. This led to "the development of an
overly demanding ideal self." This unattainable ideal invariab-
ly resulted in Tow self-esteem and poor self-concept. Also,

+ the failure of parents, peers, and teachers to sufficiently

urnderstand the h1gh1y gifted made cons¥stent, valid feedback

difficult to acquire, further damaging the self-concep The

authors stressed the need to understand the highly g1fted since

the greater the giftedness, the -greater the potent1a1 for psy-
chosocial maladjustment. s

o

_Torrance, Paul E.  "Problems of Highly Creative Children.
~Gifted Child Quarter]y 5.2 (Summer 1961): 31- 34

Torrance focused on the unusual adjustment problems experi-
enced by creative children, problems seen as inevitable consider-
ing the independence of m1nd which creat1v1ty demanded. Most
prob?ems cited stemmed from soc1ety s "sanctions against diver- .
" gency. Creat1ve children were: pressured to become more "well
* rounded" rather than encouraged in.their unique strengths.
Creative children were found-to .prefer learning on their own and
attempting difficult tasks, however schools proved reluctant or
slow to approve either. These children also.searched for pur-
pose and uniqueness, trying to be different. They were charac-
terized by their humor and playfulness and wild ideas. As a part
of the study,” 5,000 children were asked to write imaginative
stories . 1nvo1v1ng characters with divergent characteristics.

These stories clearly reflected the children's uniqueness and
their understanding of society's apparent demand for conformity:
Therefore, highly creative children were faced with a choice of
'repress1ng their creativity or expressing it and cop1ng w1th the
prob]ems of 1nd1v1dua11ty ~
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Riggs,'Gina'GinSberg, and S.. Kenneth Riggs. .1R1ggs vs. Riggs."
| “G/C/T May/June 1984, 50-51. 8 _

~ This feature of G/C/T provided:gifted children and adults
*working with them the opportunity to express concerns, vent
frustrations, and seek advice. An eleven year old girl wrote
complaining of the meaningless busy work assigned to her, the .
resulting lack of time to pursue areas of genuine interest, and
others' unrealistic expectations for perfection in all areas.

As a girl "in.a school that does not understand," she was seri-
ously considering hiding her giftedness, when éntering high
school. Gina sympathized, sharing sinilar experiences -she had
as a child in Germany. Both Gina and Ken advised her to be true
to herself as difficult as that may .be:at times. Gina especial-
ly believed it was the only course for .wltimate happiness. o
- Gina encouraged her to segk out an understanding teacher with
whom she could talk and 4 classmate who.shared-a special inter-
est or sensitivity. Ken also suggested.she and other gifted
students send letters to educational leaders similar to the one ¢
she had submitted to them and include a compiled list of reasons

detailing the need for special programs. ,
: ' +

/

_Webb, James T., Elfzabeth A. Meckstroth, and Stephanie S. Tolar.
"Peer Relatignships." Guiding the*Gifted Child. - Columbus,
~ Ohio: Ohio Psychology Publishing Co.{ 1982.

This chapter dealt with the variety ofﬂpwob]ems some gifted
_children. faced With peer relationships. The authors accepted
‘the existence of popular gifted, but stressed that for many
adapting "to a/norm different from the way they’ knew themselves"
created difficllties. The gifted label itself posed problems,
for some children felt it alienated them from their friends.
Peers often pérceived gifted students' high achievement as a
threat and ‘their ability and desire to organize things and-:
.people as bossiness. "~The increased importance of.peer acceptance
and conformity during the teen'years caused many to "submerge"
their talents, opting for belonging. The struggle for the gifted
between acceptance and achievement was evident. The importance
of peer accédptance as essential in the development of a positive
self-concept and sense of self-worth was noted, making this a
critical realm in the lives of gifted children. Some gifted esta-
blished wvarious’'peers: intellectual, emotional, or athletic.

" The basic nFed-for friends was undeniable whether it be many,
few, or 0ne;spec1a1, trusted friend. - -
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Lajoie, Susanne P., and Bruce M.- Shore. "Three Myths? The
' - Over-Representation of the Gifted Among Dropouts, Delin-
quents, and Suicides." Gifted Child Quarter]y 25 (1981):

138-141.

This article examined. the percentage of the g1fted stu-
dents among dropouts, delinquents, and suicides, challenging the
myth that gifted stldents can "make it on their own." Present

‘research suggésted that gifted were "equally represented" in the

dropout category.and under-represented among delinquents. How-
ever, it should be noted that broadened-definitions of g1fted—
ness and follow-up studies could alter these f1nd1ngs Suicide,

~the final category, did support over- representat10n of g1fted
‘students, especially at the college level. ' High achievers in

high school became dissatisfied with college grades and feared
failure. Personal standards set too high and threats to self-
esteem led to suicide. The authors did caution the reader about
several weaknesses inherent in the "study but concluded that
representation of the gi#fted in these categories at any level

‘was reason for concern. Many gifted students did require spe-

cial help.

Greeh,'Dona1d A, "A Study of Ta]ented H1gh Schoo] Dropouts
Vocational Guidance Quarterly 10 (Spring 1962) 171- 172

- This article reviewed ‘the results of a state-wide dropout
study in which a group of dropouts was matched with a group of
persisters. The sample population, 1,652 students, revealed a

sizeable number who were 1nte11ectua11y super1or but had not

finished high school or its equivalent. 1In an’effort to esta-
blish differences between the talented dropouts .and talented

'pers1sters, further comparisons were made, ratching sex, school,

and grade. * 0f the 165 talented students-in the sample, ident-
fied by an I.Q. of 120 or better, 29 or 17.6% had dropped out.
These-29 were then paired with 29 persisters on the basis of
score, school size, and sex. Questionnaires were completed by
21 of the pairs and results reported. Criteria that exhibited

- a significance of .01-were high school grade point average,

absence statistics, and extra-curricular activities. Test

" scores on intelligence tests and father's occupational levels

revealed no statistically significant differences. Although
smal.l numbers were involved, they were derived from a random
state-wide sample popu]at1on The author suggested that the
study raised more questions than 1t answered.

1
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French, Joseph L. "The H1gh1y Inte111gent Dropout Accent on
Talent 2?3 (1968) 5-6. - ,

. In a 1964-65 .study in Pennsy]van1a, 800 h1gh ability drop-
outs were discovered. Reasons traditionally given for withdrawal
‘were noticeably absent from-this group. When compared with
~ persisters, they were found to differ.in personality, interests, ,
educational skills, and family orientation to the school processesg
The males were candid, uninhibited,, assertive, independent, ‘and
rebellious. -Although not totally negatfve toward school, they-
felt they were not being prepared for the "real" world. Teachers
were not noted for. their knowledge or interest in the needs of
students. Also, the dropouts complained of the high expectations
and forces to conform. Individuality was consistently more -impor-
tant to the dropouts than the persisters. The attitudes of the
unmarried female dropouts were similar to the boys. However,
-two-thirds of the female dropouts were either preégnant, married,

. and/or planning to marry. This group tended to be shy and retir-

ing, indicating poor social adjustment. The statistits from this
comprehensive study were considered especially significant since
the dropout rates for Pennsylvania were among the lowest in the -
country. ’ : .

g
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Delisle, Jim. "Striking Out: Suicide and the Gifted Adolescent.
G/C/T 24 (Sept./0ct. 1982): 16-19. !

Delisle focused on the 1ncreasing‘number of gifted and
adolescents who were choosing suicide as the only viable solu-
tion to their problems. - He examined three of the major factors
which often led to that decision. . The discrepancy between emo-
tional and intellectual deve]opment created self-concept prob-
lems and isolated the gifted from their.'peers. Secondly, the
gifted adolescent feared failure. The desire for perfection,
whether imposed internally or externally, inevitably resulted
in disappointment.’ The final factor was developmental immaturi-
ties. These feelings of isolation and imperfection led many
to suicide. Delisle insisted that clues were always present,
and if parents and teachers developed an awareness of them and
confronted them, these troubled adolescents could be helped and
lives. saved. He stressed the importance of being aware that
the child is much more than intellect, respecting the gifted
child's hurts and self-doubts, and creat1ng an- ‘atmosphere that
allows—even encourages—mistakes.
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deda]], Cynthia”B;,.and°Nicho]a§‘Co1ange10 "Underachieving
Gifted Students: Review and Implications." Gifted Child"
Quarterly 26 (Fall 1982): 179- 183 ‘

) Dowdall and Colangelo's purpose was to review and ana]yze
research and programs of the underachieving gifted (UAG) over

“- the past twenty years. This article presented a summary of -

. their findings in the areas 'of definition, identification; -char-
.acteristics, causes, and intervention programs. The most not-
able problem was the number of definitions. + Although there was
agreement that a discrepancy existed between potential and per- -
formance, the nature and magnitude of the discrepancy varied
considerably, causing obvious problems in identification. They
did find a consensus among researchers concerfing-the comp1ex1-
ty of the prob]em and the var1ety of causes. . Further, in review-
ing the characteristics of UAG in comparison with other students,
it was discovered that they more closely resembled under-achiev-
ers than achieving gifted.. Programs for the UAG fell into two
categories, intensive counseling and manipulatien of classroom
environment. Both exhibited little success. In conclusion,

. the authors stressed-the need for a "commonly accepted and
functional "definition," comprehensive and long-term programs,
and initiation of programs in the ear1y primary grades.

Pirdzzo, Ralph. "Gifted Underachievers." Roeper Review 4.4
(April/May 1982): 18-21. I

RN

. Pirozzo's review of research ,on gifted underachievers indi-
cated the causes .for UAG were a combination of the social and
psychological attributes of .the individual, the nature of the
school, and the programs available. Researchers often found the
UAG to display anti~social behavior, negative attitudes toward ..
school, feelings of inadequacy, -ard scapegoating tactics._ The -
family of the achiever in contrast to the underachiever genera]-
ly-had a higher socio-economic.-status, placed more emphasis on '
academic endeavors, and exhibited an interest in the child.

School curriculum often failéd to challenge the bright mind.
Some strongly independent UAG' fought the pressure to conform by
- dropping out, rejecting the setting, not learning. Teachers,
one of- the more powerful 1nf1uences, were found to harbor hos-
t11e feelings toward the gifted, and .to be satisfied with only
-"good" work, and discourage d1vergent thinking. ATl contributed
to underach1evement The two major strategies used to help UAG,
- counseling and .changes in the educational environment, had- 11tt1e
effect. Pirozzo observed that the powerful effects of the esta-
: blished personality patterns of the UAG required great effort to
modify. Also, any intervention program should be started as early
as possible for maximum benefit.
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Delisie, Jim. “Learning to Underachieve." RoeperiReview 4.4
(April/May 1982): 16-18. . -

Underachievement was viewed as a behavior, one learned and
capable of modification. Recognized by adults a¢ a problem, '
undérachievement then became a problem for children who suffer-
ed knowing they were disappointing teachers and parents. Chil-
dren learned to view abilities not in terms of accomplishments
but unfulfilled goals. Delisle helieved -awareness of the causes

. and use qf preventive strategies could improve the child's self-
- worth. The author examined several behavioral dualities to
emphasize the shift in attitudes which was imperative if the ,
underachieving hehavior were to change. Push versus pull con- .
trasted the external push for -"best" with the initiative-based
pull in which the child made an active choice to pursue a course.
Risk .taking, much like push, involved initiation by an outside
force, again creating fear of less than perfect performance. -
In risk-making the child initiated the risk "with parent or
-teacher serving as spectator, offering guidance and encourage-

" ment." Two other dualities discussed were encouragement versus

praise and first best versus first. worst. “~Finally, Delisle re-
commended searching within the parents, teachers, and curricula
for the causes of underachievement rather than looking to the
child. . 3 . - : : o

Barrett, Harry 0. "An Intgnsive Study\of 32 Gifted Children."
Personnel and Guidance Journal 36 (Nov. 1957): 192-194.

This study of underachievement was conducted by the heads of
guidance. departments of the Toronto secondary schools. .Two su-
perior students (I.Q. 130+) were selected from each school, the
one scoring highest on a mid-winter examination and the one scor-
ing Towest. The intensive study of the 32 selected students was
conducted by psychiatrists, psychologists, school counselors,
teachers, and public health nurses. Thorough information was

. gathered on each child's academic ability, home environment, medi-
cal history, and personality patterns. The author warned that the
study characteristics made generalizations unwise, but certain
patterns were detectable. Results iniintellectual ability indi-

. cated the underachievement was apparent by grade 5 (starting level

7 of study), high achievers remaining high achievers, and the gap

" between the two groups narrowed on standardized achievement tests.
Although home background provided Tess distinctive patterns, par-
ents of underachievers displayed a neutral or uninterested atti-
tude toward education and were more inconsistent and overanxious
toward .their children.. Teachers found both groups equally coopera-
tive, but the underachievers exhibited a negative attitude toward
school. Personality patterns indicated both groups "suffered from
feelings of inadequacy" and experienced adolescent adjustment
problems although the achievers were-better able to cope. Final-
1y, Barrett stressed the individual nature of underachievement.
Only a study of each child will reveal causes.".
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Gifted Children Speak Out On.......

Approaches and Programs

My parents buy me. lots of books, espec1a11y books about
.th1ngs I ém 1nterested in, like haseba11 and Greek myths. L
) - . - Boy, 9, New York: 95

Ibefm interested in something, they tky to find
»someone who will teach me, well!

Girl, 12, New York: 97

My parents, each in their owh ways, 1et—me be.indepéndeht.
I get responsibilities that.I can hand1e, and I'm very thankful.
They treat me 11ke an adu1t talk.to me like an- adu]t, and trust-
~me like an adult. They 1et mel try art, 11terature and other
speciaT thingsa And they 11sten to me—it he1ps S0 much that
they 1isten.’?fheyv1et me.make decisions»for my§e1f,,eveh if
they think it's not a gebd idea. What's more, they're yehy,
. patient—they help, but they don't push. Most important,” they
respect me . “ |

Girl, 11, Michigan: 96

- ~

I'm probab1y happ1est at home when I have a bad day at school
-and I walk inside my home and my mom gives me a k1ss prompt1y
: B o Boy, 11, Louisiana: 99

My favorite/thfhg was when I got beat up by the un-gifted
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kids in my o1d'schoo1, because that was why my mom deciﬁed'I

.

could go to an all-gifted private'schob]

'y Girl, 12, Michigan: 100

I 1ike to be able to .ask a lot of queStinns. Sometimes the
teacher will let us share information with the other classmates
and let them learn a 1itt1® from me.

Boy, 12, New York: 62

1 like when teachérs let you figure things out on your own

because you learn more that way.

- Girl, 12, New York: 62

I enjoy gameé that teach, for instaﬁce, Scamperu -Scamper’
is a game that téaches‘ch11dken how to Qée their imaginat?ons.
The.te;cher reads things_from a book énd we try tqaimagine the‘
things she says. Sométimes We draw bﬁctqres of Whaf we-saw"in
our ihaginations. ‘I Tike to draw the pictures and sometfmes the
stories are funny. ‘ |

- Girl,. 8, Rhode Island: 58

Before, i never used to like book réﬁorts, but ever since
I did them with Mrs. Foster I've liked them. What she would do
is haﬁe us either do a news report on it for the class or méke

costumes and act out our favorite part.

Gir1; 10, New York: 59
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I enjoy-going to school and Tearning new things. I
. dislike play -period because it mears less time to .Tearn the

things I find intekestjng. But no, I never get bored.

Girl, 10, North Carolina: 77 °

g

£

‘A teacher is gifted when she knows what to do with each kid in

&

her class. Like if she has a giftéd kid and a kid who has a learn-

ing probiem and she buts them in the same book, then she is not

gifted, bﬁt if she puts eaeh where they belong, then she is gifteq,
o | | Girl, 11, Nebraska: 70

She treativme like a person, not a 1ift1e kid! She smiles a
Tot and she understands me,'lets me do projects that I want to do,

no matter how hard they éfe.

Girl, 12, -New York: 70
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Webb, James T., Elizabeth A. Meckstroth, and Stephanie T. Tolan.
“Stress Management." - Guiding the Gifted Child. Columbus,
Ohio: Ohio Psych010gy Publishing Co., 1982..

Webb.examined stress factors for the g1fted and suggested
various stress management techniques to help them cope. The .
temperament, environment, and I.G. were all noted as highly “in~
fluential in the levels of stress experienced in each child.
Potential causes of stress included myths others believe of the
gifted, the insensitivity of others, the acute sensitivity of
the gifted, their high aspirations, difficulty with peer relation-
ships, and uneven development. Perfectionism was another major
stressor, for the gifted tended to be overly critical of them-
,selves and experienced conflict between the drive to succeed and
desire to be accepted. Webb's discussion of stress management
concluded with the report of a significant study conducted by
G.E. Vaillant (1977). In this longitudinal study,. the best and
br19htest Harvard men (268) were followed over a 35. year period.

was discovered that the projected success of many was néver
rea]1zed The difference between those who fell short and those
who succeeded was the successful ones had deve1oped the nécessary
?trateg1es “for coping with ‘the stresses of life's cha]]enges "
121 .

MWilliams, A. "Teaghing Gifted Students How to Deal With Stress."”
The Gifted Child Quarterly 23.1 (Spring 1979): 136-141.

"Research confirned that excessive external pressures, feel-
ings of neglect, and loneliness all created stress for the.gift-
ed, diminishing or freezing creativity and productivity. The
negat1ve effects of stress prompted Williams to develop a stress
coping model, primarily for use with independent study programs.
With the he1p of eighteen.gifted seventh graders the model evolved
over'a three year period. The coping model was ‘designed to. help
students learn to accept uncertainty, accept confusion, control
consciousness, cope with fear of unknown, accept wrongness, deal-
with exc1tement and handle internal fee11ngs of success and
failure. Among. the s1gn1f1cant behavioral changes which the eval-
uation revealed were "a reduction of fear and failure" and the
willingness "to take a chance or a stand." Also, the neéd to
have ideas approved, initially the strongest concern, was almost
nonexistent by the th1rd year. The students ranked the oral com-
munication activities as most beneficial, for they provided "a
release for fee1ings of confusion, fear, and anxiety of the pre-
sent and future. The successes convinced the author "we have
a responsibility to teach [the gifted] how to bring- Tearning and.
lTiving into harmony" (140)
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Hayes, Donald G., and-Michael Levitt. "Stress: ‘An Inventory
. for Parents." 'G/C/T, Sept./Oct. 1982, 8-12.
. ~ Stre’ss, the recognition of it and the response to it were
" addressed by the authors.- Children, especially adolescents,
were acknowledged as constantly facing stressful situations.
Recognized as useful if directed-in a positive manner; stress
also proved destructive if prolonged. For children lacking . the
“inner resources" to. handle stress, the support of parents be-
came imperative. The authors provided several guidelines for
parents to increase their awareness and responsiveness. A brief
checklist inventory was included to aid. parents in recognizing
symptoms of stress in their children and identifying possible
causes. A responses list afforded parents -the opportunity to
honestly assess whether they were helping--their children /develop
the resources to cope with stress or contributing to the/problem.
FinalTy, parents were encouraged to seek professional he/lp for
serious cases: A chart for parents listing stress, symptoms and

behavioral techniques designed to reduce the symptoms efnphasized -

the critical role of the home even if working with proflessionals.

Schwartz, Lita Linzer. “Are'YouQa Gifted Parent of a/Gifted
- Child?" Gifted Child Quarterly 25 (Winter 1981)/: 31-35.

Schwartz discussed the necessity of parents of the gifted
to provide an encouraging environment to help children reach
toward ‘their potential. The gift alone was not enough. Those
parents who offered their children opportunities fof growth were
those most inclined to raise "a gifted and mentally healthy
adult." Specific parenting skills were identified as essential
if the challenge was to be successfully met. The Pennsylvania’
Department of Education questioned parents to aid them in deter-
mining if they were "gifted parents." / A11 questions related to
one of seven skills areas: handling dquestions, developing physi-
cal and social skills, teaching decision-making, encouraging
activities, being a model, facing giftedness, and enhancing
~family relationships. Each.area was discussed by the author,
examining the techniques that helped provide the optimal environ-
ment for growth, one based on encouragement, understanding, and '
love. : : \
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Sebring, Albert D. “Parehtal Factors 1n'the‘Soc1a1 and Emotional

Adjustment of the Gifted." Roeper Review 6 (November 1983):
97-99. - : ¥ - ' . , ,

In this articTe Sebring contended the successful social
and emotional adjustment of gifted children depended upon. the
security provided by the love and acceptance of their parents.
Uneven development was discussed as a key problem area. In ad-
dition, misunderstanding of.the child's specific gifted ess, re-
'sulted in expectations and demands in areas beyond the child's
- capabilities, inevitably resulting in unnecessary stress, frus-

tration, and.feelings of failure. ©Also, Sebring reminded parents,

of the child's need to be a child—time to think, to play, to do .
nothing. He warned parents against using the child ta 1ive out
their own fantasies, to prove current success, or to realize
personal goals and desires. He stressed the need to value the

individuality of the child, show acceptange of the child in fail-.

ure, avoid the perfectionist syndrcme, teach resporsibility
through opportunities for decision making, and understand the
child's type of giftedness. - :

-

Sawyer; Robert N. "“Advice for Parents: Open Doors, Show Love,
ReTax." Psychology Today June 1984, 36. ’

Sawyer; director of T.I.P. at Duke University and father
of two gifted children, offhged the following advice to parents:
T. Let your child guide you. 2. Provide an atmosphere.where
exploration can take place.- 3¢ Demonstrate that- learning is
fun. 4. Expose your child to a variety of experdiepces. 5.
Accept the ways.in. which your child is different. 6. Show your.
pride in their accomplishments and your .love for ythem as unique
individuals. 7. MWork with teachers, counselors,) and administra-
tors on the appropriate program for your child. 18. Suggest
alternatives, including individualized instructi n, summgr. pro-
grams, independent study, "acceleration, or a uni ersity course.
9. Be aware of outside pressure from vendors selling books and
learning devices. o

- Sawyer concluded by warning parents:they may be called

elitist for wanting~the appropriate educational opportunities
for their children but reinforced the belief that each child .
had “the right to receive an education commensurate with his or
her potential" (36). e ) ‘




Hackney, Harold: "The Gifted Chi]d;Athe Family, and the School."
Gifted Child Quarterly 25 (Spring 1981): 51-54.

; Hackney's study focused on the impact a gifted child had

on the family, an area ‘in which Tittle research had been done to
date. A project sponsored by Purdue University for gifted
children and their fanilies revealed a common feeling among
parents that giftedness was "not necessarily a positive experi-
ence." They felt the child altered the normal roles in the fami-
ly, affected parents! feelings about themselves, required special
adaptations within the family, produced special family/neighbor-
hood and school/family problems. This focus on the problems of
‘the family was viewed as essential in the study of the gifted
child. It was felt the school must develop an understanding of
the family if it is to interact successfully. The school counse-
lTor was seen as.the key Tiaison between the two sSystems. '

©

Sherman, Wilma M.* "The Importance ofiParent/Teacher Cooperation
in Gifted Education." Roeper Review 5.1 (Sept. 1982):
42-44 N : _ ' , p

In view of fluctueting financiad support for gifted programs_
and the absence of such vrograms in many systems, Sherman empha-
sized the importance of parents working with the teachers in the
education of their gifted children. This article discussed- .
specific classroom problems, practical solutions, and character-
istics needed by parents and teachers for successful interac-
tion. Patience was perceived as most valuable, not only in deal-
ing with the gifted child but- also administrators, school boards,
.and civic leaders. Commitment was another essential trait, es-
pecially considering the time normally involved in convincing e
officials of the need, securing approval, and implementing the
-special programs. Verbal and/or written acknowledgement. -
of teacher and parents' effortis enhanced the cooperative rela-
tionship. Understanding, the final trait discussed, was-viewed
from two perspeetives, parents' and teachers' understanding of

- each other 'and also the gifted child. Sherman- stressed that -

- " recognition of the special problems and needs of the.gifted and
. cogperative parent/teacher approach to solutions-would benefit"
© " the gifted. ' ’ T ' _ .
_ o ‘
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Ward, Virgil S. "Program Organization and Implementation."
The Gifted Student: A Manual for Program Improvement
".A Report. of the Southern Regional Project for Education
of the Gifted (1962): 71-78. ) S .

This project report reviewed-administrative procedures
required in the organization and implementation of programs for
the gifted. Ability grouping, desirable at all levels, enabled
students to undertake activities with intellectual peers which
were not possible in a regular classroom. Acceleration provided
for those students with the ability to master tasks at a faster
pace than average. : Since gifted students displayed the.capabili-
- ty of learning with Tittle direct teacher supervision, indepen-
_dent study was: found to be an appropriate approach. However,
it was emphasized these were merely procedures which "encouraged
the development of the characteristics" of the gifted. Programs
‘required modifications in routine, curriculum content, and or-
ganization. The key variable in any gifted program was ungques-
tionably the teacher. Special ability, training, and interest .
in teaching the gifted were cited as-essential teacher qualifi- ,

cations for a successful program. 6

Renzulli, Joseph S. "Identifying Key Features in Pfograms for
the Gifted.". In Psychology and Education of the Gifted.
Ed. William B. Barbe and Joseph S. Renzulli. New York:

Irvington Publishers Inc., 1975, 324-329.

The Renzulli study was conducted to determine the features
deemed essential for the development and evaluation of gifted
programs. The three step procedure began with the gathering and
reviewing of relevant information to be used in the preparation
.0f a comprehensive list of program characteristics. Selected
by their peers on the basis of knowledge and contributions to
- the education of the gifted, .a panel of 21 judges was asked to
rank in order of importance the features on the list most neces-
sary for a high quality program and to stop ranking when they . .
" had reached the number of features that would assure a good o
program. Results were obtained through a pooled frequency rat-
~ing system and the following seven emerged as essential- features
of differential programs:” the teacher, the curriculum, student
selection procedures, a statement of philosophy and objectives,
staff orientation, a plan of evaluation, and administrative
responsibility. ‘It was hoped by the author that the study
would provide a rafionale for decision making in, the develop-
"ment of progranms for the gifted. . . 2
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Cohn, S.J.. | "Myth No. 2: Educational Acceleration Leads to the
- . Social| Maladjustment of Intellectually Talented Youths."
. fhe Gifted Child Quarterly 22 (Spring 1978): 125-127.

To dispell the myth surrounding. educational acceleration,
- Cohn cited empirical data concerning the social development
of the gifted. The famous Terman longitudinal study included
a large num$er of studénts who had been accelerated at least
one grade. 10f 16 boys and 12 girls.who skipped three or more -
years.- by the end of high school, case studies revealed all but
two boys were rated superior or average on social-adaptability.
Follow-up studies by Terman and Oden of the entire group reveal-
ed those whq had been accelerated exhibited "a greater tendency
to become high-level professionals and businessmen." This most
successful droup consistently had positive ratings on social
adjustment. | Studies sponsored by the Ford Foundation .of early -
- eéntrants to|college corroborated the Terman findings, conclud-
" far from being maladoptive, [youths] are well equipped -

H

ing ...
to successfully encounter Tife." Research indicated the harm

to the gifted came not in acceleration but in the insistenceé they
remain in the traditional lTock-step system.

Sanderson,“Katheriné. "'Gifted Sfudeht“Prbgram Will Expand to
MHS." Bouth Bend Tribune 5 May 1985, 44. .

Tom Meyer, coordinator of.the gifted and talented.program
for Mishawaka School City, angounced theyexpansion of.the pro-
gram to the high school. The:program will allow students to
take gifted classes.in some subjects but Will not require enroll-
ment in all areas. Compressionp ofcourses, :independent study,
and advanced placement for coTlege credit were noted as fea-
tures designed for *he needs of thesé students. Meyer stressed
the courses were devised to avoid the ”mofe“of the same" syn-
drome. For example, in history a student might study heroes
and cowards 9r the ethnicity of Mishawaka. Underclassmen who
have mastered the-basic's in English may- take transformational.
grammar, disqussion, debate, or write scripts and poetry. Meyer.
explained the transcript would indicate gifted classes but added
if -grade point average was a primary concern, the student pro-

bably should [not take the course. " "We.want to stretch the kids
. as far as we |can," Meyer stated. Finally, Meyer indicated eval-
e " uation of the program would be a continuous process. : -
»
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Harris, Rosemary. "The In/Out‘Approach to Locating Mentors for
Gifted Programs ". G/C/T March/AprTT 1985 10-11.

A]though advocated by experts, mentorships for the g1Fted _
were -inconsistently utilized due primarily to the complexity -
of implementation. Harris suggested a.system to locate and re-
cruit mentors, recognized as one of the major obstacles. The
In/OQut approach was based upon a four phase search, starting
with the.individual teacher. - After brainstorming and all per-
sonal acquaintances possessing an expertise were exhausted,
the search continued to the school environment, to parents and
relatives of the school community, and finally to the communi-
ty at large. As the scope broadened a committee was formed to
divide the tasks. “As mentors were recruited, a directory was
compiled for further reference. The true success of the system
was the expanded learning opportunities afforded the students.

/

Safter, H. Tammy, and Catherine B. Bruch. "Use of the DGG Model
for Differential Guidance for the Gifted." Gifted Child
Quarterly 25 (Fall 1981): 167-172. '

The wide diversity of the gifted prompted the develop-
ment of the Differential Guidance for Gifted Model (DGG), fo-
cusing on.the process for determining individual plans for spe-
cific students. Critical variables in the determination of
guidance and counse11ng procedures included the student's type(s)
of giftedness, socio-economic status, value orientation of the
family, and grade or level of development of the child. This
counseling model, rather .than being crisis oriented, was an on-
going process, "a proactive mental hgalth approach." With designers
cognizant of the shortcomings in the traditional identification
procedures, this model utilized a case study approach centered
under a knowledgeable guidance person. After identification,
the counselor assumed primary responsibility for placement of
the child. The counseloFf then functioned as effector in coun-
seling and gu1dance, initiator of out-of- schoo1 exper1ences, and
consultant in the curriculum. . «
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Patterson, Pafricia, ana‘Shero?yn Starcher. "Encounter Program." '

G/C/T May/June 1984, 12-14. ~
The Encounter Program was designed to meet the special

needs of the gifted students .which traditionally were not addressed
in the middle school guidance. programs. The Encounter Program

made guidance and counseling strategic component of the .school
program. It .created a curpiculum to help them understand their
social, emotional, and acddemic requirements, encouraging affec-
tive processes, creativity, and self-development. ~ Special train-
ing for the teachers was viewed as imperative. Given the struc-

__ ture of the middle school, constant availability of counselors

~ to discuss problems with teachers and the gifted was not feasible,

- making it necessary for the teacher to double as counselor. '
Whether implemented as -a separate resource program or incorporat-
ed into content areas within the regular gifted program, curricu-
Tum and guidance were intended to interact in this nine week
cyclical Encounter Program. After the initial training of ‘teach-
ers, the counselors functioned as resource people and provided .
"support services." < Both formative and summative evaluations of

the program were ihcluded in the design.

_ : . o .,
Yancey, Elizabeth. Increasing .Participation”of Minority and
- Culturally Diverse Students in Gifted Programs.- Report

'by Mid-AtTantic Center for Race Equity: Washington, D.C.:
U.S. Department of. Education, 1983. " ‘ :

This report Qés,designed td be used by administratofs and
directors of gifted programs as a resource to increase the par-

ticipation of minorities. The report examined issues linked Q[_

to the underrepresentation of minority students, including dis-
agreement regarding definitions of giftedness, biased and re- ,
stricted identificatijon procedures, promising practices for. /
identifying minorities, and. a 1ist of recommendations: for ads
ministrators and teachers. Research findings were noted which
substantiate the concern for underrepresentatiopn. According to
the U.S. Department of Education in 1982, 26.8% of students en-
rolled in public schools were minorities, but only 17.9% were
participating in gifted programs. Jhe report contended increas- .
ed attention must be given to this issue and cited the research
and expert opinions of those working toward greater minority
involvement in gifted programs. :

1
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Gore, -Mary Jane. "The Gifted Minority." Psychology Today‘
June 1984, 32. . ) oo

A satellite program affiliated with Howard University in -
Washington, D.C. for gifted children was recognized as distinc-
tive since 94% of the students were minorities. James H. Wil-
liams established the program to combat the perception of minori-
ties as learning disadvantaged. The program grew appreciably
ovar its first five years, gaining the enthusiastic support of
the\university. The staff increased from three to fifteen, -and .
selegted students in grades second through eleventh came from
eight\ states in addition to the Washington area. The initial
courses’  in language arts, science, and mathematics expanded to
include’-such diverse classes ‘as electronics, robotics, creative
writing, and anatomy.. For four weeks the program challenged
their critical-thinking and problem-solving skills, but for those
students "trapped in substandard schogls that do little to re-
cognize or encourage potential, the rest of the year posed seri-
" . ous probtems.” B ' _ : '

Torrence, E. Paul. ™"Creative Teaching Makes a_Dif%erence." “In
Creativity: 1Its Educational Implications. ~Ed. Gowan,
Demos; and Torrence. .New York: -John Wiley and Sons, 1967.

‘ Torrence challenged the concept that drops in creativity
~at ages five; nine, and twelve were simply developmental. ’
Longitudinal studies conducted by the :University of Minnesota
indicated the pressures toward standardization and conformity
were responsible,. Laboratory and field experiments :showed
teacher methods, materials, attitudes, and relationships with
students made a difference in creative development. For ex-
ample, two fourth grade classrooms with creative teachers re-
vealed no slump. Of 165 teachers, admimistrators, and school ,
psychologists asked to relate a situation in which creative
teaching made a difference, 82% offered examples. Included
among the many incidents were changing troublemaker to star .
learner, apathy for school. to enthusiasm, and mediocre achieve-
ment among gifted to outstanding performance. The article also
contained a long list of creative ways of teaching. :
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Carter,‘E1iiabeth Bobrick. "A Teacher's View: Learning to be
Wrong."™ Psychology Today June 1984, 35.

Carter, who spent part of her Saturdays and summer vacations
teaching at the Johns Hopkins Center for the Academically Talent-
ed Youths (C.T.Y.), provided a teacher's perspective of the gift-
‘ed and their education. She adamantly disclaimed the attitude
-that the gifted can make it on their own. The programs ut C.T.Y.
recognized their potential, congratulated them, provided them
with a challenge, made expectations clear,. and demonstrated that
mistakes are opportunities for growth. Carter observed that few.
of the gifted knew what it was to work hard at learning and real-
ized- that their high potential did not automatically ensure achieve- ~
ment. Rather than damaging their adolescent egos as many adults
fear, the-challenge allowed the gifted to search for .an identity.

- Carter emphasized that teaching .the gifted was not-for "the faint-
hearted." -Although - their bright minds made them ideal students

in many respects, they were difficult to stay ahead of and impos-
sible "to bluff."™ Students were not always right but neither was
the teacher. Carter used these opportunities to show one could
make a mistake and survive. In concluding, Carter .acknowledged
the desire of these children to do the things regular kids do in
the -summer, .but she emphasized that programs like C.T.Y. must be
an option for them. : i : )

i

Bachtold, Louise M. ° "Reflections of_Giffed,Léarners.“ The
‘Gifted Child Quarterly 22 .(Spring 1978): 116-124.

-Bachtold investigated the realization of potential among
students who participated in special classes for grades four
through six initiated in 1958 in.a California school district. A
~questionnaire was sent to 69 of the students, and responses were
‘received.from 36, providing information on school experiences,
current personal and professional circumstances, and suggestions
for educationatk planning for the gifted. Personal information re- .
flected 23-30 year old confident men and women with an active in- .
terest in sports, hobbies, reading, and travel. ~Respondents over-
whelmingly selected college or graduate school as their best school
experience for ‘the challenge of. learning and freedom. The second
most frequent choice was K-6 due to participation-in the special
classes. The worst were junior high and high school. They cited
"~ boredom, alienation, social maladjustment, and self-doubt among
the reasons. All respondents entered college although some
"stopped out" before graduation. Of those, most returned. to-
finish their degrees. Suggestions offered,for gifted educati
reinforced the concept of differentiated 1$struction, emphas d
the need for better counseling at all grade levels, and urged
the development of self-awareness and "survival®™ skills.

g , , - .
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Thumasathit, Thi. "A Student's View: Becoming One of Us;"
Psycho]ogy,deay June 1984, 34,

/

Student Thi Thumasathit lauded the summer Talent Identifi-
cation Program (T.I.P.) at Duke University. The program offered
a combination of classes and eXtracurricular activities. Thi
noted the sense of excitement he felt among the people on the
campus. For many of the students it was an opportunity to be
"one of us" rather tham “one of them" as the gifted were often .
labeied in their hometowns. Lasting friendships were formed as
a result. Academically, Thi felt challenged for the first time.
T.I.P. taught him how to .work and encouraged him to “pursue my
education to the fullest." He realized how bored he had been in
his public school and made the decision to transfer to Phillips
Exeter Academy in New Hampshire, “getting the biggest academi.c
challenge I've ever had." The importance of T.I.P. and its im-
pact on Thi was evident from his closing comments. "After 14\ -
weeks, I feel that my time has come, and.l have to make r.>m for .-
others. I won't be there physically, but my memories, wt.ds,
-actions, and friends will. In that sense, I will always .be a
part of Duke and T.I.P., and T.I.P. will continue to be a part of\

me." -

Cox, Ann. "The Gifted Student: A Neglected Presence?" Teacher _\

97.3 (Nov./Dec. 1979): 75-76. - - : . : |
A weekend seminar on” teaching the gifted and. talented

heightened the awareness qf Ann Cox, former teacher. The course .

convinced her the gifted are a "poorly understood and often

tragically mishandled group" of children. She had been a caring

teacher with an open.classroom but had failed to realize that

students with superior abilities needed extra attention to reach

their potential in the-regular classfoom. She recognized mis-

- using the free time of her high ability students who finished

assignments quickly‘and overlooking the natural leadership,

perfectionism, creativity, and clowning of other students as

potential signs of giftedness. ‘It was evident to Cox that the

special needs of these students were not being recognized or

met. _She also admitted resisting total individualization on _

the assumption it was undemocratic to set them apart. She came

to realize that it was possible to have differentiated curricu-

~Tum and still allow all-students to take part in the class as

a whole. - : R
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-Lyon,‘H{C. "Our Most Neglected Natural Résource,”/ Ioday's
Education 70.1 (Feb./March 1981): 15-20. .~ -

e

In spite of the educational system's increased awareness
of individual needs, Lyon. found the gifted-and talented con-
~tinued to suffer from neglect.. The government's occasional inter-
est in them surged in 1957 with the 1a chinékofASpqtnik but de-
creased. during the 1960's as U.S. spdce exploits surpassed the
Soviets, and civil rights shifted the concern from the gifted.
. Not until the Congress-mandated Marland Report in 1969 did the
~gifted again merit federal attention. The results produced a N
~"startling portrait of neglect." The Office; for the Gifted and
Talented (0GT) was established in 1972 per Report recommendations.
Ten years after the Marland Report an Office for Civil Rights
survey revealed definite progress, including state expenditures
of $117 million compared with the Marland figure of $15 million
- and an increase in the number of gifted served from 4% to 35%. .
- However, Lyon cautioned against unfestraineg optimism over the
promising trend, for there were similar trends in,the past which
stalled. Also, Lyon noted the powerful myths surrounding the
gifted which created. obstacles to their education. Many schools
continued to ignore the gifted, wasting potential which could 1
benefit society. oo

Lee, Felicia. "Gifted Kids: Shortchanged by Schools." USA.
- Today 21 January 1985, D1. -

The Richardson-Study: A National Investigation of Educa-
tiona1~0pportunit}65 for Able Learners concluded the U.S. schools
were not doing erough. This comprehensive, four year study
surveyed every U.S. public and parochial school. Responses from
1,572 school districts revealed a Tack 0f resources for identifi-
cationsof the gifted and an absence of qualified teachers and :
necessary curricula for gifted programsi/ According to Joy Brown,
study director, a high percentage of these unchallenged gifted
students dropped out: Boredom cauged others to become dgscip11ne
problems:-while most merely "driftefl through the education pro-
gram." However, some valuable pr%grams were noted. The five
best included mentor and internsh/p programs,. collaborations be-
tween high schools and colleges, /college summer,prognamﬁ,vspe-
cialized schools, and internatiopal programs. /Neil Daniel, one
author of the study, stressed the need to coordinate programs
over the 12 year educational experience.
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Feldhusen, John, and Steven M. Hoover. “The Gifted at Risk in -
a Place Called School." Gifted Child Quarterly 28 (Winter
1984): 9-11. “ =

) Feldhusen and Hoover made observations and recommendations
‘based upon the findings of two studies, John P. Goodlad's A
Place Called School (in press) and the report from the ‘National
Commission on Excellence in Education A Nation at Risk: -The
Imperative for Educational Reform. " The authors felt the bleak
assessment presented by GoodlTad was tempered by the Commission's
- strong recommendations for reform. They interpreted these recom-
mendations and their implications for the gifted and talented.
Differentiated instruction, special .classes, improvement of ,
teacher personnel, and endorsement of acceleration were key
features. However, since provisions for the gifted and talented .
were not explicit, the possibility existed that national response
to the. report could . bypas$ them completely. Feldhusen and Hoo-
-ver heped the stated goal " . . . to develop the talents of all
-to their fullest" (9) would be accurately interpreted as " . . .
differentiated instructional opportunities for different groups—
.slow learners, learning disabled, emotionally disturbed, .and -
gifted” (10). - . :




Conclusion

As the research and expert opiniens‘reviewed indicate,
there are numerous areas which harbor potential obstacles for

the gifted regardfng their social psychological, and-academic

development.  These include theoret1ca1 practical, societal,
and personai issues. - The prob]ems over]ap and 1n¢ef/hﬂne wh1ch

makes the study of the gifted complex.and changes in detr1menta1

¥

s1tuat1ons d1ff1cu1t to effect -The def1n1t1on of the nature

of g1ftedness and ta]ent is the f1rst major barr1em
Lewis M. Terman was the f1rst to conduct a major, 1Qng1-“l
tudinal study of the gifted, a term f1rst used by Guy M. Wh1pp1ev

- (Passow: 5). Terman s def1n1t1on of g1ftedness was keyed\to
RY

:performance on the 1916 version of the Stanford Binet Intei11-

\

gence test (Terman: 223).. Th1s restr1ctgve view tied to” ap~

I.Q. score gave way to expanded def1n1t1ons, evolving throhgh-
. : ~4 - , )

out this century, and disagreement which continues to thewpree

sent>(Passow:;8, Fehrle: 3). Passow and Fox reviewed some‘of}
the research and definitions inherent in.the studies. Among /ﬁ
~those cited were Leta S. Hollingworth's view of the giftedl@gl |

i

ones “more educable” than the averageﬁend Péu] Witty's 1nte}pre-

tation“és "ohe who showsfepnsistenfly remarkable performance in
any wof%hwhi]e line o? endeavbr" (Fox:'T]OS) The most liberal
definition was that of Feldman who believed "all children are-
'g1fted " Not all moved toward -an a]]-encompass1ng def1njt1on, '
for Joseph S. Renzulli's concept (Remzulli and Smith 1980) of
éiftedne?s involved three inte%reTated)pupi]‘cheracteristics{

"above average ability, high levels of task commitment, and

o4
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creativity. ; e -

In the midst of the d1verse theoret1ca1 definitions emerg-
ed the United States Offiee of Educat10n def1n1t1on The Mar-
land report gave thi;_countrx tﬁe first natjqna1']eve1, 1ega1
guidelines on giftedness. By 1973, 42 states had adopted 1aw§
or requlations based upon the federa] definftion (Fox: 1104). )
Some states narrowed the definition to include only the ‘intellec-
tual and academic aspects (Fehrle: "3), ignoning the “ta1ented"
segments of the’definiiion. - <

: Thjg 1acE;of coneistencybin definition has a profound af-
. fect on ideneification procedures, for they are inextricably-
50und.+ Renzu111eand Smith (1980), Pasgzw, de, end Ren;u11d,
.Hartman, and Ce11ahen a11 addressed the fssde In essence,
they alt agreed the concept and onerat1ona1 definition of g1fted-
ness determined the 1dent1f1cat1on procedures emp1oyed and also (
were instrumental in program deye1opment. The broadened def1-
nition Togically increaéed?the number and types of identjfic§-
tion methods. Rather than depend on a single measure,'dean, V
Renzu11i end Smitn (1977-and 1980), and Fox concurred that a
varwety of approaches proved most successful. Renzu111 and ”
Smith and Safer and Burch‘favored the case study for its "multi-
%nformationa1 approaqh" end successbin 1pcating gifted minori-
ties. The traditionaq‘re]iance'on an inte11igence test score
was seen’ as bjased\and 1nf1e{ib1e.? Tne variance in cutoff
scores frdm one researcher and study.to anether (Terman: 223,

Pegnano and Birch: 300; Green: 17, and webb, Meckstroth, and

Tolan: 4) also illustrated an inherent weakness.

55
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’M£r1and;cited-tw0 other identification procedures widely L
used and relatively ineffective, gro@p~tests and teacher nomina-
“ tion. Treffinger, Renzulli, and Fe]dhusen, Thomas and Crescim-
beni, Pegnano ahd Birch, and Fox all be]ieved‘teacher nomination
to be 1naccurate However, cons1aer1ng the- expanded ﬂef1n1t10n -
of giftedness and greater number of students 1nc1uded "these
authors deemeda1t imperative that criter1a be estab11shed and
training be made available to teachers to improve their effec-

o

tiveness in locating the gitted. .Getzels and Jackson, Torrance,
X AN

and Treffinger, Renzu]]i, and te]dhusen distussed the Timita-

© tions of these methods in assessing and 1dent1fy1ng the creative-.

ty

1y g1fted ch11d since "their ideas s1mp]y do not conform to
'the standardized d1mens1ons, the behavioral norms on which re-
sponses are judged" (Torranee. 34). Add to the d1vers1ty ov¥ ,
definition and identification the‘diversity of the jifted them;
,se1ves%ae discussed by Juntune,'Passow, Webb, Meckstroth, and
Tolan and the potentia1 for problems mu]tip]tes.

'Thevtype oflgiftedness, degree of ability, character, and
situatipnal variab1es.make each Qifted chi]d-unique;‘but‘the h
mere fact.that‘hetor she-is gifted creates a distinction.
Gifted children possess abi]ities the average chi]d‘does hot,
p1ac1ng them in a separate category. Aé ‘gifted children they
are vu]nerab]e to un1que prob]ems, some 1nterna11y 1mposed
| others external in 0r1g1n. A1l have potent1a11y damar ing and
~even tragic effects. ‘ |
~Acute sensitivity (Whitmore, Roede]], Manaster and PoweT1,

and Johnson), uneven development (Delisie Sept./Oct.i]982,
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Roede]], and Kaplan), and a1ienation from peers. (Whitmore,
- Delisle, Pirozzp, Manaster andﬁPowe11) graphica11y set them
apart.'.The "average kid" within the gitted chi]d.wants to be
accepted but his or her superior abi]ities often block this.
Webb, Meckstroth and Tolan emphas1zed the importance of friends
for the g1fted to help " . ... tolerate pressures s11ghts, ing
sults he may receive from others" (150); Some develop Various
‘ peer groups dependent upon the activity (Webb, Meckstroth, and
Tolan: 146, Roede]].~]29) Lyon, Lemgv, and Rigjs and Riggsh
concurred that many others chose;to hide the1r g1ftedness to en-
sure soc1a1 acceptance o K\
Another maJor problem area fd the gifted is perfect10n1sm
Manaster and Powe]] Whitmore, Lemow Roede]] and Culbertson
found th1s to be akcdn;pn“tra1t Roede]] referred to ant"1nner
push" which caused the gifted to set'"1mp0ss1b1e goa]s Cu]“
bertson and Lemov def1ned it as a dr1ve to “exce] 1n everyth1ng "
_Cu]bertson quoted one gifted ch11d,."I feel Tike 1 shou]d ex-
cel in all areas and won't be norma1 if I make m1stakes" (49).
This pressure is often 1ntens1f1ed by unrealistic expectat1ons
of parents and teachers (De]is]e Septi/Oct. 1982, Roedell, and
~Cu1berts0n). Kaplan warned of the‘need to put superior inte1-~
lectual abilities-into perspective> Manaster and Powe]] echoed
this concern stress1ng the need to address the em0t10na1 re-
qu1rements of the g1fted The 0veremphas15\0n the cogn1t1yel
abilities led to a fear of failure and a 10W.se1f-concept.
Tragically, suicide has too often been the answer to this pres-

sure and threat to‘se1flesteem (Lajoie, Lemov, and Webb, Meck-
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stroth, and Tolan).

Lemov, Pirozzo, and Lee cited 1nappropr1ate s1tuat1ons as

' .1nstrumenta1 in creat1ng further problems for the g1fted

'When placed in regu]ar classrooms or ineffective gifted pro-_
~grams; boredom is a natural resu1t. ~These students? abilities
v"go unchallenged as 1tTustrated by these,comments from gifted

‘adults concerning Junior and senior high school experiences,_

o

" a total waste‘of time . .. . . boring mostly, had no rele-
Avance to what I feel 1s‘1mportant to know" (Backtold 118). )
Teachers often contributed to the 1nappropr1ate 1earn1ng
environment. Mar]and,-Lyon, and ‘Johpson noted teacher 1mpa—
t1ence with these ch11dren who fa11 to‘cohform to the standard-
1zed mold. Torrance established’ th1s demand for standardiza—'
tion as.a primary cause for the drop 1n creativity among stu—
:‘dents at key educat1ona1 1eve1s The ear11er f;nd1ngs of Ga]]a-
. gher and Crowder supported this concept of diminished creat1-
vity. P1rozzo, Lyoh,.Lemov, and Johnson reported some teachers
to be outWard1y~hosti1e - Powell and Haden revea]ed others fear:
the'gifted especially those h1gh1y g1fted

Students subJected to ‘these detr1menta1 ~influences respond
in severa] ways, s1ng1y or in comb1nat1on Lajoie, Mar]and
French Green, and P1rozzo gave evidence of the high percen-,
tage of g1fted who drop out of school. Lemov (227) revealed
figures as high as 30%, noting boredom with the traditional |
: system as key.__Mar1and also blamed the Tock step system geared
- to chrono1og1ca1 age. Dropouts surveyed in the French study

(6) cited the system, teachers, and unreasonabie expectations -
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role conflict as anotherlpossib1e cause.

56

among the reasons for withdrawal. Students less assertive and

1ndependent remained in'schoq], becoming discip1ine.prbb1emsa

-~ and/or underachievers (Marland: III-3, Roedell: 129, Johnson:

27GS) .

.Unaerachjevement is a complex problem. As Dowdall and
CoTange1o pointed out, 1ike giftedness, Oﬁderachievement has
multiple definitions makfng identi%icatioh’difficu1t..ﬂThe
variety pf caﬁses'adds;tg\theicomp1exity.;~In addition to the -
d?vekse reasons previousTy e;EEH\Which included the desire for
a;ceptance, boreapm, the system, Qnd'unrea1istic adﬁ1t expec-
tations, Delisle (April/May 1982)vpeinfed to the perfecfioniét
implications. A‘chi1d's gui1f whfch,says, "I should.be doing

more," lowers the se1f—ioncept (16). Fear ofﬁfaiid?e”quegi

underachievement an attractive. alternative. Kaplan (75) noted

those who "afmbtoo'low.“*_By selecting the easier schedule ur

the less prestigious university, success is assured. Manaster

and Powell, Dowda11 and.Cp1angeTo, Mariand, "and Rere11 Feported

-~

‘Within the compiexity, severa1 relatively consistent charac-

teriétics can be distinguished among the underachieving student
population. Pirozzo and Barrett cited their negative attitude
toward school ‘and "fee1jn§§-6f”fhadqugcy." Pirozzo, Shaw and

Brown, ahd Whitmofe found them’ to be hosti1e\5ﬁd\ﬁntjsoc1a1.

The oh]y similarities they shared with their achievihg peers .

-were high scores on standardizeddinte11igence and achievement

tests as noted by quda11'and Colangelo, Bafrett, end Shaw and

Brown. Barrett, Marland, Shaw and Brown concluded that the
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" tendency to uhderaéhieve:shrches early in the qducétiona] ex-
perience; Pirozzo, Marland, Whitmore,-aﬁd Dowdall and.Co]ahge1o,
concurred tﬁat any pfogram§ to revérée or ideally prevent under- .
~achievement- must start early, be long term, and involvé the |
4parents. Johnson (27GS) re1ated!the'resu1ts of two studies which
emphasized the severity of the problem.. In Iowa, 45% of all stu-
dents wipW‘an I.Q. of over 13d-had grade‘éverages Tower than
c, and‘T01e6§, 0#io, T&entifjed 58%“0f'th§jr giftéd as. under=
‘achievers.. DelisTle (April/May 1982: 18) advocated seérchiﬁg
the parents, teagagrg and cufricuTum for causes and solutions
to:the perva§ivemprob1em of underatmiéving giftéd: Evidence
Jjustifies the approach. | o |

Fortunateiy,»in the midst of all thé prob1éms there is hope.'
The. future hEed not fehain b]éak for the many gifted .and talent-
ed children of this country wﬁd experienpe the dark”siﬂé df-
~gi%tedness; The problem s a.mu1tidiméhsibna1 one which reduiEeS'
a.multi-faceted solution. For thogg wﬁose behavioral and envi-
ronmental jatterns are tbo deép1y rdoted it may pe too Tate, |
but fof the othérs theré can be relief, acceptance, and enjoy-
ment. 7 o

Management of stress Qas seen as critié&] for the gifted;
" by wepb,-Meckstrofh, Williams, and Hayés and Levitt. Wf11iam§ ‘
developed ; stress‘coping modei‘for'use with independédt study
4programs. A letter from one of his studepts attested to its
success. JYou taught me howvto_be.myse1fiénd not- to be afraid
to make a mi;fake" (140). Bachto]d's:survey Ofvgifted adults

é]icited this requhse, "L, what kids need to knoy . .. ds

"
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how to deal with peop1e -how to find and use resources, and ©~
how to make their 11ves r1ch and sat1sfy1ng" (f22).‘ Barrett and
Webb, Meckstroth and Tolan reported studies in which the abili-
ty to cope with the stress “of 11fe s cha]]enges" d1st1ngu1shes

- the successfu] from the unsuccessfu] Hayes and Levitt empham
sized the nécessity of parental support. k

Schwartz Sebring; and Sawyer stressed the crucial role

the parents assume in. the hea]thy deve]opment*of the1r g1fted
ch11dren Sebr1ng (97) stated "The1r hand11ng of g1fted
parenthood' w111 poss;bly have more 1mpact on their child's ad-
.justment than any other Facet‘of,that child's 11fef" A11 three.

advised parents to appreciate the child's individuality and en-

. courage the giftedness.. 2§ohwartz and Sebring warnedoparents to

~avoid unrealistic time demands andnpsycho1ogica1 pressures upon
the'éhi]du - They reminded parents to let them“be children and
provide a, 1ov1ng env1ronment based on trust and understand1ngi-

From the nome, the gifted move to schoo] where effective
'programs are essential. As Marland (11-17) reported:
. The gifted students who have-had:the ad- -

vantage of special programs have shown

remarkable improvement in self-under-

-standing and in‘abi]ity,to relate well

to others, as.well as in improved ‘aca- :

*aemic and creative performance o N
The 1mportance of gifted. programs is unden1ab1e butﬂgnfortu-
nately, not all d1str1cts of fer -them. Sawyer,~Ha£kney, Fehrle,
and Sherman stressed theﬁsignificance of a cooperative effort
between home and school in’ the education of the gifted which

becomes especially critical. in the absence of specja1 programs.
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Lyon (19) stated the "future of g1fted edfcat1on rests with
the . . . 1nd1v1dua1 school systems and teachers S1ncgk1ocay/
districts contro] the education, parents and teachers can be
instrumenta]jin initiating or improving gifted programs.

.Ward, Lyon, ferhusen and Hoover, and Marland .discussed
the variety'of strategies available to meet the needs of the
gifted, incTuding ability grouping, independent study, and ac-
ce1eration.' With the exception of'advanced placement classes,
acceleration has been thehmost controvers1a1. ‘As Cohn” and Ward
pointed out, social ma1adJustment was believed to be the unavoid-
able consequence of acce1erat1on In reality, research supports

the overwhe1m1ng benefits .- Many df the Terman group were acce1—

erated and the_fo]1ow-up studies found.these subjects more suc-

‘;,r:tesstTT*"Cohn (127) reported the findings from studies sponsor-
" ed by the Ford-Foundation for ear]y co11ege entrants wh1ch also
refuted the maladjustment- theory |
| Not all g1fted programs are framed w1th1n the trad1t1ona1
schoo1 setting. Lyon, Lemov, and Lee conc1uded mentorsh1ps were
among the best programs ava11ab1e Lemov (230) cited a Harvard
astronomer who became a mentor for a young black 14 year old
boy from the dhetto He took the boy}to the'Sahara.to study a-
‘so1ar eciipse The mentor is an under- used approach yet:-one
that could rea11ze the greatest success. Harr1s offered a sys-
tem to aid in the Tocation and recru1tment of mentors in hopes ‘
that utilization of the strategy would increase. '

Summer programs such ‘as the Satellite program affiliated

with Howard University (Gore: 32), Johns_Hopkins'UniverSTty




Center‘fqr the Aﬁvancement of Academic5]1y Talerited Youth¥
-(C.TLY}), Duke UniVe;sityfs Talent Identification Progrém
(T.I.P.) (Bos]ough:'ZQ), and the eleven summer centers in Mary-
‘4qnd,_eagh geared to specific types of giftedness (Lemov: 25]),

have been'enthusiastica11y‘re;eived. Equally successful aré

‘the speciaTiied high schoﬁ]s. Houston; Texés High.Sch001 for

the Performfng.and Visu§1 Arts (Churchwe]1: 23), the'Bran‘High

Schoo]'of.Sciencé, Boston Latsin; and North Carolina Sch;o] of
" the Arts (Bo§iough: 30) aré just -several examples.

‘The current interest in the gifted and the increasing .

number of special programs are encouraging, but the ultimate

success of giffedjeducation rests“with'the teacher. The admin-
istrative framéwork of a gifted program is meaningless if the
teacher harbors prejudfceé; insecurities, énd/or clings to {n-
effective, traditional methods. Torrance“offered'suggestioné
for créative ways towteach and i]]uétrated*the,differencé'thisn
creativity can make (see ‘also Appendix C). Based upon a»study
by Car]'Rogers, Lyon revealed three éraitsrpresent in succéssj
ful therapists which also existed in Sﬁfcessfu] teachers;

genuineness, empathic understanding, and prizing.. Prizing is

the caring about £he unfﬁueness of the 1nd1v1dua]2' This appéars
to be the key for the gifted,-éaring enough aont their unique
needs to offer the supﬁért and programg to fulfill tHem.

The successful programs and stratégies“exiét. Research,
expert opinion, and experience have verified their sﬁcgess.
Lemov (229) quoted a former d;scip1ine problem and underachiever,

"My gifted class is on a Friday and'that's one day of school I'd
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ﬁevef'miss."- Thit TtheLgthjt who attended Duke's T;I.P. stated,
"“After. 14 weeks, I feef7that my time has come, and I have to
make room for etherssﬂ I won't be there physica11y but my mem-
‘bries,'words,.ections end friends will be" (34) With “the

proven means available,. pr1z1ng becomes the s1gn1f1cant factor.

In sp1te of the d1sma1 reports, A P1ace Called Schooi, A

‘Nation at Risk and the Richardson Study, there are positive

featu?es to be g]eaned The pub11cat1on of the Marland report
in. 1972 was equa11y d1stress1ng but as a resu]t the g1fted .being
served. climbed from 4A to 35% in the ensu1ng ten years (Lyon
18). Once aga1n the consciousness of the pub11c has been rais-
ed. Awareness is an initial step in meeting the needs of the
gifted. Given the appropriate environmental supports, some
gifted will still struggle and fail just as some now succeed in
spite of negativehsituations; However, each child has the right
to be appreciated as an individual and "receive an education \
commensurate with his or her potentié]" (Sawyer: 36).
For every gifted child who is not allowed
to reach his or her potential, there is a
~ lost opportunity. That child might have
~eventually composed-a concerto, found a
cure for a hitherto terminal disease, or
~ developed a formula for world peace.
~Wasting the potential of a gifted mind is

"reckless for. a society in desperate need
of creativity and inventiveness. (Lyon: 20).
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APPENDIX A

: dNDERLYING CAUSES OF PROBLEMS OF GIFTED CHILDREN,

5

A desire to be accepted by the1r peers in school and non-
school activities.

Their classmates' resentment of éE\‘ease with which they
work and solve academic problems and the approval they
receive from teachers and .other adults because of their
superior accomplishments.

2
by

A tendency on the part of teachers to recognize and reward

academic achievement in terms of results rather than pro-
cesses and/or creat1v1ty

.The failure of teachers to recogn1ie the value of skill in.

manipulative activities and of social and phys1ca1 develop-
ment of gifted pupils. - ‘ :

The failure of teachers to recogn1ze the 1nherent va1ues

to be’ found in the fine arts——mus1c, art, dramatics, crea-
tive writing, the dance—and in other areas of the curricu-.
Tum that are Tess acadeinic in nature than reading, writing,
and arithmetic. - : o

The failure of the school to prov1de enough challenging
experiences. All too often gifted children are not free
to use the overabundance of free: time, which they cannot
manage without help.

The tendency of parents, friends and s1b11ngs to minimize.

their accomp11shments and dreams.

A failure to deveJop sound work habits or to develop the
ability to maintain sustained effort. This may be due to.
the fact that they havesseldom had to exert themse]ves to

~complete assignments, but it could be due to an inadequate

introduction to fundamental processes and workstudy pat-
terns at Tower grade Tlevels. o o

A dislike for essential drill and repetition,because it

interferes with other, more satisfying interests.

A fee11ng of frustrat1on because

a) goals have been set that are still beyond the1r advanced
stage of development,

b) they still Tack the breadth of experience essential for
the mastery or understanding of abstractions,

c) they fail to-see how they can use special ab111t1es or
talents to meet obTigations to home, scheol and society.

2
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12.

13.

14.

15.

16.

17,
18.

19.
20.
21.

22.

never -seem tO make a mistake.

70

A desire to become perfect before essential skills or ‘

‘talents are developed. Handwriting skill, control .of a

paintbrush and 'so forth may have to be deferred until muscu-
Tar coordination is perfected.

The frustrations of and even jea1ousies_of teachers who
cannot'compete with pupils who have developed a superior -
skill _or more understanding than the teachers have. Some

- . of these teachers deliberately or unintentionally discourage

them yith ridicule, sarcasm or by ignoring them.

‘A resistance to school and teachers -because of repeated

exposure to meaningless recitations, lectures and busy-
work assignments that gave them'no feeling of accomp1ishment.

Their cur1os1ty or their overexuberance, which has sometimes
made them so. aggressive that other pupils ridicule them or
torment them because they always have the answer first and

S

-

The1r tendency to overlook< their own 11m1tat10ns or to be
overobsessed with their own importance or capacity. They
may be unabTe to evaluate the results or their efforts
correctly so. that’ they will become truly self-directive or
self-appraising.

Their Tack of patience with slower - learning pupils who

" have spent long “and painful hours in achieving what they,

the g1fted pupils, have mastered in-a short span of time.

Their development of a strong dislike for their own powers'

-because these talents set them apart from their peermates.

Their ga1n1ng either too much or too 11tt1e recogn1t10n for

. their efforts

Their sometimes failing to develop essential skills that
will give them a balance. A one- 51ded deve]opment may earn
them the title of be1ng Just another "character. >
Their occasiaonally expend1ng such an excessive amount of )
time and effort pursuing hobbies that they neglect to ful-
fill 0b11gat10ns to others as well as to themse]ves

The economic, social and phys1ca1 pressures that may force
them to. pursue Tines of endeavor other than those wherein
their special interests and talents Tie. . .

Leadership qua11t1es never belng recogn1zed pecause these
pupils are never placed in situations where they can demon-
strate their ability to assume/respons1b111ty and guide or
direct others

.




23.

24 .

25.

26.

- 27.

28.

29.

30.

The lack of access to resource materials in school -or at

home that would lead .to the stimulation of interests or a ..
challenge to explore further into selected fields of study—
that is, supplementary readers, current magazines, pamphiets,
up-to-date encyclopedias, records, films, film strips and
lTibrary books.

Failure to achieve close to desired accomplishment levels

may be attributed _to the influence of a broken home.
Studies show more fatherless families exist among Tow
achievers than_among high achievers. : -

Low achievement may originate in physical factOrs ranging
from a problem of Taterality or handedness to an extreme

, Physical-defect. In some cases a lack of physical strength -
has Towered a bright pupil's enduring powers. The indivi-

dual ‘may have had high educational goals but required more

*sleep and rest than comparable.peermates who could devote

endless hours to. the mastery of an assignment or project.

The Tack of flexibility in the curriculum, the insistence
on rigid grade standards and the continuation of a practice
of holding talented boys_and girls back to prevent any
encroachment upon the next teacher's domain. Tnis-may be
responsible for low achievement in areas -of the curriculum
other than reading, as a result of the Timited growth or
stretching of the mind in areas Tike arithmetic, science

or social studies unless there is an opportunity to move
into newer'and higher concepts under the direction of a
teacher. ' ‘

The Tack of sufficient imagination on the part of ‘teachers
to cope with gifted children's needs and interests -and
frequent teacher failure to recognize the "Tazy," "indiffer-
ent," "daydreamer," or "behavior-problem" child as an
anxious child. : : : : ‘ i

Failure of-parefits and teachers to insist on guality work
or high standards. This is especially true of underachievers
in need of remedial assistance. —

Individuals may fail to achieve at desired lTevels .because
of emotional instability. This imbalance in emotional
control may range from a moderate childish impulsiveness
to an:extreme where the individual finds it difficult to
work in a class situation. ’ ’ ’ ”“\'

',Inte11ectua1"curiosity is often considered as an-outstanding

trait of gifted children. Unfortunately, there are gifted
underachievers who are totally Tlacking in curiosity. This<is
reflected in their Tow accomplishment even in special classes
for the "gifted where their léarning environment, is conducive
to,the fullest devg}opment of their talents or jntellectual”
potential. - - ot

(Thomas .and Crescimbeni: 81-84)"
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TABLE 1: IDENTIFIED PROBLEMS OF
GIFTED ADOLESCENTS RELATED TO BEING OUT OF STAGE

"_Type of Problem - - Comment and Reference1

r

Boredom 1. Easily bored, frustrated by traditional instruc-
tion (Alvino, 1981). '
, : 2. Boredom (Compton, 1982). ;
ot o e, : .3. Listed as problems in J.H.S. - school waste of
: : time (Bachtold, 1978). ‘

Multi-Talented - 1. They need feedback about .their gifts provided
- by-professional.. ‘Teachers need to be taught

to recognize and deal with these issues with
the gifted (Sanborn, 1979). _

2. Isolated interests and talents (Gifted Child-
ren's Resource Center, undated).

3. By definitionspf gifted as multitalented )
(Butler, 1978).

Perfectionism and 1. DiscontentFWith'any_performance short of ovwn

Pressures for Success - goals (Whitmore, 1980).

2., The underachievers refuse to compete because
of feelings of inadequacy (Barrett, 1957).

3. Gifted children may be under considerable .
pressure to achieve (Strang, 1951). -

Pressures for Success - 1. Pressures for success (Schetky, 1981).
o 2. Unrealistic expectations of gifted (Whitmore,
<o : - 1980) .
Success masks » » 1. Many gifted students do. so well that this very
students needs . ‘ fact desensitizes us tdo their needs (Sanborn,
& 1979).

2. High academic achievement, social skills at
early age (Whitmore, 1980).

R,

Uneven development T 1. Discrepencies between physical, emotional and
' intellectual maturation are commen but may' be
even.more exaggerated in the gifted (Schetky, .
L . 1981). : :
- _ - + 2. Brain reaches a plateau (Compton, 1982).
- N 3. TDnialogue-between superior intelligence and
maturity (Hollingworth 1942).

[T S

1Comments are often paraphrased.
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_ TABLE 2: IDENTIFIED PROBLEMS OF
"GIFTED ADOLESCENTS RELATED TO BEING OUT OF PHASE

Type of Problem o Comment and Reference1

Alienation: Distance 1, Alienation because of divergent thinking and

from/without peer . creativity, etc. (Alvino, 1981).

groups ' 2. Being different in adolescence is bad enough
for. normal teenagers, but more for gifted
early adolescents (Compton, 1982),

. " Due to different interests, self-direction
(Gifted Children Resource Center; undated).
Listed as Problem—disillusionment with sys-
tem (Bachtolq, 1978).

Feelings of aliemation versus the wish to

be accepted. (Schetky, 1981).

Lack of .acceptance by age peers (Alvino, 1981).
J.H. and H.S. gifted students resemble each
other not age peers. Problems arise in
matching gifted with intellectual and age
peers Lessinger and Martinson, 1961).

uensit1v1ty : : < Supersensitive to issues .and coneerns not
To -issues not—relevant viewed as important by age peers (Alvino, 1981)
to peers® - . Séngitivity-a mixed blessing: both an asset
To interpersonal ’ i and a liabllity . It is a liability when a-
Relationships bused by manipuldting other (Schetky, 1981).
: - : Hypef@ensitivity leading to ‘connections
and’ relationships often too much for normal
peers (Whitmore, 1980).
Supersensitivity of nervous system creates
intellectual giftedness by allowing the
assimilation of extra amounts of sensory
input. (Cruickshank, 1963) in yhitmore 1980.

i Lot A ML

Two types of students 1) High- academic
“achievement, socially skilled at an early
age; 2) Deficient because of limited pre-
sehool peer interactions. - Social isolation
~acute for gifted youth (Whitmore, 1980).
Problems with interpersonal relationships
{Bachtold, 1978).
The higher the IQ of the gifted the more dif-
ficult it is to become socially adjusted
(Hollingworth, 1942),
4.- Very high IQ child faces a more difficult

Deficit Social Skills

SR G AL AN 26 S

e T 17, KT A R P

76




74.

: TABLE 2: TIDENTIFIED PROBLEMS OF
-7 . GIFTED ADOLESCENTS RELATED TO BEING OUT OF PHASE
CONTINUED

-Type of Problem . Comment and Referencel S_—

problem in social adjustment'than the less
precocious (Terman, et at., 1947).

Uncertainty over roleé 1. Uncertainty concerning roles in society.
: (Alvino, 1981)

o

Activity level : -1 1. Child can be physicdﬂy'and mentally &~

\ v Tendency to Challenge | hausting (Schetky, 1981). =
L. Authority ° 2. Tendency to challenge authority (Schetky,
: ' o 1981).
\ ~ Being Male | 1. - More adjustment difficulties fo} males than

females (Bachtold, 1978},

Early maturing girls 1. Gifted girls who are early- maLurers'and
large may have considerable problems
(Compton, 1982).

lcomments are often paraphrased.
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TABLE 3:
GIFTED ADOLESCENTS RELATED TO BEING OUT OF SYNC

" IDENTIFIED PROBLEMS OF

Type of Preblem

Comment and Reference

Self-Concept Protlems

Insecutity and
Anxiety

Too much, too cognitive

R

Severe Psychological
Problems

.,1-
2,

1.

3.

Poor self~concept (Alvino, 1981).
Self-image problems (Bachtold, 1978).
Excessive Self criticism. (Caroll, 1940).

Insecure and anxious because of perceived
physical deficits, different interests,

- self~direction (Gifted Children Resource

Center).

Far more attentjion is given to the gifted
child's cognitive development than to his
cr her emctional needs. (Alvino, 1981).
Burn-out gifted tired of -extra work; label
of them in different category (Compton, ;
198?)

Caused by accumulated envirommental insen~
sitivity (Gifted Children Resource Center,

_undated).

Maladjustment increases with age (Witty, 1940
in Whitmore, 1980)

o

1Comments are often paraphrased.

8
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_ APPENDIX C

63 WAYS OF LEARNING:
. (OR_TEACAING) ANYTHING

INSTRUCTIONAL PROGRAM IMPROVEMENT

HoW WE TEACH AS WELL AS WHAT WE TEACH?

—————

1 c.ndMipg c(égpt?

' Why do classnoom teachers
use only Bwo of these
methods $4% of the fime
when reseanch shows these
Lo methods are among the
Least effective in tferms

Gary Phillips, Director.
Butler Leadership Center
School Improvement Project .
Butler University ‘

4600 Sunset Avenue
80 , Indianapolis, IN 46208
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~ ‘63 WAYS OF LEARNING
AN . .
- ~{OR_TEACHING) ANYTHING
- "The process is often as impontant as the content."
1. LECTURE - pedogogy; learning by-1istening to experts
" "Most common method of Learning in schools and one of l
'the'ieaAtvggﬁecziue as measunred by enduring effect.”
2. READING - learning by reading books, bamphlets. magazines and other
- printed material o : _ _
3. INQUIRY - leéarning by initiating own questions. Source: Richard Suchmab
4. EXHIBITIONS - 1edrning'by'observing‘exemp1ary products or performance
{like a museum, bulletin board, or display) :
§. GROUP DISCUSSION - learning by verbal interaﬁtion_with‘othék’1earners
6. EXPERIENCE -;1earning from experiential activity or performance
' "Experience is certainly one 9§ the best teachens, particulanly
- fon Rinepthetic Learnens." A : °
7. DEMONSTRATION - learning by observing and analyzﬁng an expert performance
"Watching a demonstration nesults in more Learning when
analyzed as well as viewed." ' .
B. CHALLENGE ACTIVITY - learning from a first-time or demanding life activity
"One of the most enduning of all fLearning activities o
- for reonganizing a Learner's perception of self and
extending capacity for new action." ) )
9. TESTING AS TEACHING - learning from assessment and peéforman;e feedback
"Not all testing results in new Learning."
10. SELF-DIRECTED LEARNING -.learning by designing and directing one's own
. Tearning o SRR
"80% on 4/5 of all we Leaan is a nesuli of self-initiated
- efforts nathen than gonmat schooling." A ’
Sources: Maurice Gibbéns, Malcolm.Knowles, Allen Tough
11, TEACHING OTHERS - learning by teaching others or tutoring o
’ "One of the most effective and enduring methods. Reseanch
promises 90% netention of Learning which the fLearnen is
requined to teach to others.” . '
12. COOPERATIVE GROUPS - learning by participating in groups who assist each

other and compete with other groups rather than individually

"Coopenative groups use the concept of an athletic team as
applied Lo new Learning."” - ‘
Sources: Slavin, Johnson. & Johnson, Joining Together

< _06- 81
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.63 Ways ofALearning.f‘r T= hing' Any’ ing (Cont.)sy . _ | Page 2.

- 13. MENTORING - learning from admired and competent adult mode]svthroogh
. observation and analysis .

_"Mentoning is mone eﬁdeotiue if the menton <4 nespected
by zhe leannen "o L ' ‘

“i4. DRILL AND REPETITION - leayﬁng from repeated performance

15. COACHING - 1earn1ng from an: expert’ through feedback on: performance and
: ass1stance to "correct-in-flight"

"Academ&c coaches can be as effective as azh£c£4c coaches.
Researnch shows coaching neAutzA An about §3% netention 05
new Learning,"

16. RESEARCH - learning from individual. 1nqu1ry through soc1a1 interviews, -
: ; library research, or laboratory pur5u1ts as in the experimenta’
B method in science
if g ’ S
17:=‘QUESTION-ANSNER - learning from question-answer sessions with teachers or
other learners ’ ‘ :

.f

e

18. COMPUTER ASSISTED INSTRUCTION - learning from 1nteract1on w1th a computer
"Any teachen who could be aept:;fd by a computea Ahoutd be."

" 19. SIMULATED PRACTICE - 1earn1ng from performance in a safe, contro]]ed
- » situation like a role play or socio drama
20. DISCOVERY - 1earn1ng from new ideas or experience

"The 'afi-hah' reaction 80 essential in new Leanning oﬂten
AeAultA grnom groping and exploring as an integral act 06
£eaﬁ.ru.ng " .

21. SOCRATIC - learning from give and take 1nteract1on with a teacher or scholar

22. ‘PURPOSEFUL REDUNDANCY - learning from planned and repeated act1v1ty us1ng
multipie modes or sensory act1v1t1es (v1sua1, auditory, k1nesthet1r)

'23. SELF-EDUCATION - ~tearning from 1ndependent1y p]anned efforts us1ng informa)
sources

v "Se£5F4nAtnuconn L& mone engaging and enduning than othen -
. - directed Leanning." | . :

, 24, MODELS OF EXCELLENCE - 1earn1ng from observing. and emu]ating exemp]ary

performance -

"What you do speaks &0 Loudly 1 can'? hear what you Aaj
Learners can subtly model ¢nc0mpetence and mcd&ocmcty as
well as excellence.”

,"Example 48 not the best way 2o Lnézuence people it 44 the
© only way."
ALbent Schwectzen

.25, FAILURE - learning from analyzing your own life'experiencé and correcting
' past mistakes :

" "learning fnom faifure is easier in znucnonmenté ‘that vatuc .
'n¢&k Zaking and jailure az,demandLani?AkA " : o
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~26.

e

27.

28,

29.

~--33.
34.
35.
36.

37.

PROJECT METHOD - learning from designing and executing individual or. group
projects as both development and demonstration of learning v

-PROGRAMMED INSTRUCTION - 1earn1nq from specially constructed print or aud1o
v1sua1 materials for seif-instruction , -

CLASSROOM SEATWORK ~ 1earning from superv1sed study 1ike do1ng the "quest1ons
~at the end of the chapter” ‘\

"Second most common method used 4in bchUOEA This: method )
often used for expediency rather zhan eéﬁ&cq;u 0§ Lhe methed."

ADVANCED ORGANIZER MODEL - learning from p]anned 1nstruct1on which recognizes
the need for prior learning bein? linked and 1ntegrated thh new
1earn1ng Source: David Ausabe

"Most sludents understand clearly whaz 4 expected of zhem
onZg agtern they've faifed 20 mcct the expectations." -

TRIAL AND ERROR - learning from informal exper1ence and exploratory activities‘~

_ JRAVEL - 1earn1ng from observing and experiencing new environments

TELEVISION - learning from watching television

"like teachers on books, some televisdion pnognamA ane mone
educating than others."

PRACTICE -~1earn1ng from performance , o

"Fractice makes penéectn' p&ou&d&ng the Learnen doesn't
nepeatedzy pnacz¢ce incompetence and medcacmcty "

AUDIO- VISUAL - 1?§§%Tng from listening to radio, aud1o tape or through
instructional film or sTide tape

"Often used by teachers as a time §illern when ozhen-
wise unprepared.”

CLASSROOM MEETING METH0D - 1earn1ng by including a group of learners in

making decisions about the (What?) and (How?) of learning.
Source. N1111am Glasser . »

INDUCTIVE TEACHING LEARNING METHOD - a method of learning which expands new

~information into categories and’ ‘concepts and promotes intellectua)
reasoning and theory building. Source Hilda- Taba

. INDEPENDENT STUDY - learning from an individual effort at mastery

DEDUCTIVE METHOD - learning from planned presentat1ons that reduce new. =
v information to concrete conc1usions and -logical categories usefu1
in h1gher level thinking

"The deductive method uses an Lg- then appnoach 2o pnabfem Aaﬂv&nq
and Learnding."

“?

"Prederred by Learnens who considen themselves un&Qu& and 4
/d&AIantLUe or preden wonhcng alone.” - .

/é'izST COPY AVAILABLE
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63 Ways of Léarning (Or Teaching) Anythihg‘(Cont.) : Page 4.

— 39. PEER TUTORING - learning from ,lanned efforts of tutoring and being tutored B

- b ‘ X ) .
y' peers ‘ ‘ . .
"Simifar to the cooperative group method and one of the most
efdective ways of Leaaning 4if participants have prerequisit.
utoning skills." . . :

40. DONE-TO-ONE TUTORIAL - individualized instruction is highly desirable but
' 1s often not practical or efficient as a method in schools

 41. MENTAL REHEARSAL - learning by using mental practice as a rehearsal for
- 11fe performance applying a new skill or knowledge '

42, INTERNSHIP OR APPRENTICESHIP - learning from a planned work-study‘experiénce
: ) with an expert  ° ~ :

. ° ) [4] . , - . .
43, GAMES -- Tearning from games including socio-drama and role play

*"A book titled New Games describes'-methods of making Learning
gun Like Mopppolg Leaches siudents entreprenmeurnship.”

44, IN-BASKET OR CASE STUDY - jearhing by{so1Ving problems or perpiexiﬁg life
dilemmas in group analysis’ - ;

45. NEURO-LINGUISTIC PROGRAMMING - learning: by p1&nned efforts based on new
brain research by identifying the unique mental processing

o "~ style of each learner \\\\\\\\\\,

46. GROUP DYNAMICS - learning from the interactioh\g£:anggggp process like
B brainstorming, creative problem solving,'anq synergy -

47. VISUALIZATION - learning from an individual mental process of visualizing

T new levels of performance -or-new ways of being . . . may be
1 similar to mental rehearsal or neuro-linguistic programming

48. REFLECTION - 1earning,?rom quiet thought- and reflection and“ébhtempTafion

which includes analysis of past experience or fantasy about the
- future Lo RN .- -
49. GUIDED IMAGERY - learning from planned group-activities which stimulate
» ' creativity and invention through free association and cluster
thinking - . “ : o

50. METAPHOR - learning from pictures‘br stories .which Symbo1ica11y‘depict
. new ideas and concepts. Sourcq: Robert Samples, The Metaphoric Mind
"The most used method of Jesus Christ in bibLical teachings 44
¥ through parable." ¥ ’ e

81. MASTERY METHOD ;_1earg¥ng through formal, .planned processcbf accommodating
. - learner uniqueness and adjusting time and method .appropriately.
Source: Benjamin Bloom -

“Promises 95% 0 students will attain mastery of content
or a grade of A." ¢

C

-
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33 Ways of Learning (Or Teaching) Anything (Cont.) . Page 5

.

4
.

36.

57.

58.

59. .

BEHAVIOR MODIFICATION - 1earn1ng by using a-planned stimulus- -response effort

of reward and punishment. Source: B. F. Skinner = .

"This method wonks better in training animals than educating
_ human beings, but is the dominant Learning theony underginding
- 'most classrooms and AchooLA "

OPERANT CONDITIONING - learning from sc1ent1f1c teach1ng methods which

connect new learnings with immediate reward and pun1shment as
~in the use of "mand m's"

"A dog thained to salivate at the ninging of a bell is
sl a Atup&d dog."

Arthun Combs

SERENDIPTY - learning from 11v1ng and by ana1yz1ng "the happy accidents

of life"

"ALL of us have experiences of serendipty, but we don't
all £eann grom them." .

DREAM LEARNING - learning during sieep or through the ana1ys1s -of dream
activities , ,

PRAYER & MEDITATION - learning from spiritual revelation, deep re11gvous .
experience, and transcendenta’ or meditdtive activities -

"Prayer often occund in public schools parnticularly during
exams whethen the Supnreme Court considens £t Legal on not."”

Source: Bible and book titied Snagg' g
INTUITIVE INSIGHTS & PSYCHIC EXPERIENCE - 1earn1ng from any comb1nat1on of

e tra~se\§ory perception or sudden intuitive insight
"Occuns most often with aight brain dominant Learners."-

- SUPER-LEARNING - 1earn1hg by using a series of new-brain research technigues

which rely on subliminal sounds, s1ghts and pac1ng Source:. Lazonov
and Shelia Ostrander :

"lazonov workshops promise to teach 1,000 new wonds of a
doreign Language 4in 30 minutes and guananteeb 95% retention
agtern 6 months." , ‘

PARADIGM AND MIND SET SHIFTS - 1earn1ng throug? organizing jdeas or activities
in a new context or a new'model of reality or a shift in the per-
ception of the learner

"New-brain techniques based on Lestie Hant's Proster Theony

and Kanf Pribram's HolLogram Theony of LeannLng promise Xo
neuolutLonaﬂ&ze classrooms and Achoolb " I

<
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60. INTERVIEWING EXPERTS - learning by questioning experts about how they became
A ‘expert . _ )

—’ . ’ L . :
61. ANALYZING LIFE EXPERIENCE - learning from the analysis of a significant 1ife
: "~ experience with others ‘ S R

62. TRANCE STATES AND HYPNQOSIS -vIEarniﬁgbfrom self-hyprosis or externally induced
~trance states L A :

&

63. LABORATORY METHOD - learning from experimentation using social or science
- research model as well as action research and experience

3

"THAT'S NOT ALL FOLKS . . . . .-" ADD OR INVENT YOUR OUN FAVORITE METHODS OF
LEARNING: , S

64.
65.

. 66.

S6  BEST COPY AVAILABLE
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;- G/T Curriculum Project - . , _ : S 3-8-84 .
' - L N : " " Session #3

ELKHART COMMUNITY SCHOOLS
‘Elkhart, Indiana “

TENTATIVE CONSENSUS OF PLANNING TEAM

Criteria Descr1b1ng an Ideal Gifted and Ta]ented Student
- Benefiting from Gi1fted and Talented Education

Is able to use community resources
Has been identified as being g1fted and/or talented in one or more areas - -
and has access to special program opportunities.
Is task'committéd/reéponsib1e.
Uses pos1t1ve 1eadersh1p styles.
Is accept1ng of own family., °°
Coqperates in group efforts.
Disp]ays'hea1thy sense of humor._i
- Feels good abbut.se]f/not_oVer]y_se]f-critica1.
: wants/accepts challenge activities:
EnJoys 1earn1ng

Has access to proper diet and fac111t1es/pract1ces that promote good physical and
menta] hea]th v

~ Can tolerate frustration. 7
s intrinsically motiVated, i.e., looks for cha]]enge and enjoys it.
Realizes he/she doesn't know everyth1ng, i.e., understands d1fference between
intelligence and experierce.

5

Realizes,that "I will" can be more effective than IQ in achieving many tasks.
Properly equipped with supplies and materials needed to achieve.

Works with others as well as independently.

| 88
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6/T Curriculum Project o o 3-8-84

Session #3

TENTATIVE CONSENSUS " FLAINING TEAM

Criteria Describing an Ideal Classroom Environment
Developing Gifted and Talented Education

Receives inservice training for methodology to streteh students' minds.

Has self-confident teather(s) who wants to teach G/T.

o

‘Established trust reTationsnips between teacher/student(s), i.e., accepting/caring.

-

Has well educated and inte]]igent~teacher(s) with broad perspective(s) and enthusiasm
for life. _ . ° '

Makes flexible timing arrangements.

Provides variety of approaches, e.g., 'self-contained, pull-out.

'Is open to variety.of world isSues/toncerns-

Provides broad offerings in music, art, drama, academic, intellectual and lnadersh1p
areas. : :

Prov1des opportun1t1es to nurture leadership and fo]]owersh1p roles for every G/T L.
student. :

Has administrative support for variety of teaching modes, spec1a1 arrangements, flexible
t1me use, sudden changes dictated by creativity and material needs of program.

Maintains appropr1ate class size.

Provides facilities appropr1ate for the wide var1ety of activities anticipated.

Assigns teachers_with a great repertoire of teaching ski]]s.

Enables- students from entire area served to participate equally well.
Offers specialists who can take students as far as abilities af]ow.

Allows student participation by 1nterest and ability rather than by age group.

3

Expands beyond a 5- -day-week, regu]ar -school-hours program

W

Is able to interact with 1nst1tut1ons of h1gher 1earn1ng

Perm1ts pursuit of spec1a11zed interest.

Provides interaction with students Wwho are not G/T at aopropr1ate t1mes to build
social sk111s and community awareness :

P]aces~great emphasis on creat1v1ty in all aspects of G/T learning. v

Is attentive to special social needs of G/T students, e“g s dea11ng with being "different"
having to meet high expectations, being expected to be gifted in all areas when -may
not be, 1earn1ng to be self conf1dent without be1ng over conf1dent

a
L
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) Session #
Criteria Describing an Ideal Classroom Environment Developing G/T Education -- continued

Balances attention to v1sua1/perform1ng arts, 1nte1]ectua], academ1c, creat1v1ty and
leadership. .

R Is as able to foster g1fts of student gifted in one area as well as deve]op students
’ gifted in-alt areas.-- o

‘Maximizes integration of academ1c, 1nte11ectua1, v1sua]/perform1ng arts, creativity
and Teadership education. '

Assists ‘students in reconciling excessive number of choices ava11ab]e to permit
appropr1ate combination of exploration and focus (divergent and convergent thinking).

Ha1nta1ns a "mentor c]]mate that provides ‘time and opportunity for one-on-one
discussions between- G/T students, teachers, and resource personnel.

° 9rov1des counselor system that allows for d1scu551on of- persona] concerns beyond
course select1on and scheduling. )

S
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: . - o . Session #3
TENTATIVE CONSENSUS OF PLANNING TEAM '

- Aan

Criteria Describing an Ideal Home'Env1ronmeht
Foster1ng Gifted and Talented Education - . |

Provides supportlve family environment.

Exh1b1ts v1s1onary v1ew of G/T student.

Is open to ideas and new ways of looking at things. ' , ",
Gives t1me-and enthusmasm to G/T.program( ) and activities.
Mode]s.exce11ence and/or seeks to brovide same.

Is accepting, broadly open minded.

Keeps program(s).in perspective, 1.e;, supports balance in education.
Encouraget flexibility. - E o
Provides strong value. systems

Comb1nes Tove and d1sc1p11ne.

Teaches sharing and coppernt1on.
Participates in/ieads parent support groups'
Prov1des cu]tura] advantages and models the1r appreciation as a normal part of life.
Promotes best effort and craftsmansh1p 1n pursu1t of exce]]ence»

Avo1ds e11t1st att1tudes that are obstacles to good 1nterpersona1 relationships and -
social responsibility. "

Begins instruction, modeling and climate maintenance from mement of birth.

Maintains close contact and support with educat1ona] institutions by part1c1pat1ng in
act1v1t1es whenever appropr1ate
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TENTATIVE CONSENSUS OF PLANNING TEAM

Criteria Describing ah Ideal Community Promoting
" Gifted and Talented Education

Offers cu]tura]/aesthétic advantages.-

Funds and backs Special programming willingly/ably.

Provides multi-Tlevel fac111t1es, e.g., pre- schoo] through h1gher education (colleges/

universities). . .

Provides flexible area-wide opportunities and arrangements, i.e., a "regional"
cooperation system, for all five areas of giftedness.
Provides year-round/in-out of regular school day programming'opportunities.

Trusts staff to assess student cognitive and affdctive achievement.

Accepts difféfences in schools and program that‘ﬁeet varying student abilities and
needs. . : v )

-Shares expertise through ﬁentorships and use of facilities from business industry and
cultural institutions. : -

Provides and/or so]icits local money (gifts) to acquire/build fac%]ity(ies).
©

Prov1des tuition free involvement of students across districts.

Prov1des a commun1ty that is a model of excellence, i.e., efficienc, honest
government; beautiful buildings, parks and facilities; maximum use of and
access to facilities; rich cultural opportunities appeal1ng to a11 citizens;
avoidance of sharp divisions based on wealth and status. ‘
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: APPENDIX E

BULLETINS, PERIODICALS, NEWSLETTERS
ABOUT THE GIFTED

Many organizations and parent advocacy groups publish newsletters, bulletins,
or periodicals related to education of the gifted. Membership in some organ-
izations usually includes a subscription to its journal, which may also be
~obtained separately. Other publications are independent of any organization.
Listed here are several jouyrnals and other publications to which one can sub-
scribe. Those associated with national organizations may be available in pub-
lic libraries.

- G/C/T (Gifted/Creative/Talented) _ , .
G/C/T Publlshing Co.
Box 66654 % B
Mobile, Alaﬁgna 36606 o
Highly readable, colorfull publicgtion, with sections for parents. Arti-
cles of current interest. Some research. Book reviews.
Gifted Child Quatrterly
National Association for Gifted Children = -~
217 Gregory Drive )
Hot Springs, Arkansas 71901 . o
Professional journal, with reports of research activities in the field,
—ongoing programs, general discussion.

Gifted Children Newsletter

Gifted and Talented Publications, Inc.,

530 University Avenude o t

Palo Alto, California 94301 ‘

General discussion of current topics. Reviews of books for children, toys
and games. Pull-out sections for children.

Gifted/Talented Education

P.0. Box 533 a

Branford, Connecticut 06405 » '

Reports on current activities in the field. Reviews of programs in oper=
ation in many parts of the country. '

]

JEG (Journal for.the Education of the Gifted)

The Association for the Gifted (TAG/CEC)

Reston, Virginia 22091°

Professional journal. Reports on research and activities in the field
Book reviews., ' '
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-

Journal of Creative Behavior -

Bishop Hall, SUNY

1300 Elmwood Avenue -

Buffalo, New York 14222

Professional journal on research and discussions of relevant topics in
creativity. Book reviews.

LTI Bulletin -

Ventura County. Superintendent of Schools

535 East Main Street

Ventura, California 93009

Listings of current events, locations of key personnel, programs. Re-
ports on developments on the national scene.

Parent Communication

Roeper Publications

Roeper City and Country School

Bloomfield Hills, Michigan 48013

Topics of concern to parents. Discussions of teaching methods, new
activities, critical issues of genteral concern.

(Ehrlich : 182-183)
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