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We have had a wonderful response to our work at The National
Research Center on the Gifted and Talented. All our contacts with the
Collaborative School Districts, Consultant Bank members, State
Directors of Programs for the Gifted and Talented, National Research
Center Advisory Council, and State Parent and Teacher Organizations
have been very positive. You have all helped us to get the word out
about our research studies through newsletiers, personal
communications, and conferences. We have received copies of
newsletiers from around the country highlighting specific findings from
Year 1 studies. Thanks to all of you for helping us maintain such an
extensive dissemination plan.

Further updaies of several Year 1 studies are the focus of this
newsletter. You will learn more about:

-

. Regular Classroom Practices with Gifted Students: Findings from
the Classroom Practices Survey

. The Classroom Practices Study: Observational Findings

. The Curriculum Compacting Study

. Investigations into Instruments and Designs Used in the |dentification

of Gifted Students and the Evaluation of Gifted Programs

The Leaming Outcomes Study

. A Theory-Based Approach to ldentification, Teaching, and Evaluation
of the Gified

;. BN

The University of Connecticut Research Site, under the direction of Dr.
Francis X. Archambault, was responsible for implementing studies 1-3.
On January 27, 1992, we held a press conference to announce the
resulis of these studies and received extensive local, state, and national
newspaper, radio, and television press coverage. The studies have
generated considerable interest and the follow-up requests for more
infermation on curriculum compacting and classroom practices have
been extensive. We have been mailing information daily and retuming
numerous phone calls,

In addition to the 14 studies being conducted over the past two years at
the Research Center, we have been working on the commissioned
papers from the Research-Based Decision Making Series. The paper
by Dr. Karen Rogers on The Relationship of Grouping Practices io the
Education of the Gifted and Talented Learner has been well received.
Orders for the executive summary and fuli-length paper are filled daily.
In several instances, the findings from the paper have been used as the
basis for other articles such as one by Lee Wolf, lowa Department of
Education, entitled Grouping and the Gifted: A More Thoughtful Look
in the lowa Talented and Gifted Newsletter (January 1992). Cne
comment by Wolf that is quotable is: *Doing away with gifted education
programs because tracking is detrimental to less able students is
making too much soup from one carrot.”

Look for announcements in this newsletter for other papers in the
Research-Based Decision Making Series on ability grouping by Dr.
James Kulik, cooperative leaming by Dr. Ann Robinson, and self-
concept by Dr. Robert Hoge and Dr. Joseph Renzulli. The information
in these papers will help you build a strong case for creating,
mgntajning, or expanding programs for students with special gifts and
talents.

One “small” study that we are now implementing with our Collaborative
School Districts and Consultant Bank members that extends the scope
of our present NRC/GT research agenda is known as Assumptions
Underlying the Identiification of Gifted and Talented Students. This
study is an opportunity to involve our contacts in the role of “teachers as
researchars.” The contact persons are working with a sampling plan fo
obtain responses from teachers, parents, and adminisirators on survey
iterns on identification — a topic that is often debated and always a
concern when you begin to outline program plans. We have received
hundreds of responses from over 30 states and 1 territory on items
focusing on iesiing, student background, nen-intellectual factors, and
case study data. If you have not returned your surveys, there is still
fime.

The Collaborative School District network continues to expand. As of
February 1, 1992, there are 283 districts involved with the Research
Ceanter. Welcome aboard goes out to:

Hariford County Schools
Bel Air, MD

Weston Public Schools
Weston, CT

Hardin Public Schools
Hardin, MT

Contoocook Valley, SAU #1
Peterboreugh, NH

Eastern Camden County Schools Lincoln School District
Vorheas, NJ Linceln, R

Custer School District #1
Custer, SD

Once again, we would like to invite readers to submit articles for the
NRC/GT Newslstter in three areas: Commentary, Just Off the Press,
and Research in Progress. We would be happy to review your work.
One article that appeared in the June 1991 newsletter by Linda L.
Manwill entitled Talented and Gified Education in Rural Alaska: A
Universal Model became the focus of another article in The New
Republic (December 16, 1991). Therefore, your submissions will reach
4,000 readers of the NRC/GT Newsletter and possibly thousands more
around the country. Send your submissions to:

The National Research Center on the Gified and Talented
NRC/GT Newsletter

The University of Connecticut

362 Fairfield Road, U-7

Storrs, CT 06269-2007
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Regular Classroom Practices with Gifted Students:
Findings from the Classroom Practices Survey

The University of Connecticut

The Classroom Practices Study was designed to determine the extent
to which gifted and talented students are receiving differential
education in the regular classroom setting. It addressed five research
questions:

1. What instructional practices are used with gifted and talented
students in classrooms across the country?

2. Do teachers modify instructional praciices and curricular materials
1o meet the needs of gifted and talented studenis?

3. Do regular classroom teachers in various paris of the country
provide different services for the gifted?

4. Do regular classroom teachers in various size communities provide
different services for the gifted?

5. Are there differences in the types of regular classroom services
provided to gifted students in districts with and without formal gifted
programs?

7300 third and fourih grade teachers and systematic observation of 46
classrooms drawn from the survey sample. This article: presams the"
results of the Classroom Practices Survey. Classroomobservatnon
findings are discussed in a separate article. fis

The sample was restricted to grades three and fouf:sinca 1he large .
majority of gifted programs occur at the elementary level. The sampli
was constructed to enable comparison of teacher responses from -
various parts of the country and from various types of communities.
Bureau of the Census definitions were used to classify states:info
regions (Northeast, South, North Central, and West). Schools were '
classified according to zip codes and Matropolitan Statistical Areas
(MSA),into community types {urban, suburban, and rural). Using
standard stratified random sampling procadures .a general-sample of
3993 teachers was drawn. Using similar procedures, five additional ™
samples were also selected. These included teachers in private (| e;,
predominately church-related) schools {n~980} and teachers i °
schoaols with high concentrations of four types of ethnic minoriti Bs,
namely, African-Americans (n=592}, Asian-Americans (n=587),
Hispanic-Americans (n=579), and Native-Americans. {n=580). The_
response rate across the 6 samples was approx&mate!y 50%

The Classroom Practices Teacher Survey solicited |nl‘ormahan on 1he

districts had adopted for educating gifted students, and the classroom
practices teachers used with gifted and average students. Teacher
reports of their own behavior with both types of students provided a
measure of the extent to which gifted students were receiving an
enriched or differentiated education. Teachers responded to each of
the 39 items in the classroom practices portion of the survey first for
average and then gifted students using a scale which included the
following responses: once a month or less, a few times a month, a few
times a week, daily, and more than once a day.

To increase the interpretability of the resulis, the 39 items were
reduced to 6 factors or scales using principal factor analysis: {1)
Questioning and Thinking; {2) Providing Challenges and Choices; (3)
Reading and Written Assignments; (4) Curriculum Modifications; (5)
Enrichment Centers; and (6) Seatwork. The variance accounted for by
this solution, which included all but two of the 39 items, was 38%.
Alpha reliabilities for the six factors were .84, 80, .78, .74, .72, and
.53, respectively.

The most salient survey finding is that classroom teachers make only
mincr modifications in the regular curriculum to meet the needs of
gifted students. This result was found for public and private schools,
and for public schools with high concenirations of African-American,
Asian-American, Hispanic-American, and Native-American students as
well as for classrooms in various parts of the country and various types
of communities.

Although the results clearly depict only small differences between
gifted and average students, it should be noted that the repeated
measures MANCVAs produced statistically significant results favoring

Francis X. Archambautlt, Jr., Karen L. Westberg, and Scott W. Brown

the gifted across all samples and scales. Cohen (1988) and others
have argued that since small differences can be statistically significant
when sample sizes are largs, as was the case in the present research,
the magnitude of the effects must also be considered when
interpreting results. Most of the effect sizes were very small or
negligible (below .2}, thus leading to the conclusion that classroom
teachers make only minor modifications in the regular curriculum 1o
mest the needs of the gifted.

Acknowledging that the modifications are minor, teachers who provide
for the gifted are likely to assign them advanced readings, independent
projects, enrichment worksheets, and reports of various kinds. Some
classroom teachers also attempi to eliminate material that students
have mastered, provide the opportunity for more advanced level work,
give gifted students some say in how classroem time is allocated, and
expose gifted students to higher level thinking skills. However, g:fted

. students are given no more opportunity than average students to work
These questions were addressed through a nationwide survey of over

in locations other than the regular classroom, 1o use enrichment

‘centers, to pursue self-selected interests, to work in groups with

siudents having ¢ammon interests, to move to a higher grade for

" specific subjeq; a[ea instruction, to work with students of comparable

ability across classrooms at the same grade level, to work on an

cadvanced curriculum ‘upit on a teacher-selected toplc, fo pariicipate in
A compemive prograrm focusing on thinking skills/problem solving, or fo

receive concentrated instruction in critical thinking and creative
problem sol\nng Furlher, most gified and average students appear io
n‘iclpate in these: expenences only a few times a month or less.

‘The: Cfassroom Practfces Teaaher Survey also demonstrated that the
. regular classroom services provided to gifted students in schools with

‘ormal gifted programs are similar to those provided in schools without

" formal | pregrams. This finding supports at least two conclusions: (1)
_that regular classroom teachers in districts with formal programs rely

on the gified resource. teacher 1o meet the needs of gifted students;

-~ and (2) that gifted resource teachers have little effect on what
- classroom teachers do to meet the needs of the gifted, probably

because these resource teachers have served primarily in a teaching
ro!e ' .

3 T“ha results of. tljns survey paint a disturbing picture of the types of
‘_’instructional services gifted students receive in regular classrooms
background of teachers, the policies and procedures their schools and -~ -

across the United States. Since most gifted students spend all but two
or three hours per week in this environment, one could easily argue
that they deserve more. Further, since many districts have eliminated
or are in the process of eliminating resource room programs due 1o
economic problems or concerns about the equity of grouping students
homogeneously, the future appears even more bleak than the present.

What can be done to improve the education of gifted students? First,
every effort should be made to continue, and where feasible even
expand, gifted programs, thereby bringing gifted students in contact
with teachers who are specially frained to meet their needs. If
finances or other considerations diciate that resource rooms be
eliminated, new and more concentrated efforts must be made to help
classroom teachers provide gifted students with an enriched
curriculum. These efforts must certainly include the development of
curriculum materials specifically designed for classroom teacher use.
They must also result in new approaches for training teachers 1o use
the new materials, 1o identify the gifted, 1o compact the regular
curriculum, and 1o become more flexible in meeting the needs of all
students, including the gifted. To enable this to cceur, a redefinition of
the role of gifted specialist may be in order. Instead of spending the
large majority of their time as a teacher of gifted students, gifted
specialists of the future may be asked to spend significant poriions of
their fime training regular classroom teachers. Thus, rather than
serving primarily as a resource 1o students, gifted specialists may
spend more of their time serving as a rescurce to teachers,

The authors would like to acknowledge Dawn Guenther, NRC/GT
Dissemination Coordinator, for her assistance in the preparation of
this article.
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The Classroom Practices Study: Observational Findings

Karen L. Westberg, Francis X. Archambault, Jr., Sally M. Dobyns, Thomas J. Salvin
The National Research Center on the Gifted and Talented, The University of Connecticut

The Classroom Practices Observational Study, the second aspect of the
Classroom Practices Study, was designed to verify and extend the
findings from the Classroom Practices Survey administered to over 7000
third and fourth grade teachers. The Classroom Practices Study was
designed to determine if and how classroom teachers meet the needs of
gifted and talented students in the regular classroom. Forthe
cbservational study, semi-structured observations were conducted in 46
third or fourth grade classrooms that represented school districts within
the four regions of the country, as designated by the U.S. Gensus Bureau
and districts in rural, suburban, and urban communities, Twenty-six
classrooms were in schools that provided formal gifted education
programs, twenty classrooms were in schools that did not have formal
gifted programs.

Nonparticipant observation and semi-structured interviews were selected
as the data-gathering techniques for the study. An observation instrument
entitled The Classrocom Practices Record (CPR) was designedito =
document the extent to which gifted and talented or high ability students
receive modifications in curricular activities, materials, and teacher-student

verbal interactions in the classroom. Codes on the CPR instrument were -
used to record the types of instructional activities, the size of the groups;.. . -

the composition of the groups, verbal interactions, and the length and .
types of differentiation experienced by the target gified and talented or -
high ability student during reading, language, mathematics, social studiss,
and science classes. ff i R

The CPR was used fo record information on two target students, éne -
gifted and talented or high ability student and one average ability student;
in a classroom. By observing two target studenis, it was possible to
compare the curriculum and instruction provided 1o thess students in the
same classroom. Trained observers spent two days in each classroom;
therefore, across the 46 sites, 92 target students of each ability level were
observed. Observers used student roster information provided in advarice

by classroom teachers and a specific protocol to.select the target students -

for each observation day. Systematic selection precedures were
developed fo ensure the inclusion of minority or economically
disadvantaged students in the sample. Observations and interviews were
conducted In the spring of 1991, two to four months before the end of the
academic year, ey ;

Descriptive statistics and chi-square procedures were used to analyze the
data. A content analysis procedure was used to synthesize the anecdotal
information from the daily summaries written by the observers, The major
findings from the study are summarized below.

The results of the quantitative analyses indicated that the target gifted and
talented or high ability students received a limited amount of differentiation
in reading, language, mathematics, science, and social studies instruction.
Faor the purposes of this study, six codes were used to record evidence of
differentiation: advanced content insiruction, advanced process
instruction, advanced praduct or project instruction, independent study
with assigned topics, independent study with self-selected topics, and
other differentiation experiences. Across all five subject areas, the target
gifted and talented or high ability students received no differentiated
experiences in 84 percent of the activities in which they were involved.
This was examined further by comparing these practices in schaols that
did and did not have formal gifted programs. In classrooms with formal
gifted programs, the target gifted students received no differentiation of
any sort in 84.1% of the activities; and, in schools with no gified programs,
no differentiation was observed in 84.4% of the activities.

Fourteen types of instructional activities were coded within each subject
area: audio visual, demonstration, discussion, explainflecture, games,
non-academic activity, oral reading, project work, review/recitation, silent
reading, simulation/role playing, testing, verbal practics or performance,
and written assignments. Across all five subject areas, the target gifted
and talented or high ability students were most frequently involved in
written assignment (26% of the time) and review/recitation (13% of the
fime) activities.

The size and the composition of the instructional groups in which the
target gifted and talented or high ability students participated were also
examined. For the majority of the time within each subject area, students
participated with the entire class. They worked individually for anly 12% of
the time and in small groups {2-6 students) only 13% of the time across
the five subject areas.

: Ir_'_nr'aﬁédiiioﬂ o _i?éberding the size of the groups, observers recorded the
--composition of theiglmups. i.e., homogeneous grouping or heterogeneous

grouping, in which the target gifted students worked during instruction in
the five subject areas. Target gifted and talented or high ability students
were homogeneously grouped according to achievement or ability level for
40 percent of the time in mathematics and for 29 percent of the time in
reading. Acrass all five subject areas, these students received instruction
in‘homaogeneous groups only. 21 percent of the time.

o S_éd;v,eral gﬁa!yses wére conducted on the types of questions and the wait
fimes provided with questions to target students. Codes were used to

record the following types of verbal interactions: knowledge-
comprehension question; higher-order question, and explanation or
comment between or among the teaching adult, target gifted student,
target average student, non-larget students, and students-at-large. Wait
time, the length of elapsed silent time after a question, was also recorded.
For this study, wait time of three seconds or more was recorded. No

- significant differences in question types (knowledge/comprehension

versus higher order thinking skills) were found between the target gifted
and falented or high ability and target average students. A statistically
significant, but weak association was found between the two groups of
target students and the number of questions that were accompanied by at
igast three seconds of pre-response wait time; namely, more wait fime
was provided to average ability students than to gifted students.

The resulis of the content analysis procedure for observers' daily
summaries corroborated the findings from the descriptive and chi square
statistical results. The results of all analyses indicated that cbservers
found little differentiation in instructional and curricular practices, including
grouping arrangements and verbal interactions, for gifted and talented
students in the regular classroom.

Despite several years of advocacy and efforts to meet the needs of gifted
and talented students in this country, the results of this observational siudy
indicaie that little differentiation in the instructional and curricular practices
is provided to gified and talented students in the regular classroom. This
is of particular concern because special programs for gifted learners
outside of the regular classroom are being eliminated in many parts of the
country due to economic cutbacks.  When this occurs, the needs of
gifted and talented students must be addressed in regular classrooms.
Even if a gifted program exists, however, it may only provide 1-2 hours of
instruction per week to identified students, making the classroom teacher's
role even more essential. If gifted education is to become increasingly
mainsireamed, provided in the regular classroom, several implications
from this study should be considered for the education of gifted and
talented students.
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The Cumculum Compactmg Study j
The University of Connecticut

During the 1990-1991 academic year, The University of Connecticut
site of The National Research Center on the Gifted and Talented
conducted a study to examine the effects of staff development on
elementary teachers’ ability and willingness 1o implement a technigue
entitled curriculum compacting. This technique is designed to modify
the regular curriculum to meet the needs of gifted and talenied
students in the regular classroom. We were interested in determining
how much curriculum content could be sliminated for high ability
students by teachers who had received various levels of staff
development. We investigated what would happen to students'
achievement test scores, content area preference and attitude toward
learning if curriculum compacting was implemented. To participate in
this study, districts had to mest the following criteria: (1) no previous
training in curriculum compacting, and (2) accept random assignment
to treatment groups. Efforts were made to recruit districts with
elementary student populations that included econcmically
disadvantaged and limited English proficient students. Teachers in
twenty school districts from throughout the couniry were randomly
assigned by district to three treatment groups that received three .-

different levels of staff development. After receiving staff developrnem 1

services, teachers implemented curriculum compacting for ane ‘or two
students in their classroom who were selected because of their i -
advanced academic abilities. A group of seven dlmrlcts was randomly
assigned as control groups. b G ;

Three escalating levels of staff development whtch are descnbed
below were provided to the treatment groups‘

E i [ . 1 i[ [ti v I i I

Treatment No.1: &
2 Videotapes (1 hour total) explamlng how to ccmpacl
curriculum

1 Book including more explanatory information about how ton_ '

implement curriculum compacting {1?30 pages}
Related articles/examples L
Treatment No. 2:
2 Videotapes {1 hour total) 1 & o
1 Book including more explanatory mforrnanon about how to
implement curriculum compacting (130 pages) :
Related articles/examples
Group compacting simulations and practice conduc!ed by
local gifted and talented education consultant
Treatment No. 3:
2 Videotapes (1 hour total)
1 Book including more explanatory information about how to
implement curriculum compacting (130 pages)
Related articles/examples
Group compacting simulations and practice conducted by
local gifted and talented education consultant
Local consultant services and peer coaching experiences

The control group teachers identified one or two high ability students
and continued normal teaching practices without implementing
curriculum compacting. A battery of achievement tests (out-of-level
lowa Tests of Basic Skills - ITBS), content area preference scales, and
a questionnaire regarding attitude toward learning were given to
identified students in November 1990 and at the completion of the
school year,

The following statements represent some of the findings from the
curriculum compacting study:

1. Ninety-five percent of the teachers were able to identify high ability
students in their classes and document students’ strengths.

2. Approximately 40-50% of traditional classroom material was
compacted for selected students in one or more content areas in
mathematics, language arts, science and social studies.

3. The most frequently compacted subject was mathematics, followed
by fanguage arts. Science and social studies were compacted

Sally M. Reis
when students demonstrated very high ability in those areas.

4. A majority of the teachers in all treatment groups said they would
compact curriculum again; some said they would try again if they
had additional information and assistance from a specialist.

5. A significant difference was found among treatment groups with
respect to the overall quality of curriculum compacting, as
documented on a form called “curriculum compagctor.” Treatment
group 3 had significantly higher quality compactors than did
treatment groups 1 or 2.

6. Eighty percent of the teachers were able to document the
curriculum that high ability students had yet to master, list
appropriate instructional strategies for students to demenstraie
mastery and document an appropriate mastery standard.

7. Replacement strategies consisted of three broad instructional

- activities: enrichment, acceleration and other {i.e., peer tutoring,
. cooperative learning, correcting class papers}.

= 8.3-':I'each_ers;'i'ﬁ'-'ftlfeament group 3 used significantly more

; replacemem;s'ff_ajegies than did teachers in freatment groups 1 or
o Pk

‘g, While appmxlma{ely '95% of teachers used enrichment as a
.. replacement: s‘!rat : y, 18% of teachers also used acceleration.

0 --1:"Replacement strategles did not often reflect the types of advanced
- content that would be apprepriate for high ability students,

~indicating that additional staff development, as well as help froma
speciahst in the di stnct wou!d be beneficial.

'11_ -.-i_-Approxlmately 60% of the replacement strategies reflected
“ studemts interests,

e‘eds and preferences.

W 1'.2:i .Anecdotal reco’rds'lndlcated that three different types of requests

' /were made by teachers as they compacted curriculum:
+ Additional time for students to work with the gifted specialist
_(ifone was available)
- = Assistance in locating additional appropriate materials
. » Consultant assistance as teachers worked through the
© _compacting process.

13. When teachers eliminated as much as 50% of the regular

curriculum for gifted students, no differences in the out-of-level
post achievement test (ITBS) results between treatment and
control groups were found in Reading, Math Computation, Social
Studies and Spelling.

14. In Math Concepts and Science, all 3 treatment groups scored
significantly higher on the out-of-level post test ([TBS) than did
the control group whose curriculum was not compacted.

This study demonstrates the following:

* Curriculum compacting can be implemented in the regular
classroom to provide more appropriate educational experiences
for gifted and talented students.

* Staff development and peer coaching can improve teachers’ use
of the compacting process.

* Teachers will need additional fraining and help to be able to
substitute appropriately challenging content and work to
students whose curriculum has been modified.

* Curriculum compacting can have positive effects on students.

This research has implications for all who are concerned about the
achievement of gifted and talented students.
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Investlgatlons mto Instrumets and Demg‘ns Used in the Identlficatlon
of Gifted Students and the Evaluation of Gifted Programs

The University of Virginia Carolyn M. Callahan, Paula Pizzat
As we look back on Year 1 of the identification/evaluation {ID/EVAL) first round of reliability data in early 1992, Other locally developed
research project, we recall our sense of anticipation as the steady instruments with reliability, validity and potential for identifying gifted
stream of mail arrived at Lambeth House on the grounds of the students will be investigated through tests of reliability this spring
University of Virginia. Staff members of the NRC/GT used semester.

computerized data-base searchers to gather all available literature on
gified identification and evaluation practices. Dissertations by authors ~ Other collaborative activities with scheol districts include the

around the country were reviewed and summarized for current preparation of the monograph, Contexts for Promise: Noteworthy
practices, as well as for reliability and validity data. Our Practices in the Identification of Gifted Students. We have signalled
correspondence included letters and papers from professionals who cases of promising practices in gifted education from the Javits Grants
submitted their most recent work pertinent o the study. Reading,  projects across the country, and have received confirmation from the
cross-references, and filing over five hundred responses from school ~  “following sites: Atlanta Public Schools, Montgomery County Public

districts were all pan of the preparation for the second year of NRC/GT - Schools in-Maryland, Urban Scholars Program!Unlvers:ry of

activities. This summer, we coded and recoded the files of data into . Massachusetts-Boston, University of New Mexico, The Arts
categories and began to summarize the State of 1he Artin | n" Connection/New York City, Kent State University, and the University of
Practices Across the Nation. Wisconsin at Whltewmer Each site will prepare a chapter describing
their unique prbject or research regarding the identification of gified
students. Also this'winter, educators from four Collaborative School
Districts have agreed 10'be interviewed about their promising practices
. in the field of gifted edueation. Information gleaned from these sites
awill provide the basis far. addmonal chapters in the monograph.

It is a pleasure 1o report that the National Raposnory Data basq
Identification and Evaluation Instruments is now operating and -
underway. From the hundreds of files recejved from school districts
and educators of the gifted, the staff of the NRC/GT has catalogued,
and entered data describing published and nenpublished instruments;
as well as the most recent test reviews, and artlgles pertaining to the
instruments for use with the gifted. At th{S ing; 244 locally :
developed instruments, 160 test reviews ;-.8 ournal articles,
dissertations and reports are in the vanoUs dat bases.

t the University of; |rgm|a we are also investigating the
haractenstlcs of pmgra evaluatlons that encourage improvements in

Staff members trained 1o use the Scale for Evafuattng Gifted
Identification Instruments (SEGII) are currently. reviewing published
instruments from the inventory of over 200 tests (using the new SEG
developed during the first year of the NRC/GT.)" We rate each -
instrument according to its usefulness in identification and relative'to
the variety of definitions and constructs of gmednass for which it mlght "
be used. Our avaluation includes close scrutiny of the several types of.
validity and reliability, so that the NRC/GT will be able 1o provide
comprehensive ratings of instruments for identifying gifted y u'rTgsters

6 use of |nformat|0n that affects the |mplemen‘lat|on decision-
-aklng, or percepmns' oi programs for gifted learners.

y, our other re\ _[:ch in progress includes reviewing and rating
luation instruments using the same process and the newly
‘developed Scale for.the Evaluation of Program Evaluation Instruments
_,{SE PEI). Fcr ‘further information contact:

arolyr M Callahan
The Natiohal Research Center on the Gifted and Talented
“University of Virginia

One of our first pilot studies on a locally developed Instrumem g

underway. We are field testing the Diet Cola Test, an instrument to Curry School of Education
measure science process skills and abilities. Over 250 fourth through 405 Emmet Street
eighth graders from Collaborative School Districts with high minority Charlottesville, VA 22903

populations are participating in this research. We look forward to the

G

The University of Connectlcut Research Site held lts first press conference on January 27, 1992 announcing the findings of the Classroom
Practices Survey, Curriculum Compacting Study, and Classroom Practices Observation Study conducted by Dr. Francie X. Archambault, Dr.
Sally M. Rels, and Dr. Karen L. Westberg, respectively.
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Thean es Study

The University of Virginia

The Learning Outcomes Study at the University of Virginia is a two-
year investigation of academic and affective changes in students
during their first iwo years in a gifted program (see NRC/GT
Newsletter, November 1891). The study compares students enrolled
in gifted programs, high ability students from districts where no
program is available at the designated grade levels, and students in
regular classrooms. Students from five types of program models are
compared: within-class programs, pull-out programs, special classes,
special schoals, and no program. These children were assessed
during the fall and spring of the 1990-91 academic year and will be
assessed again at the beginning and end of the 1991-1892 school
year, Effects of the program will be measured through multiple
administrations of an achievement test, an attitudes toward leaming
survey, self-perception and motivation inventories, and teacher ratings

of student learning, creativity, and motivation. An important dimension

of the project is the examination of program effects on studerns from=
culturally diverse populations.

Initial Results: Year One

We first examined the descnpnve characiensﬁcs af our Sampla We
found that students starting their first year in gifted programs scored

approximately cne year above grade level in académic achievement.
For example, the average 2nd grade gifted student scored at about the
3rd year, 1st month grade level in Reading Comprehension, and the:

average 3rd grade high ability student scored at about the 4th year, th i

month in Reading Comprehension. Schools typically selected high :
achieving students for their gifted programs and thess children
continued to achieve at this level as indicated by spring testing. In
analyzing the data from the first year of the study, we were interested
in focusing on the academic and affective outcomes for White and
Black female and male students in different types of programs as
measured by ‘change scores.” These values represent the differe
between scores from the fall and spring. 1

Achievement. Initial findings indicate that students in.special scﬁéo
showed the most significant gains in Mathematics Problem-Solving,
Social Studies, and Science when compared to students in: all other’
types of programs. Students in pull-out programs had the-highest:
scores in both the fall and the spring for Science. When looking acr
all program types, White students had higher mean scores for Science
achievement in the fall and the spring; however, Black students
showed a significanily greater gain in Science achievement than White
students. These findings may be due 1o the fluctuations in curriculum
across the different programs and it is important to frack this progress
over another year to examine whether or not this gain continues.

Attitudes toward learning. For students in special schools, we found
that attitudes toward learning scores were higher for White males than
for White females. In fact, attitudes toward learning for White females
in special schools actually decreased. The change in attitudes toward
learning for Black males in pull-out programs was more positive than
the change in attitudes for Black females from these same programs.
In this situation, attitudes toward learning for Black females also
decreased. These patterns need to be observed over the next two
data collection periods o examine their stability. Do the attitudes
toward learning processes for females continue to decline? If so, do
they decline at a faster rate than the attitudes of males? This issue
may develop into a question for the follow-up study already under way
as a sample of students and teachers in particular programs will be
contacted concerning their experiences in their respective programs for
the gifted.

Marcia A.B. Delcourt, Lori Bland

Seli-perception and self-motivation. Results from this research
agres with the literature on self-concept regarding at least one aspect:
There is no clear pattern for increases or decreases in different areas
of self-perception for students in gifted programs. Two general
theories have been postulated. One siates that the self-concepts of
gifted studenis should be high, related o their levels of high
achievement, while another hypothesis predicts that self-concepts will
be lower for students placed inte gifted programs due to increased
scholastic competition. Patterns from this research study reveal mixed
results with students from specific programs showing both significant
increases and decreases across different subscales of self-perception
and self motivation. For example, students from pull-out programs
showed the greatest gains in perceived Scholastic Competence, but

“had a significant decline in their scores on the Preference for
Cha!tengesubscale

Teachar Flatmgs. - The most striking pattern amang these data is the

lower change score for teacher ratings of students in special scheols
as compared to s!udan‘ls in all other types of programs. Teachers in
special schools rated:students about the same in Learning and
Motivation at the beginning and end of one academic year, but their
ratings of student Creativity decreased over this same petiod
(instrument-Scales for Rating the Behavioral Characteristics of
uperior Students,Renzulli, Smith, White, Callahan, & Hartman,

976). A possible explanau_bn for the |mprov9d ratlngs for siudents in
e other program catégories is the point of reference used by

achers. In other words, teachers rating students from separate class
ograms, pull-out programs, within class programs, and comparison
ups may have bgen comparing the characteristics of the subjects in
e study ta the characteristics of the many students in their classes
ischools, therefore, seging a greater gain in these characteristics

'ahd rating them above average more often than did the teachers from
'special schools. Another explanation for lower change scores from

special school programs is related to the restriction of range for these

scores. Since students in special schools entered their gifted

programs with the highest mean scores for Motivation and Creativity
and teachers provided consistent ratings during the spring, these

. Bcores. showed the least amount of change over time.

I summary, the results reporied here are still preliminary since this is

the first year of this two-year study. The longitudinal design will provide
important information concermning trends of behaviors. A qualitative
follow-up to this study is already underway to investigate issues related
to curriculum, envircnment, and program arrangement for each type of
gifted program. For additional information about this project, write to:

Dr. Marcia Delcourt

Curry School of Education
275 Ruffner Hall

405 Emmet St.

University of Virginia
Charlottesville, VA 22903
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NRC/GT RESEARCH STUDIES _

A TheoBasedApachto Idetxﬁaon, 'I‘eachj.ng, and Evaluatlon of the Glfted

Yole University

In the first year of The National Research Center on the Gifted and
Talented, the staff at the Yale University site began a five-year study
based on Sternberg’s Triarchic Theory. Our study is investigating three
major aspects of gifted education — identification, teaching, and
student evaluation — in cne integrated project. The Triarchic Theory
involves three aspects of intellectual ability: analytic, synthetic-
creative, and practical-contextual. We will be identifying high school
students who are gified in one of each of these areas (as well as those
who are balanced among the three abilities, and a conirol group).
Identification will be followed by instruction tailored 1o the various
abilities. We will be teaching several sections of an exploratory
psychology class with one section tailored to analytic abilities, another
1o creative abilities, and so on. Equal numbers of students wm- """"

will be evaluated through all forms of assessment: anal’ytig!
and practical achievements. We are interested in pedormaﬂ_ .
differences between students whe are in a course, secﬂbn at
“matches” their type of giftedness, and students who

section that stresses an ability different from th'

Our main task in Year 1 was to develop the cur
will be used throughou‘l the five years of the pm

exploratory psychology course; 2) to write accomp a"riying currlculum
materials for each text unit; ) to conduct field testing. :
Triarchic Abilities Test with gifted populations
groups both with raspect to kinds of giftedness and:

units for the exploratory psychology courss. Thg
entitled What is Psychology?, How Psychologists: :
Behavioral Neuroscience, Learning, Consciousness;. San
Perception, Memory, Language, Thinking, Intelligence, Cognitit
Science, and Cognitive Development. The What is Psychology?
unit presents psychelogy as a field of study and as a career. How
Psycholegists Think discusses some of the philosophical
underpinnings of psychology and briefly presents methedological
and statistical issues, as well as the problem solving process
through which any scientist works. Behavioral Neuroscienca
describes the mind-body connection, including basic

physiological psychology. Learning covers the history and current
status of research on classical and instrumental (operant)
conditioning. Consciousness deals with issues of identity, sleep
and dreame, and altered states of consciousness. The Sensation
unit discusses the five basic senses (including a section on pain
research under the topic of Touch), and covers basic principles of
sensation such as signal detection. The Perception unit covers
thecries of perception and various kinds of recognition and

Robert J. Sternberg, Pamela R. Clinkenbeard

perception, including form and pattern, music, and reading. The
Memory unit contrasts cognitive with more associationistic views
of remembering and presents different theories of how
information is processed and stored. Language presents
information on the psychological and linguistic compenents of
language, its relationship to thought, and cross-cultural
differences in language. The Thinking unit presents inductive and
deductive reasoning, problem sclving and insight processes, and
the development of the information-processing approach to
research in the area. The Intelligence unit describes the history
of intelligence theories and how they have evolved, and the
_relationship of intelligence to creativity. The Cognltwe Science
nit shows how psychology, computer science, anthropology,
linguistics, and neurosciencs are involved in the |n1erd|sc|p!|nary
tudy af.oggnition and mental models. Finally, the Cognitive
al pmeni unit integrates many of the other topics by
rceptlon memory, and thought develop.

ﬁ;’si draft version of the curriculum material

ate the assignments related to these 13 units.
Iy on Renzulli's Enrichment Triad Model,

: pmraiory activities in analytic, creative, and

Ype Il group process-building activities in the

id'a Type Il independent project. Further

nt will include differentiated in-class

d other suggestions for instructors.

W”th r,aspeci development work on the Sternberg Triarchic
Yale'site staff reviewed the current high school and
college versions of.the test, decided (a) what kinds of revisions
+ were: needecl -and (b) what typs of data should be collected. The
STAT and preparation of a one-hour version
reening for gifted students was partially contracted
-'chme Nastasi, an Assistant Professor in school

fogy at The University of Connecticut. She developed an
“experimental one-hour version of the STAT and gathered data on
“w=H from both gifted high school students and those not identified as
gifted. Yale site staff gathered additional data from a variety of
high school populations, and currently the STAT is undergoing
further revision.

4)  Finally, we met with Yale summaer program staff and began
negotiations for the services needed to produce our 1892
summer pilot program, where we will try out the identification
process, the curriculum and the instructional procedure, and the
assessment techniquas with 40 to 50 high school students (the
full-scale summer program in 1293 will involve 200 to 250
students).

Woe are pleased with our Year 1 resulis on this project, and at this point
{December 1991) we are well into an exciting and informative Year 2.

Personal Note of Thanks

We are overwhelmed by the extremely large number of persons
who responded to our request to write letters of support for the
Javits Gifted and Talented Students Act. The favorable
comments written in support of the NRC/GT will undoubtedly
play a major role in continued funding for the Center. We
extend our very sincere thanks to the many persons who took the tlme to wrlte these
very thoughtful letters to the Assistant Secretary. Everyone in the field owes you a
debt of gratitude for your efforts.

Joe and Jean




The effects of grouping and labeling on the
self-concept of gifted children are a common
concern of educators and parents. For the
first time a comprehensive review of the
research on this important topic explores the
major issue concerning self-concept and gifted
children.

e Do gifted and average chzldren differ in their self-concepts?

s What are the effects on self-concept of labeling a child as gifted or exceptional?

e Does placing the child in a separate enriched or accelerated classroom have any
impact on self-concept?

Find the answers to these critical questions by writing for a copy of:

Self-Concept and the Gifted Child

by Dr. Robert D. Hoge - Carleton University and Dr. Joseph §. Renzulli - The University of Connecticul

Order No. 9103 — Executive Summary.... s e D 200
Order No. 9104 - Full Length Paper and mcludmg Execuuve Summaly (avmlab]c soon) PSR PRRE . 4 (11 |

Note: Publications are distributed on a cost recovery (i.e., non-profit) basis only. All papers
distributed by the NRC/GT may be reproduced by purchasers.
Make checks payable to The University of Connecticut. Sorry, no purchase orders.

Write to: Dissemination Coordinator

The National Research Center on the Gifted and Talented
The University of Connecticut

362 Fairfield Road, U-7

Storrs, CT 06269-2007

To order from our Research Decision-\laking Series please fill out the information
below and mail with your check made out to The University of Connecticut to:

Dissemination Coordinator
The University of Connecticat
NRC/GT
362 Fairfield Road, U-7
Storrs, Ct 06269-2007

Yes, I have enclosed a check for the amount specified below (includes cost of shipping/handling), and 1
would like 10 purchase:

Order No. 9101 $2.00- Grouping Practices (Executive Summary)

Order No, 9102 $12.00- Grouping Practices (Full Length Paper, includes Exccutive
Summary)

Order No, 9103 $2.00- Self-Concept (Executive Summary)

Order No. 9104 $10.00- Self-Concept (Full Length Paper,
includes Executive Summary)

Order No. 9105 $2.00— Cooperative Learning (Executive Summary)

Order No. 9106 $10.00- Cooperative Learning (Full Length Paper, includes Executive
Summary)

Order No. 9203 $2.00- Ability Grouping (Executive Summary)

Order No, 9204  $15.00- Ability Grouping (Full Length Paper, includes Executive
Summary)

Name (Please Print)

Street Address

City, State, Zip

{see ads elsewhere in this issue for paper descriptions)




Parents: Their Impact on Gifted Adolescents

Commentary

Julie L. Sherman, Niantic, CT

David is a bright, energetic, thirteen year old adolescent. He loves soccer,
basketball, movies, concerts, pizza, and Burger King. He also has an
intense interest in astronomy, can speak English, Spanish, and Russian
fluently, enjoys reading material commonly found on college campuses,
and has a lifelong dream of attending a prestigious Ivy League school to
eventually become a lawyer. These remarkable accomplishments,
abilities, and aspirations coupled with age appropriate pressures and
interests have proved challenging for David. Although he appears to have
the best of both worlds, David and his parents have been forced to deal
with common questions, pressures and concemns associated with gifted
adolescents.

While many parents are exceptionally interested in learning about their
adolescent's special needs, they do not have ready access to the
necessary resources. Parents are unaware of the impact they have upon
their child's ability to deal with giftedness. Therefore, through interviewing
David and his mom, Mrs. S., this article will provide parents with a better
understanding of gifted adolescents, and the role parents play in their
development.

Research conducted by prevalent theorists in the field of gifted education
has all led to one major conclusion. One of the single most recurrent
traits of productive gifted students is high motivation and persistence
(Franks & Dolan, 1982: Dunn & Griggs, 1985: Renzulli, 1984, 1986).
The main reason that some students become successful and some do not
is differences in their motivation, due in large part to family values (Terman
& Oden, 1959). Albert (1975) also stressed that a crucial trait of geniuses
he studied was the compulsion to be productive, the ability to work hard.

In Bloom's (1985) study of talent development on concert pianists,
sculptors, mathematicians, and neurologists, he found that all had in
common some very clear messages provided by parents.

... |[Plarents placed a great stress on achievement and at
doing one’s best at all times... They were models of the
“work ethic” in that they were regarded as hard workers...
To excel, to do one's best, to work hard, and to spend cne's
time constructively were emphasized over and over again.

Throughout David and his mother's interviews, the existence of the traits

found in gifted research was evident. David's parental influences have

proved critical in his development. His parents have been instrumental in

guiding their gifted child both in and out of school. High achievement,

positive attitudes, and constructive behavior are expected and reinforced

By Dgw'd's parents. Therefore, these traits have become internalized by
avid,

JLS: David, what does it mean to be gified?

David: To me to be gifted is to be naturally intelligent. You must be
strongly motivated, and you must have a curiosity to learn and
to discover. You always will want to do your best and achieve
the highest you possibly can.

JLS: Are you gifted?

Davld: In a sense, yes. Academically | am strongly motivated, and |
always have a curiosity to learn and discover. | am naturally
intelligent in a way.

JLS: How did you find out that you are gifted?

David: | never actually found out. In the earlier grades | recognized
that | was always achieving grades other children were not
achieving. My teachers always complimented me, and my
Earents were always telling me to do the best | could because |

ave a special gift. | have also always enjoyed reading books.
| have continuously been told that | read books above my
reading level.

JLS: Above your reading level or the reading level of other
children your age?

David: Above the reading level of other children my age.

JLS: Mrs. S., What does it mean to be gified?

Mrs. S.: Itmeans alot. There are many ways to be gifted. | do not think

it can be measured by a test, or any one particular measure. |
think the children who are labeled gifted have a variety of gifts.
You can be gifted intellectually. You can be gifted athletically,
artistically, or musically. You can be gifted in your creativity. |
think there is a sense of creativity to be gifted.

JLS:
Mrs, S.:

Is your son gifted?

Being a teacher and a parent it is fair for me to say, yes, my son
is academically gifted. He has a strong motivation to do well.
Sometimes | think it is linked to an overachievement. He wants
to do better, therefore, he strives to try harder. Butit comes
very easily to him so there is not the presence of frustration
other children might find.

JLS:
Mrs. S.:

How did you find out your son Is gifted?

My husband and | have never had him tested as to whether or
not he is gifted. It has never been important enough to either
of us for him to have the label. My goal is to have all my
children do the very best they can do. My husband and | are
strong motivators. We provide many opportunifies for him to
express his giftedness, trips to the library, home projects, family
travel. We believe in encouraging our children to do their best.
If you are or are not labeled gifted is not important. Whatis
important is to utilize what you were given, and that you do not
waste any abilities.

JLS: David, what have your parenis said to you about belng
gifted?

My parents have always encouraged me to do the best that |
can. They continuously say not to waste what | have, my brain.
My parents are very proud of me and are happy with my
accomplishments.

David:

JLS:
Davld:

What do your parenis do to get you interested in new
things?

My parents always encourage me. They show me the
advantages of new things. If they want me to take karate
lessons, they show me the advantages of knowing. Or if they
want me 1o take an extra hard class like algebra, calculus, or
they’ll show me the advantages of being knowledgeable in that
particular area.

JLS:
Mrs. S.:

Mrs. S., What have you told your son about being gifted?
It is not important if you are labelled gifted or not labelled.
Although it is important to some people, | feel the important
factor is making the most out of your abilities.

JLS:
Mrs, S.:

Does your child have any questions or concerns about
being gifted?

Yes, he often asks why he is not labelled gifted while some of
his friends are. He feels he performs equally to or better than
these students.

JLS:
Mrs. S.:

What do you do to get your son interested in new things?
Getting David motivated to do new things is not easy. You can't
just make a suggestion. You have to come up with reasons.

'ou have to have explanations, demonstrations. He likes what
he knows he can succeed at. Sometime it is very difficult to get
him to try new things because of his desire not to-fail.

Although many gifted students are typically risk-takers, this does not
appear true in David's scenario. His parents must struggle to get David
involved in new subjects areas. However, he loves astronomy and
languages. In these two subject areas he becomes totally immersed in
his ideas and creations, literally unable to rest until his work is complete.
His mom often finds him in his room for hours writing poetry in Spanish or
studying the possibility of life forms on other planets.

Why then is David reluctant to try new things? One explanation may be
David's tendency to set high goals for himself. Even when involved in a
new undertaking, he wants to succeed. If he does not, the natural
outcome is disappointment, frusiration, and feeling of incompetence.
Parents are often baffled by displays of frustration and self-criticism by
adolescents who are usually extraordinarily capable and talented. The
frustration occurs not because the individual is comparing himself to
others, but with his own high expectations. Parents must then reinforce
the adolescent's attempts, demonstrate positive attitudes, and help him to
use failure constructively.

Like many gifted adolescents, David is motivated to succeed. He feels
responsible for his successes and failures, but he is in control of his
destiny. Because of parental support, he is often able to attribute failure
to lack of effort, not to lack of ability. A failure is viewed as a momentary
setback that motivates him to try harder next time. A failure is a learning

experience.
See page 10



Academic Summer Camp: An Opportunity

Hichord Cheniter,.
Mathematics and Science Summer Institute, Arlington, TX

What if you were able to take exactly 100 identified gifted-minority high
school students from Harlem, New York fo ceniral Long Istand for a three-
week camp-out during the summer vacation period? What If you were able
to provide three university professors fo teach courses in science,
mathematics and computer science? Finally, what If you were able to bring
together thirty high school teachers to serve as supervisors and meniors for
these academlcally gifted students? Would it make a difference??

These questions frame the outiine for a program that attempis io establish &
viable alternative for disadvantaged minority students from Harlem, New
York that have been identified as potentially gifted but are not performing up
to their academic potential. These students are found to be at a crossroad
In thelr lives and must make a serlous dacision concerning their academic
future that will most certainly Influence the rest of their lives. The primary
goal of the summer program Is to remove these students from a hostiie
damaging environment and place them in a rural-academic setting where

for Gifted Minority Students

] they wlll be ab[e to reviaw thelr sltuaﬁon and make som informed daclswns

omment ..

In 1985 the germ of an Idea to establish an academic summer camp for
disadvaniaged-gifted minority students was bom! This initial program was
designed to identify 100 gifted-secondary students from Harlemn, New York
and provide them with a three-week academic camp held at the
Southampton Campus of Long Island Unlversity. Three university
professcrs were hired to teach a three-week short coursa in Physical
Sclence, Advanced Mathematics and Computer Applications. Thirty
secondary teachers were also selected to recelve a small subsistence
allowance, te live and work with these students. Most of these functional
components and activities were eventually funded by private foundations
and/or private companies. The National Science Foundation (NSF) was
able to fund the teacher particlpation for the Initial three years of this
summer program.

Because of the vast scope and many Imponderable variables, attempts at
establishing any type of siatistical-research model have been unsuccessiul.
Please see page 11

Parents From poge9

JLS: What happens when you make a mistake?

David: | really beat myself up. | hate when | make a stupid mistake.
Even if itis not a stupid mistake, | get upset because | know |
could have done better. Sometimes when | make a mistake |
am embarrassed. | know that | should have tried harder.

With parental support David is able to deal with failures constructively. He is
becoming more of a risk-taker. However, as he enters adolescence he is
beginning to feel the effects of peer pressure. During adolescence, peer
pressures become strongest and most influential. Gifted adolescents may
succumb to the peer mandate that studying is not “cool”. Positive family
relationships help alleviate the tendency for gifted adolescents to
underachieve. David's parents have supported his talents and have helpad
him confront peer pressures. They have pointed out the importance of
achievement for future success. David's excellence in sports and his ability fo
play down academic talents have also been instrumental in eliminating some
of the stereotypes associated with giftedness.

JLS: How are you the same as other children your age?

David: | am a lot like other children my age because | like to hang
around with my friends. | like sports. | argue with my sister.

JLS: Hew are you different than other chlldren your age?

David: have a very strong desire io do the best | can and geta “100”
or an *A” on everything that | possibly can. | always want fo do
well. 17| get a poor grade, | carry that through the whole day,
sometimes longer. Other kids just forget about it.

JLS: How do you fes] about being smarter than some of your
friends?

Davld:  Sometimes it is embarrassing because my friends get mad at
me if they don’t get a good grade and | do. They get jealous. It
is a very uncomfartable situation.

JLS: Cld you ever try to do poorly so that other children would
like you more?

David:  No, | would never do that. | would always be mad at myself. |
try to do the best | can.

JLS: Did you ever try to hide the fact that you are intelligent?

David:  VYes, itis sometimes embarrassing. Other kids will look at me

and be disgusted if they get a "B", which is not bad, and | get a
“100". They will look at me with a type of distaste. | get
embarrassed.

Despite some uncomfortable peer interactions, David has continued to strive
for his goals and dreams. This is due, in large part, o parental role modeis.
David's parents have encouraged him to excel. They support his efforts to
work hard at all imes. They bslieve he can and should work to attain the
goals he has set for himself.

JLS:

What do you want for your son in the future?
Mrs. S.: i

In the future, | want my son to be everything he wants to be. |
don't want him te be frustrated in what he dees, but | also want
him to work hard and to have strong goals for himself and his
future.

JLS: David, what would you llke to learn about someday?

David:  ['ve always wanted to leam lots of languages. I'm taking
Spanish and Russian. | would like to take more. | enjoy
languages. | have an interest in astronomy. | wonder, is there
life on other planeis?

JLS: What are your plans for the future?

David:  In the near future | plan fo go to high school and taks another
language, then go to college.

JLS: Have you thought sbout what college you would like to
attend?

David:  It's kind of a dream of mine, but | have always wantad to go to
Harvard or Yale, maybe another very good lvy League school.
| want it to be a school that | can be proud of.

JLS: Where do you see yourself after college?

David:  Lots of my friends continuously change their minds about future
career plans. Not me. | am going to be a lawyer.

JLS: Why a lawver?

David:  Well, a lawyer uses his abilities to organize, reason, and think in

order to help pecple. [ think | would enjoy the hard work and
dedication that is involved in becoming an outstanding lawyer.

David is obviously motivated. This motivation, persistence, and compulsion to
be productive have been influenced by parental values. David has
internalized many of his parents traits of high achievement, positive aftitudes,
and constructive behavior. Although he faces some concerns and pressures
from himself and peers, he is able to overcome those adversities and aspire
to his goals and dreams. In order for other gifted adolescents to succeed,
parents must realize the significant role they play in their child’s development,
and the impact they have on their child’s future success.
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Academic Summer Camp From page 10

My purpose here Is to provide a subjective description of this program for
review, consideration and further discussion. The cost of this program
demands a significant statistical assessment model, but | believe,
Intultively, that this effort will provide generous benefits to our growing
minority student population.

In 1985 the New York City Board of Education was frustrated by the
obvious fact that many potentially gifted minority students at the secondary
level were performing far below their potential and were unable to gain
access to the “better” academle high schools. It was suggested that the
Board of Education provide a series of special academic programs for
these students. Several programs were proposed but each had major
draw-backs that made them unacceptable. Our program proposed an
intensive academic program in science and mathematics, to be held during
the summer vacation period. These Initlal parameters proved acceptable
to the Board and after several years of refinements and false starts the
project was funded.

During the summer of 19889, the Inltlal program was staried. The first step
was to identify middle school minority students that were known to be gifted
academically but were performing below expectaticns. These students and
thelr parents were interviewed by school personnel and the camp
administrators. The primary consideration was that the students wanted to
Improve academically and thelr parents were supportive of thelr
involvement in an academic summer camp.

We wanted the summer camp to be an extraordinary environment that
would affect an attitudinal change in each student. The focus of alt
students, teachers and staff was to be upon academics in a clean, secure
and healthy atmosphere that would be conducive to learning. The hope
was to nurture young minds and develop a love for leaming.

Daily Routine for Students ;

Flrst thing in the moming was a good breakfast, This eventprovedtobea
new experienca for a large majonity of the students. After breakfast, the
students went through a sequence of three concurrent academic classes -
33 of the students attended mathematics during the first hour. Next they
went to an hour of computer science and the finai hour was for physical
sclence, Each course was designed to challenge the student to seek more
information in the subject area. Lunch was scheduled for two hours to
provide time to eat and for a period of rest and free time. After the lunch
pericd, a special course on SAT preparation was provided In the areas of
language and mathematics, Immediately afier thls course, the students
were provided a "mandatory” perlod of athietics. Soccer, tennis, swimming,
volleyball, touch football and basketball were offered to all students.

Dinner was scheduled next and a block of two hours was again provided
for the students to eat and take care of perscnal needs. From
approximately 7:00pm until 10:00pm, teachers provided individual help for
a small group of students. At various times, students met with a spedial
guest lecturer such as Sheldon Glashow, the Nobsl prize winning physicist
from Harvard University. On some week days, students visited
Brookhaven National Laboratory or Cold Harbor Springs Research Fadllity.
Two Sundays were set aside for family visits, athlstics and other activities.
On Friday and Saturday evenings, we had dances and other social
opportunities. One Saturday we had a Mathematics Olymplad and on
another Saturday we had a Physics Olymplad. Durlng subsequent years,
we were able to invite foreign students from France, Switzerland, Africa
and Russla. These foreign students added Immeasurably to our program,

Subjective Outcomes Viewed from Inside

The first few days that the students were at the camp were chaofic to say
the least. There were several fights. Students “cut” dasses and refused to
participate fully in the activities. On the fourth day, the kind but firm hand of
the teachers and a large degree of peer pressure began to provide the kind
of atmosphere that we had hoped for! All students attended classes,
participated in athletics and participated fully in the evening programs.
Parent visits were met with amazement and delight at the progress their
son or daughter was making in academics. During the last week of tha
camp, the teachers began to be truly challenged by the students and felta
genuine sense of accomplishment. The SAT program saw a jump of from
200 to 300 points on students’ comprehensive scores. The closing
ceremonies were punctuated with tears and laughter of joy. The Board of
Education was to follow-up on these students, but no record of any type
was ever kept. There is a general feellng that these students that attended
this program were eventually successful and did go on to “better” high
schools. But, the real proof as to the value of this program must lie in the
long term effect on these students in college and In later life,



J UST OFF THE PRESS

Szx Thmkmg H ats for Sckools by Edward de Bono ;

Do you know about the Six Thinking Hats method developed by Edward
de Bono? If not, you must see a copy of the Six Thinking Hafs for
Schools (series of Teacher Resource Books for Grades K-2, 3-5, 6-8,
9-12). You have probably told your students at one time or another to
“put on thelr thinking hats” as a way fo get their attention to think hard.
This phrase takes on a whole new meaning when you teach the
thinking hats method.

In the Infroductory chapters of the book, the meaning for each thinking
mede, signified by a different colored hat, is explained and
accompanied by several illustrations for practice. Teachers and
students learn fo associate the colored hats with key words and
questions. This directs, redirects, and sequences their thinking.

Sample key words and assoclated questions follow.

White Hat: Information Yellow Hat: Benefits
What are What are the
the facts? good points?
Red Hat:  Feelings Blue Hat:  Thinking
What do | What thinking
feel about this? is needed?
Black Hat: Judgment Green Hat: Creativity
What is wrong What new Ideas
with this? ara possible?

Some sample student activities to Introduce the six thinking hats include
the following:

Put On Your Yellow Hat

A local grocery store has decided to sell only
products that are better for the environment - like
recycled paper items, vegetables grown without
pesticides, and household cleaners that don't
pollute. Who will benefit? What are the benefits?
(page 54)

Put On Your White Hat

Arriving home from school, you find that the door is
locked and no one answers. Someone s usually at
home at this ime of day. What information do you
need, and what are your sources for the
information? (p. 70)

Put On Your Green Hat

There has been an outbreak of car thefts in your
nelghborhood. What are some creative ways io
siop the thieves? (p. 85)

The Six Thinking Hats for Schools is so well designed that teachers will
feel comfortable implementing the lessons after reading about the
thinking hats concept and experimenting with the practice activities. All
lessons are organized with background notes, guidelines for
discussions, reproducible activities, and discussion notes. Students
learn about the thinking modes using a lesson format that includes:
lead-in, explanation, demonstration, practice, and elaboration. The
lesson format is a simple, but effective, paradigm that can be used 1o
create new lessons that expand the curricuium. In fact, Edward de
Bono lllustrates just how this was done In the final section of the book
on sample applications. Medel lessons developed by classroom
teachers focus on the typical content areas of language arts, soclal
studles, science, math, art, and music. But, of course, with de Bono's
work he always goes beyond what is expected. Two additional areas
are conflict resolution and conflict avoldance.

Teachers and students will certainly enjoy Edward de Bono's Six
Thinking Hats for Schools which Is avallable from Perfection Learning,
10520 New York Avenue, Des Molines, lowa. 50322.

Reviewed by E. Jean Gubbins
The Unlversity of Connecticut

—— —

S——

Now Availablz fro;n EPRE: Two New Reports on Teacher-Empowerment

CPRE (Consortium For Policy Research in Education) Ruigers University

The following reports are available from: Publications Departiment, CPRE, Eagleton Institute of Politics, Rutgers University, New Brunswick, NJ 08901.
Prices include handling and book rate postage. For information call (908)828-3872.

Building School Capacity for Effective
Teacher Empowerment: Applications to
Elementary Schools With At-Risk
Students by Henry M. Levin ($10)

The term "teacher empowerment” may aiready be fading from use, In
large measure because of iis vagueness. Does it mean giving
teachers authority over school-level and/or classrcom decisions?
Does it Involve mainly issues of governance? Does it focus mainly
on classroom effectiveness and enhancement of teachers'
knowledge of content and instructional strategies?

Levin argues that decentralizing decision-making and Increasing
school staff participation in running schools are necessary elements
of teacher empowerment. But they are not enough. Capacity-
bullding at the school and district level is required to make teacher
empowerment “more than a tantalizing slogan,” says the author.

Drawing on his experience In developing accelerated schools for at-
risk students in five states, Levin discusses features of school-based
decision-making that could be the focus of a capacity-building effort.
The paper addresses topics such as leadership, technical
assistance, and accountability.
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Teacher Empowerment and
Professional Knowledge by Gary
Lichtenstein, Milbrey McLaughlin and
Jennifer Knudsen ($7)

This paper presents a view of teacher empowerment which Includes
professlonal knowledge as a crucial aspect. The authors also
propose a new definition of “professional knowledge” for teachers,
one that goes beyond staff development efforts and other commonly
proposed sirategies to enhance teacher knowledge.

After a year of field study and liierature review of structural, formal,
and institution-based efforts 1o empower teachers, the authors found
that decentralization or enhanced teachar authority did not
necessarily lead to teacher empowerment. The authors then shifted
their research to look at knowledge-based reforms.

Through this approach, the authors discovered teachers who belleve
they are empowered In principle and practice, whose attitudes about
teaching are upbeat, hopeful, and even enthusiastic. These
teachers believe thelr practice represents a model or professionalism
that ought to be widely deveioped.



JUST OFF THE PRESS

Mark A. Runco, California State Universily, Fullerton

Educators and individuals interested in gifted and talented children will
enjoy the first 1992 issue of the Creatlvity Research Journal (vol. 5). It
is devoted to “Play, Imagination, and Vygotsky's Theory,” and contains
articles by Brian Sutton-Smith, A. Pellegrini, Janet Sawyers, Olivia
Sarlacho, Francince Smolucha, Saba Ayman-Nolley, and Vera John-
Stelner.

Other CRJ articles are also relevant to the study of glfted and talented
students, Including “Family adaptability, cohesion, and creativity” (John
Moran, vol. 3); “Secial influences on creativity” (Theresa Amabile, vol.
3); “Development of creative skills: A must for sclence education”
(Yager, vol. 2); “Teacher’s creativity, playfulness, and style of interaction
with children” (Janet Sawyers, vol. 2); On the development of creativity
in children” (Urban, vol. 4); “Maternal teaching techniques and
preschoolers’ ideational fluency” (Goble et al., vol. 4); and “Mother-child
relationships and creatlvity” (Stephanie Dudek, vol. 4).

Have You Been Reading The Creativity Research Journal?

The Editor welcomes articles specifically on the creatlvity of gifted and
talented children. Write to Mark A. Runco, GRJ Editor, EC 105,
California State University, Fullerton, CA 92634. (Emall:
Runco@Fullerton.edu) (Fax: 714-773-3314)

The CRJ is published four imes each year by Ablex Pub. Corp., 355
Chestnut 5t., Norwood, NJ 07638 (Tele: 201-767-8450)

Ablex has also recently published:

Reberta Milgram's Counseling Gifted and Talented Children;

Arthur Cropley's More Ways Than One:- Fostering Creativity in the
Classroom; and

John Wakefield's Creative Thinking: Problem Solving Skills and the
Arts Orientation.

Several volumes are expected in 1992, including Rena Subotnik's
Genius Revisited: High IQ Children Grown Up and Beyond Terman:
Longitudinal Studies in Contemporary Gifted Education.

CAN COOPERATIVE LEARNING BE

ADAPTED TO BENEFIT GIFTED STUDENTS?

The current controversy on ability grouping and cooperative learning has endangered or
' eliminated many programs for gifted and talented students. Yet, research on
cooperative learning’s effect on gifted students has been inadequate and superficial.

’ Program modifications may have to be made to enable gifted students to benefit from
cooperative learning. Advocates and decision makers must be able to address questions
based on an analysis of the research evidence.

h\,\ ¢ What weaknesses exist in the cooperative learning research base?
8 * What risks exist for gifted studenits who participate in cooperative learning?
‘ ¢ How can cooperative learning be implemented for gifted and talented studenis?
! ¢ Should coeperative learning ever be used asg a substitute for programs for the gifted?
¢

Find the answers to these questions in
Cooperative Learning and the Academically Talented Student
by Dr. Ann Robinson - University of Arkansas at Little Rock

Order No. 9105— Executive Summary (available soon)..... $2.00
Order No. 9106- Full Length Paper and including Executive Summary {available soon) ..... $10.00

NRC/GT may be reproduced by purchasers.
. Make checks payable to The University of Connecticut. Sorry, no purchase orders.

Write to: Dissemination Coordinator
The National Research Center on the
Gifted and Talented
The University of Connecticut
362 Fairfield Road, U-7
Storrs, CT 06269-2007

“ Note: Publications are distributed on a cost recovery (i.e., non-profit) basis only. All papers distributed by the
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RESEARCH IN PROGRESS

Develop, and Maintain Giftedness
Mary Meeker, SOI Systems, Vida, Oregon

Decades ago Dr. Joy P. Guilford created a theory of multiple

intelligences represented graphically by a three-dimensional cube. This

modsl of intelligence, known as the Struciure of the Intellect (SOI),
initially Included 120 cells aleng three dimensions: Content - figural,
symbolic, semantic, and behavioral; Product - units, classes, relations,
systems, transformations, and Implications; Operation - evaluation,
convergent production, divergent production, memory, and cognition.
The theoretical model eventually expanded to include 180 cells,
Research by Meseker and others extended the use of the Structure of
the Intellect and the accompanying leaming abilities tests as a
diagnostlc-prescripﬂve approach to the teaching of thinking skills.
Suriimaries of research studies focusing on special populations using
the SOI curriculum 30 minutes a day, three times a week are
highlighted.

Longitudinal studies of Natlve Americans {1977-1981}

Compiling and documenting patterns of abilities from varlous studies in
which Navajo, Shoshone, Comanche, Nez Pince and Canadian Indians
(west and eastern coastal) were Identified as gifted, showed that there
were remarkably similar patterns of intellectual abilities among the
groups. Strength areas included figural-spatial abilities, visual mamory
for details, auditery memory, and symbolic abiliies. Areas that needed
further development were: convergent production, vocabulary, verbal
relations, verbal systems, and classification abilities,

Knowledge about these abilities, when used as a basis for meeting
Individual needs of Native Americans, has resulied in increased
motivation to stay in school, to improve grades and achievement and
eventually io seek college admittance.

Longiiudinal studies of Hispanic Americans (1975 to the present)

Varlous age groups of Hispanic students in California, New Mexico,
Texas, and Florida, from children 1o engineering studenis at
technological universities in Mexico, have been and still are being
studied. As a group, they Initially showed high ability In creativity and
symbolics. Classification and semantic abiliies needed to ba
encouraged.

After programming was done to match curriculum to their strengths and
weaknesses, several changes occurred. First, the parents bagan to
feel a part of the community and far fewer families moved frequently.
Secondly, intellectual growth in the younger students was slow, but
steady. If the program was sustained over two years, there was rapid
improvement in achievement. Even at middle school and high school,
grades improved and there was a desire to remaln in school until
graduation.

Longitudinal studies of Afrlcan Americans

Boys with patterns of high auditary memory, but low visual memory, will
do much better in arithmetic and mathematics than in the language arts
whera visual memory is required. Low visual memory, in combination
with low semantic abllities, almost guarantees fallure in subjects
requiring reading in school. The obvious solution, of course, was to
include daily intellectual abilities lessons in the primary grades that
developed visual memory, vocabulary, verbal relations and verbal
sequencing. In schools where this change took placs, school failure
was significantly reduced.

Strength areas of African American students included auditory memory,
figural and motor abilities with visual memory and semantic memory
requiring more attention. For example, highly skilled college football
athletes who showed long standing low semantic abilities, even with
advanced auditory memory and spatial abllities. After a year of daily
SOI training, thelr semantic abilities Improved enough for them to make
quallfying scores on the SAT (Michelles, Tulane University), thus
allowing them to play colleglate ball.

How the Structure of the Intellect Tests and Curriculum

Identify,

Studies of students who are deaf or hearing impaired

As early as 1979, educators of the deaf, dissatisfled with consistent
below average |Q test scores on students with hearing impairments,
designed studies to identify specific intellectual strengths. They were,
of course, searching as well for potentially gified students.

The first report showed students with hearing impairments had
differential intellectual developmental growth expaciancies in SCI
abilities. There was a three year deficlency in most abilitles except for
figural classifications which crossed both gender and three grades,
suggesting that the initial learning process for storing information was a
classifications strategy. In other words, each new item was
comprehendead and stored on its basis for being similar to something
already known.

When we average all SOl tests, we find that even though there was a
three year over all delay in progress for students who are deaf or have
hearing impairments, they nevertheless made, as a group, scores in the
gifted range in visual memory, systems thinking, and figural
classlifications.

Studies using the Structure of Intellect learning abilitles tests and
curriculum have confirmed the importance of diagnosing students’
strengths and weaknesses in cognition, memory, convergent
production, divergent production, and evaluation. The diagnosis of
skills leads to a prescriptive approach using curriculum o teach the
abllities that are low, maintain the abilities that are high, and develop
other abilities.

Family Personality and the Creative
Potential of Exceptionally Gifted Boys
Absitract

Robert 8. Albert, Pitzer College
Merk A. Runce, California State University, Fullerion

The California Psychological Inventory (CPI) was administered to two
samples of adolescents {N=54) and their parents as part of an on-going
longitudinal investigation of exceptional gifiedness. The adolescents were
selected based on either IQ (all in excess of 150) or math-science abilities
(e.g., age 11 SAT-Mathematics scores at the 99th percentile). CPI profiles
indicated that both groups of adolescents had low scores on the Well-
Being scale, and there was some indication across several scales of low
sociability. While the parents’ profiles were relatively uniform, there were
significant differences in intrafamily similarity, with the High 1Q families
being more similar than the Math-Science families. Finally, correlational
analyses indicated that several scales from the CPl were associated with
creativity scores of the adolescent boys.

Effects of Radical Acceleration on
Educational and Career Attainment of
Young Women and Men Abstract

Kathleen Noble, University of Washington

The Early Entrance Program (EEP) at the University of Washington has
been in operation since 1977, enabling 15 students each year, maximum
age 14, to enter the UW without aftending high school. Studies to date
indicate that the majority of these students perform extremely well
academically, and become well integrated into the University community.
However we do not know what effect participation in the EEP will have on
students’ subsequent perscnal and professional adult lives, nor whether
any gender differences will exist in these effects. This study begins the
accrual of a data base to provide current answers to a number of critical
guestions about the radical educational acceleration of gifted, qualified
adolescents.
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Problem Finding Skills As Components
in the Creative Process Abstract

ITvonne Chand, Mark A. Runco
California State University, Fullerton

The present investigation compared the effects of explicit and standard
instructions on six tests of divergent thinking. Two of these tests
assessed real world divergent thinking; two tests assessed real world
problem generation; and the last two assessed a combination of problem
generation and divergent thinking (i.e., examinees chose one of the
problems they had themselves identified, and then generated ideas and
solutions). Importantly, all tasks focused on problems occurring in the
natural environment. In particular, examinees (80 college students) were
asked to give solutions for problems concerning both work and school
situations. The results revealed significant differences among the
different tests and differences between the explicit and standard
instructional groups. Importantly, only the scores elicited by explicit
instructions were significantly correlated with— and predictive of—
creative activities and accomplishments. Implications for future research
are discussed.

Resilient Youth: Case Studies of
Disadvantaged Gifted Adolescents
Abstract

Ann Robinson, University of Arkansas at Little Rock

Against the odds of economic, social, and educational disadvantage
some remarkable youth develop as talented individuals capable of high-
level performance. A qualitative study of economically disadvantaged
youths who attended the 1988 Arkansas Governor's School is underway
at the University of Arkansas at Little Rock. Over a period of two years,
four youths have been followed through high school graduation and the
first year of college. The study attempts to document the effects of the
residential governor’s school on economically disadvantaged youth.
Students' social relationships, post secondary aspirations, and
epistemological beliefs are under investigation: Werner's concept of
resiliency, which is defined as successful adaptation to stressful life
experience, is the framework used to describe and account for the
development of high-level performance among gifted youth from
impoverished homes.

The investigators are interested in establishing contacts with other
researchers currently investigating economically disadvantaged gifted
youth. Please write:

Dr. Ann Robinson & Ms. Margaret Leigh
Center for Research on Teaching & Learning
University of Arkansas at Little Rock

2801 South University

Little Rock, AR 72204

Via Satellite
From The Talcott Mountain Science
Center for Student Involvement

A Low Cost Professional Development
Opportunity for All Teachers

Curriculum Compacting: A Process
for Modifying Curriculum for
High Ability Students

By
Dr. Sally M. Reis
The University of Connecticut

* Why are so many above average
ability students unchallenged in
sehool?

» How can teachers overcome the
effects of “dumbed down”
textbooks?

» What can be done to increase the
challenge level of standard
curricular material?

« What does rescarch tell us about
the effectiveniéss of Curpiculum
compacting? e,
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Storrs, CT 06269-2007
{203) 486.-4676

Stage, Structure, and Complexity in the Drawings of Middle Childhood: A
Developmental Model of Artistic Ability

Marion Porath, University of British Columbia

The period of middle childhoed (children aged 4, 6, 8, and 10) is the focus
of this study which seeks to define the characteristics of artistic ability
within a model of giftedness. The model combines neo-Piagetian stage
theory (Case, 1985), a perspective which identifies formally parallel, age-
related characteristics of children's cognition across a variety of domains
and modular views of exceptionality. These views argue for advanced
development in the area of giftedness (Feldman, 1986; Gardner, 1983).

Each child in the sample (N=217) completed five drawing tasks. The
tasks were designed to reflect increasingly complex demands in
organizing the elements of the drawing according to rules of perspective.
The young gifted artists in the sample have been found fo be age-typical
in their ability to render perspective. Their drawings, however, are
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Abstract

characterized by advanced development in specific artistic skills such as
understanding of compasition and colour and sophisticated graphic ability.
Formal analyses of these elements are now underway.

Educational applications will include guidelines for identification of young
gifted artists and for the nature and appropriateness of instruction at
different stages of development.

Marion Porath, Ph.D.

Faculty of Education

University of British Columbia

2125 Main Mall

Vancouver, B.C., Canada V6T 1Z4
(604)822-6045 Fax (604)822-3302
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