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from the editor
by Cindy Little

A Texas	tornado.
That’s	the	best	way	I	can	describe	
my	whirlwind	initiation	into	the	

editorship	of	Tempo.	But	unlike	poor	
Dorothy	and	Toto,	I	have	a	wonder-
ful	and	supportive	editorial	board	and	
patient,	helpful	TAGT	staff	members	
who	have	all	managed	to	keep	my	feet	
safely	on	the	ground.	Without	them,	I	
know	I	would	have	been	in	Oz	by	now	
trying	to	figure	out	how	to	get	back	
home!	But	I	digress.	
	 Since	 this	 is	 my	 first	 issue	 as	
the	 new	 editor,	 I	 thought	 I’d	 start	
by	sharing	a	bit	about	myself.	First,	
even	though	I’m	new	to	Tempo,	I’m	
not	new	to	editing.	I	spent	4	years	as	
the	managing	editor	of	Gifted Child 
Today	where	I	learned	“the	ropes”	of	
journal	publication	under	the	patient	
guiding	hand	of	Dr.	Susan	Johnsen.	I	
really	enjoyed	my	time	at	Gifted Child 
Today;	so	much	so	that	when	I	saw	
that	 Tempo was	 looking	 for	 a	 new	
editor,	I	immediately	applied	for	the	
position.	I	was	thrilled	when	I	got	the 
call	after	my	interview	and	was	told	
I’d	gotten	the	job.	I’m	really	looking	
forward	to	the	challenge	I	know	this	
position	will	provide.

Personally,	I’ve	been	married	for	
19	years	to	a	brilliant	man	who	can	
still	make	me	 laugh	until	my	stom-
ach	 hurts.	 Together	 we	 have	 one	
very	perfectionistic,	high-achieving	
10-year-old	daughter	who	wants	to	
be	a	dog	breeder	when	she	grows	up.	
I’m	sure	our	“pack”	of	four	dogs	has	
played	a	major	role	in	her	decision.	
In	addition	to	editing,	I	also	like	to	
write.	I’ve	just	recently	tried	my	hand	
at	creative	writing	and	had	my	first	
novella	accepted	for	publication.	

Academically,	I’m	a	recent	Baylor	
University	 graduate.	 I	 received	 my	

Ph.D.	 in	 educational	 psychology	
and	I	still	occasionally	teach	classes	
in	 Baylor’s	 School	 of	 Education.	 I	
also	have	an	M.A.T.	in	gifted	educa-
tion	from	Whitworth	College,	and	a	
B.A.	 in	elementary	education	from	
Northwest	College.	And	what	have	all	
these	letters	done	for	me?	Well,	for	
one	thing,	they’ve	instilled	in	me	a	
lifelong	love	of	learning.	They’ve	also	
broadened	my	awareness	of	how	we	
all	 learn	differently—especially	 the	
gifted	among	us.	
	 As	much	as	I’d	like	to	step	on	my	
well-worn	soap	box	regarding	meet-
ing	the	needs	of	 the	gifted,	 I	won’t	
because	I	know	I’m	preaching	to	the	
choir	here.	However,	what	I’m	very	
excited	about	is	setting	out	Tempo	as	
the	soap	box	for	those	who	have	a	pas-
sion	for	making	sure	the	needs	of	our	
gifted	children	are	met.	My	hope	is	
that	Tempo	will	continue	to	serve	as	
the	voice	of	the	choir—the	choir	that	
I	hope	will	continue	to	sing	loud	and	
clear	on	behalf	of	the	gifted.	
	 And,	if	this	current	issue	is	any	
indication	 of	 what’s	 to	 come,	 I’m	
excited	about	the	future.	The	voices	
featured	here	are	those	of	experts	in	
the	field	who	have	a	passion	for	ensur-
ing	that	no gifted	child	is	overlooked.	
Voices	 like	 Sue	 Brady,	 the	 curricu-
lum	coordinator	of	the	Metropolitan	
School	District	of	Wayne	Township,	
IN,	who	has	been	using	the	Kingore	
Observational	 Inventory	 to	 level	
the	playing	field	of	opportunity	and	
ensure	equitable	access	to	high-ability	
programming	for	gifted	students	in	
low-SES	and	minority	populations.	Or	
Dr.	Joyce	Miller,	the	secondary	educa-
tion	program	director	at	Texas	A&M	
University–Commerce	who	encour-
ages	teachers	not to	be	colorblind	but	

rather	 embrace	 each	 student’s	 dif-
ferences	by	giving	culturally	diverse	
gifted	learners	what	she	calls	“a	taste	
of	home,”	meaning	a	classroom	envi-
ronment	 that	 openly	 values	 other	
cultures.
	 Other	prominent	voices	include	
those	of	Alex	Shiu,	Managing	Editor	
of	 Gifted Child Today, and	 Dr.	
Susan	 Johnsen,	 director	 of	 Baylor	
University’s	 Ph.D.	 program	 in	 edu-
cational	psychology	and	director	of	
programs	related	to	gifted	education,	
who	present	a	thorough	and	timely	
review	of	what	recent	research	says	
about	underserved	populations.	And,	
finally,	Dr.	Esquierdo	of	the	University	
of	Texas-Pan	American,	Dr.	Irby	of	
Sam	Houston	State	University,	and	Dr.	
Lara-Alecio	of	Texas	A&M	University	
present	a	study	on	the	identification	
of	gifted	English	 language	 learners	
(ELLs)	using	the	Hispanic	Bilingual	
Gifted	Screening	Instrument	(HBGSI).	
This	study	offers	promise	for	the	future	
of	identifying	young	gifted	Hispanic	
English	language	learners	at	the	kin-
dergarten	level.
	 The	topic	of	identifying	and	meet-
ing	the	needs	of	underserved	gifted	
learners	is	one	that	should	always	be	
at	the	forefront	of	our	minds.	That	is	
why	I	am	honored	to	have	my	first	
issue	as	editor	be	one	that	presents	
fresh,	innovative	perspectives	on	these	
special	populations	of	the	gifted	from	
experts	in	the	field.	I	look	forward	to	
what	the	future	holds	for	Tempo,	for	
gifted	education	in	Texas	and	in	the	
rest	of	the	nation.	Now,	sit	back,	relax	
and	enjoy!
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from the executive director
by Dianne Hughes, CAE

The	spring	semester	has	been	busy	
for	 TAGT	 with	 great	 participa-
tion	for	the	Parent	Conference	in	

Dallas	and	the	Leadership	Conference	
in	Austin.	Each	program	drew	more	
than	220	attendees.	We	have	worked	
hard	to	build	more	depth	and	breadth	
into	all	of	the	programs,	but	these	con-
ferences	also	seemed	more	interactive	
among	participants—another	great	
way	to	learn!	The	quality	of	presenters	
and	expertise	in	gifted	education	in	
Texas	is	truly	a	gift	and	reassuring	as	
we	seek	to	build	programs	that	exem-
plify	best	practices	in	the	field.
	 During	 planning	 sessions	 with	
the	Executive	Board	in	January	and	
February,	leadership	evaluated	how	
TAGT	measured	up	to	the	concepts	
outlined	in	the	7 Measures of Success,	
a	study	on	what	makes	some	associa-
tions	remarkable	that	I	reported	on	
in	the	Winter	2007	issue	of	Tempo.	
The	Executive	Board	identified	two	
key	concepts	on	which	to	focus	for	
strengthening	 the	 future	 of	 TAGT.	
One	was	the	collection	of	data	about	
TAGT	stakeholder	needs.	Although	
we	 cannot	 be	 all	 things	 to	 all	 peo-
ple,	gathering	relevant	data	impacts	

the	second	key	area	targeted	by	the	
Executive	Board	and	staff—customer-	
based	service.	
	 Over	the	past	several	months,	you	
have	been	asked	to	provide	feedback	
informally	and	formally	through	vari-
ous	surveys.	The	Research	Division’s	
recent	administrator	survey	ties	back	
to	the	State	Plan	on	Gifted	and	will	
soon	be	finalized.	The	information	
gleaned	 from	 this	 survey	 will	 help	
guide	TAGT	for	committing	future	
resources	 on	 policy	 direction	 and	
accountability	issues.	Similarly,	the	
parent,	Tempo,	and	member	surveys	
that	were	initiated	should	help	in	pri-
oritizing	services	for	addressing	the	
needs	of	specific	segments	of	TAGT	
members.	
	 Specific	to	TAGT	and	its	ability	
to	respond	appropriately	to	members	
are	the	external	events	(i.e.,	volatile	
economic	markets,	legislation,	pub-
lic	 funding,	 etc.)	 that	 impact	 daily	
operations	as	well	as	the	delivery	of	
services	 for	 parents	 and	 the	 train-
ing	of	our	community	of	educators.	
When	we	are	forced	to	simplify	and	
discriminate	among	a	field	of	choices,	

the	 opportunity	 to	 reconnect	 with	
important	core	values	occurs.	
	 As	 TAGT	 leadership	 gathers	
data	from	stakeholders,	the	core	val-
ues	upon	which	TAGT	was	founded	
are	reconnected.	This	is	one	reason	
the	input	and	feedback	of	members	
is	 solicited.	Another	reason	 is	 that	
it	 allows	 leadership	 to	 prioritize	
customer-based	 service	within	 the	
framework	of	the	resources	available.	
Consequently,	each	time	TAGT	deliv-
ers	a	program	that	is	well	attended,	
has	meaningful	content,	and	meets	
budget,	the	connection	to	our	mission	
and	member	is	reinforced.	
	 Tempo’s	new	editor,	Dr.	Cynthia	
Little,	has	 spent	considerable	 time	
soliciting	 input	 from	 the	 Editorial	
Advisory	Board	and	readers	to	assure	
the	publication	is	responsive	to	mem-
ber	 needs.	 We	 both	 invite	 you	 to	
help	us	better	serve	TAGT’s	mission	
to	gifted	education	with	your	 feed-
back	and	continued	support.	TAGT’s	
future	is	in	your	hands	and	we	are	the	
stewards	of	service	to	the	values	that	
connect	us	all.
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from the president
by Ann Studdard

In	preparation	for	writing	this	arti-
cle,	I	found	myself	reflecting	on	a	
few	incredible	opportunities	for	

professional	growth	that	have	come	
my	way	in	the	past	few	months.	Each	
of	them	reminded	me	of	the	impact	of	
the	“ripple	effect”	due	to	good	leader-
ship	when	that	leadership	is	supported	
by	the	power	of	data-driven	decision-
making.	So	often,	I	feel	we	all	under-
mine	our	potential	leadership	within	
a	cause	such	as	gifted	education	or	
within	an	organization	such	as	TAGT.	
Each	 of	 us	 can	 use	 our	 knowledge	
about	and	passion	for	gifted	children	
and	 gifted	 education	 to	 encourage	
comprehensive	changes	in	services	for	
them	at	the	local,	state,	and	national	
level.	As	the	song	says,	“It	only	takes	
a	spark,	to	get	a	fire	going.”
	 Sadly,	my	first	visit	to	Washington,	
DC,	 did	 not	 occur	 until	 March	
when	I	attended	the	NAGC	Affiliate	
Conference	with	Dianne	Hughes	in	
Bethesda,	MD.	A	nighttime	tour	took	
us	to	many	places	I	had	only	read	about	
in	history	books	or	seen	on	TV.	That	
evening	I	stood	and	stared	into	the	
solemn	face	of	Abraham	Lincoln	sit-
ting	so	calmly	in	the	spotlight’s	glare.	
It	was	then	that	I	realized	the	impact	
of	his	wisdom	and	quiet	demeanor	
on	this	country,	and	I	stood	amazed	
that	such	a	humble	man	could	have	
changed	a	nation’s	direction.	Riding	
back	on	the	train	to	Bethesda,	I	began	
to	 focus,	 in	 comparison,	 upon	 the	
sessions	 we	 had	 attended	 that	 day	

where	strong	leaders	of	other	state	
gifted	organizations	came	together	to	
share	success	stories	as	well	as	to	pool	
efforts	to	continue	to	connect	and	to	
make	progress	legislatively	at	all	levels	
for	gifted	children	and	programs.	
	 Dr.	Sally	Reis	addressed	this	group	
by	sharing	her	most	current	research	
data	 that	 confirmed	 what	 most	 of	
us	 already	 knew	 from	 experience.	
However,	that	research	was	and	is	a	
victory	for	those	of	us	who	continue	
to	 encourage	 lawmakers	 as	 they	
review	bills	and	laws	that	ultimately	
have	a	strong	impact	on	gifted	educa-
tion.	The	energy	of	her	words	literally	
brought	that	group	of	leaders	to	life!
	 For	a	brief	moment,	I	could	not	
help	 but	 think	 that	 Lincoln	 would	
have	smiled	a	knowing	smile	had	he	
been	there	in	that	room.	At	last,	at	
least	in	the	state	of	Texas,	we	have	
compelling	research	data	that	can	be	
effectively	used	in	presenting	evidence	
to	our	legislators	to	confirm	that	the	
same	points	we	have	focused	on	in	the	
past	are	valid!
	 The	data	are	particularly	exciting	
for	us	as	parents	and	educators	as	we	
move	toward	another	legislative	year.	
We	hope	to	share	her	insights	soon	on	
our	Web	site.	
	 The	 second	 experience	 I	 am	
going	to	mention	was	one	I	shared	
with	 many	 of	 you	 in	 April	 at	 the	
TAGT	 Leadership	 Conference	 in	
Austin.	Standing	before	more	than	
200	state	administrators,	directors,	

and	coordinators,	I	again	sensed	an	
incredibly	powerful	energy	among	
a	group	that	understands	and	“gets”	
gifted.	This	strong	group	focused	on	
being	reminded	of	what	will	always	
be	“best	practices”	in	gifted	educa-
tion	as	well	as	digesting	knowledge	
in	order	to	address	questions	profes-
sionally	with	parents,	teachers,	and	
administrators.	It	became	evident	
quickly	that	the	need	for	leadership	
camaraderie	in	the	midst	of	our	vari-
ous	leadership	roles	was	an	essential	
element	in	preparing	us	to	end	this	
school	year	productively,	to	plan	for	
a	summer	of	training	effectively,	and	
to	embrace	the	coming	year	with	a	
sense	of	focus	and	unity.	Leadership	
within	the	realm	of	gifted	education	
comes	 in	many	shapes	and	forms.	
Each	of	us	must	determine	our	own	
piece	of	the	TAGT	leadership	puz-
zle,	whether	it	involves	taking	the	
initiative	 to	begin	a	parent	group,	
writing	more	letters	to	legislators,	
or	finding	ways	to	provide	support	
to	those	educators	and	administra-
tors	on	the	front	lines.	May	you	find	
your	leadership	niche	in	the	months	
ahead	and	end	this	year	with	a	plan	
to	share	your	own	form	of	 leader-
ship	for	gifted	education	in	the	com-
ing	year.	As	we	were	reminded	at	the	
TAGT	Leadership	Conference,	 “if	
not	YOU,	WHO?”
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In	a	previous	Tempo,	Johnsen	and	
Feuerbacher	 (2003)	 reviewed	
articles	published	between	1992–

2002	about	diversity	(See	“What	the	
Research	 Says	 About	 Underserved	
Populations.”	Tempo, 23[1],	22–30).	
They	defined	diversity	as	those	groups	
that	are	particularly	underrepresented	
in	programs	for	gifted	and	talented	
youth—economically	disadvantaged	
and	 minorities.	 In	 this	 article,	 we	
update	the	previous	review	by	adding	
new	articles	 focusing	on	underrep-
resented	groups	published	between	
2002–2008	in	Gifted Child Quarterly, 
Gifted Education International, 
Journal for the Education of the Gifted, 
Journal of Advanced Academics, and 
Roeper Review.	Similar	to	the	previ-
ous	review,	articles	needed	to	address	
identifying	or	serving	gifted	and	tal-
ented	students	from	ethnic	minori-
ties	 or	 those	 from	 lower	 income	
backgrounds.	They	also	needed	to	be	
empirical	or	data	based.	Articles	were	
excluded	if	they	were	merely	descrip-
tive	or	conducted	outside	the	United	
States.	

These	 selection	 criteria	 identi-
fied	34	articles	that	were	published	
between	2002–2008,	approximately	
5	articles	per	year,	which	was	simi-
lar	to	the	previous	review.	Of	these,	
24	(70.6%)	were	quantitative	and	10	
(29.4%)	were	qualitative	with	most	of	
the	latter	using	case	study	methodol-
ogy.	Participants	in	the	studies	were	
from	 a	 variety	 of	 ethnic	 groups:	 9	
(26.5%)	included	African	Americans,	
10	 (29.4%)	 included	 Hispanic	
American	with	2	(5.9%)	specifically	
addressing	English	learners,	2	(5.9%)	
included	 Asian	 Americans,	 and	 11	
(32.4%)	included	multiple	ethnicities.	
Within	 the	studies,	more	 than	one	
third	of	the	samples	(n	=	13,	38.2%)	
were	also	from	economically	disad-
vantaged	backgrounds.	Similar	to	eth-
nicity,	samples	represented	a	range	of	
ages	with	2	(5.9%)	from	preschool,	2	
(5.9%)	from	primary,	8	(23.5%)	from	
elementary,	 2	 (5.9%)	 from	 middle	
school,	3	(8.8%)	from	middle	and	high	
schools,	8	(23.5%)	from	high	school,	
7	(20.6%)	across	K–12	levels,	and	2	
(5.9%)	from	college.	In	comparison	
to	the	previous	review,	more	of	the	

articles	 focused	 on	 effective	 pro-
grams	(41%	vs.	11%)	than	on	assess-
ment	(21%	vs.	46%).	The	remainder	of	
the	articles	addressed	characteristics	
(n	 =	 13,	 38%),	 similar	 to	 the	 previ-
ous	review,	and	one	(3%)	addressed	
advocacy.

Researchers	suggested	that	effec-
tive	assessment	procedures	for	under-
represented	groups	include	multiple	
forms	of	identification	(Clasen,	2006;	
Pierce	et	al.,	2007),	problem-solving	
tasks	 (Clasen,	 2006),	 nonverbal	 or	
culture-free	assessments	(Naglieri,&	
Ford,	2003;	Pierce	et	al.,	2007),	per-
formance	 tasks	 (VanTassel-Baska,	
Johnson,	&	Avery,	2002),	accomplish-
ments	in	an	academic	domain	(Pierce	
et	al.,	2007),	and	independent	study	
using	the	Autonomous	Learner	Model	
(Uresti,	Goertz,	&	Bernal,	2002).	One	
article	 recommended	 identifying	
preschool	minority	gifted	students	
for	placement	in	an	enriched	setting	
so	that	they	might	gain	access	to	the	
elementary	gifted	and	talented	pro-
gram	(Scott	&	Delgado,	2005).	One	
of	 the	obstacles	 reported	 in	 identi-
fying	underrepresented	populations	
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is	 the	 teacher’s	 narrow	 conception	
of	 giftedness	 (Speirs	 Neumeister,	
Adams,	 Pierce,	 Cassady,	 &	 Dixon,	
2007).	Teachers	tend	to	demonstrate	
a	more	 traditional	conception	 that	
is	based	on	top	aptitude	scores	(e.g.,	
students	were	high	achievers	but	not	
actually	gifted)	and	overlook	students	
having	a	skill	deficit	in	one	area,	poor	
work	habits,	or	behavioral	or	family	
problems.	They	recommended	that	
teachers	 need	 more	 professional	
development	on	how	giftedness	mani-
fests	itself	in	minority	and	economi-
cally	disadvantaged	populations.
	 More	than	one	third	of	the	stud-
ies	examined	the	characteristics	of	
minority	students	or	those	from	eco-
nomically	disadvantaged	backgrounds	
and	their	influence	on	achievement	in	
school.	Two	authors	identified	specific	
characteristics	that	might	be	devel-
oped	 to	 enhance	 achievement.	 At	
the	college	level,	Bembenutty	(2007)	
reported	that	successful	learners	were	
more	likely	to	use	specific	strategies	
such	as	self-regulation	and	delay	of	
gratification	 and	 that	 these	 areas	
needed	to	be	addressed	with	diverse	
learners.	
	 At	the	preschool	level,	Daugherty	
and	White	(2008)	examined	the	rela-
tionship	 between	 private	 speech	
and	 creativity	 in	 Head	 Start	 and	
low-socioeconomic	status	children.	
They	 reported	 that	 private	 speech	
was	related	to	fluency	and	originality	
scores	as	measured	by	the	Torrance	
Thinking	 Creatively	 in	 Action	 and	
Movement	Test	(1981).	They	recom-
mended	the	need	for	early	interven-
tions	to	nurture	private	speech	and	
creative	ability	in	culturally	and	eco-
nomically	diverse	children.

One	 common	 theme	 that	
emerged	 from	 studies	 that	 exam-
ined	factors	influencing	achievement	
was	 the	 importance	 of	 social	 sup-
port	including	family,	peers,	teach-
ers	with	high	expectations,	and	other	
significant	adults	(Grantham,	2004;	
Hébert,	 2001;	 Hébert,	 2002;	 Reis,	
Colbert,	&	Hébert,	2005;	Robinson,	
Lanzi,	 Weinberg,	 Ramey,	 &	 Ramy,	
2002;	Shaunessy,	McHatton,	Hughes,	
Brice,	&	Ratliff,	2007;	Worrell,	2007).	

Students	whose	peers	valued	athlet-
ics	over	academics	or	who	were	not	
academically	oriented	(Hébert,	2001;	
Shaunessy	 et	 al.,	 2007),	 who	 had	
inconsistent	 role	 models	 (Hébert,	
2001;	Reis	et	al.,	2005),	lived	in	dys-
functional	 families	 (Hébert,	 2001;	
Reis	et	al.,	2005),	and	had	minimal	
parental	guidance	(Reis	et	al.,	2005)	
were	less	likely	to	achieve.	Whereas,	
students	 who	 had	 a	 strong	 social	
identity	(Worrell,	2007),	experienced	
teachers	and	other	significant	adults	
who	were	supportive	and	set	high	
expectations	(Grantham,	2004;	Reis	
et	al.,	2005),	who	had	families	who	
recognized	 their	 abilities	 (Hébert,	
2002;	 Reis	 et	 al.,	 2005),	 who	 had	
academically	oriented	friends	within	
or	across	racial	groups	(Grantham,	
2004;	Reis	et	al.,	2005;	Shaunessy	et	
al.,	2007),	and	were	able	to	ignore	rac-
ism	(Hébert,	2002)	were	motivated	
to	achieve.	Appropriate	curricular	
experiences	(Hébert,	2001;	Reis	et	
al.,	2005)	and	involvement	in	extra-
curricular	activities	also	influenced	
achievement	(Reis	et	al.,	2005).	All	of	
these	results	are	similar	to	the	previ-
ous	review	(Johnsen	&	Feuerbacher,	
2003).	 For	 African	 American	 stu-
dents,	Hébert	(2001)	recommended	
(a)	 finding	 male	 mentors	 to	 help	
facilitate	healthy	psychosocial	devel-
opment	of	gifted	males,	(b)	provid-
ing	discussion-group	meetings	led	by	
Black	mothers	and	fathers	who	have	
been	successful	in	maintaining	high	
academic	expectations,	and	(c)	devel-
oping	Black	student	“emissaries”	for	
coping	with	peer	groups	who	are	not	
accepting	 of	 an	 academic-achieve-
ment	orientation.	
	 	While	some	researchers	viewed	
racism	(Huff,	Houskamp,	Watkins,	
Stanton,	 &	 Tavegia,	 2005),	 differ-
ences	 in	 ethnic	 identity	 (Worrell,	
2007),	 and	 acculturation	 issues	
(Kao	&	Hébert,	2006)	as	barriers	to	
achievement,	Carpenter	and	Ramirez	
(2007)	suggested	that	within-group	
differences	 were	 even	 more	 sig-
nificant	than	between-group	differ-
ences.	In	their	study,	race	was	not	as	
important	an	issue	to	achievement	
as	being	held	back	and	suspensions.	

They	suggested	that	policy	makers	
and	school	leaders	needed	to	craft	
dropout	 prevention	 policies	 and	
programs	with	sufficient	flexibility	
to	allow	school-level	personnel	 to	
individualize	policies	and	practices	
based	on	local	conditions.
	 Although	 fewer	 ethnic	 minori-
ties	 are	 selected	 for	 accelerated	
math	 courses	 in	 middle	 school	
(Spielhagen,	2006),	researchers	have	
focused	on	ways	of	 improving	this	
participation	and	ultimately	achieve-
ment	(Clasen,	2006;	Kitano	&	Lewis,	
2007;	 McKenna,	 Hollingsworth,	 &	
Barnes,	 2005;	 Olszewski-Kubilius,	
Lee,	Ngoi,	&	Ngoi,	2004;	Swanson,	
2006).	 With	 children	 from	 lower	
income	 backgrounds,	 Kitano	 and	
Lewis	 (2007)	 used	 a	 tutoring	 pro-
gram	to	boost	reading	achievement	
of	 gifted	 students;	 McKenna	 et	 al.	
(2005)	used	accelerated	instruction	
(e.g.,	Kumon	instruction)	to	increase	
scores	on	standardized	math	tests;	
and	 Swanson	 (2006)	 used	 a	 rigor-
ous	curriculum	in	language	arts	and	
science	to	raise	achievement	scores	
for	 all	 students	 in	 a	 high-poverty,	
high-minority	 school.	 Partnering	
with	public	schools,	Clasen	 (2006)	
and	Olszewski-Kubilius	et	al.	(2004)	
offered	programs	to	elementary	and	
gifted	 minority	 and	 low-income	
students	 in	 the	 university	 setting.	
Elementary	and	middle	school	par-
ticipants	in	Project	EXCITE	not	only	
made	high	grades	 in	math	and	sci-
ence	 and	 performed	 well	 on	 state-
criterion-referenced	 tests	 in	 math	
and	science	but	also	qualified	for	an	
advanced	math	class	in	grade	6	after	
2	years	of	involvement	in	the	program	
(Olszewski-Kubilius	 et	 al.,	 2004).	
Moreover,	 Clasen	 (2006)	 reported	
that	Project	STREAM	participants	
made	 lifelong	 friends	 who	 helped	
shape	their	future	aspirations.
	 Two	programs	that	were	offered	
outside	 of	 school	 addressed	 socio-
political	 inequities	 using	 the	 cre-
ative	arts	(Hall,	2007;	Sanders,	2004).	
Participants	in	Hall’s	(2007)	School	
Outreach	program	employed	various	
forms	of	creative	written	expression	
so	that	students	might	 learn	strate-
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gies	 for	 transcending	 adversity	 in	
their	environments.	Sanders	(2004)	
used	not	only	creative	writing	but	also	
drama	and	music	to	encourage	inner-
city	youth	to	dialogue	about	social	
issues	 such	 as	 racism,	 sexism,	 and	
classism.	In	both	cases,	participants	
were	able	to	examine	sociopolitical	
issues	using	creative	tools.
	 Knowing	that	teachers	are	the	key	
to	 quality	 programming,	 research-
ers	 have	 studied	 teachers’	 percep-
tions	 and/or	 their	 implementation	
of	inquiry-based	learning	(Hertzog,	
2005),	 multicultural	 curriculum	
(Kitano	&	Pedersen,	2002a),	effective	
strategies	with	English	language	learn-
ers	(Kitano	&	Pedersen,	2002b),	and	
AP/IB	programs	(Kyburg,	Hertberg-
Davis,	&	Callahan,	2007).	Teachers’	
beliefs	of	potentially	gifted	students	
from	 economically	 disadvantaged	
backgrounds	 and	 their	 classroom	
environments	are	important	(Kyburg	
et	al.,	2007)	and	can	change	when	proj-
ect-based	 learning	 is	 implemented	
(Hertzog,	2005).	Moreover,	for	gifted	
students	 from	 underrepresented	
groups	to	succeed,	teachers	need	to	
scaffold	their	instruction	(Kyburg	et	
al.,	 2007),	 value	 multicultural	 per-
spectives	(Kitano	&	Pedersen,	2002a),	
know	instructional	strategies	to	help	
them	 succeed	 (Kitano	 &	 Pedersen,	
2002b),	and	write	goals	and	action	
plans	that	are	more	specific	(Kaylor	
&	 Flores,	 2007).	 With	 professional	
development	and	advocacy,	educators	
can	alter	their	traditional	view	of	gift-
edness,	promote	equity,	and	increase	
the	numbers	of	students	from	under-
represented	 populations	 in	 gifted	
and	 talented	programs	 (Grantham,	
2003).

Bembenutty,	H.	(2007).	Self-regulation	
of	 learning	and	academic	delay	of	
gratification:	 Gender	 and	 ethnic	
differences	among	college	students.	
Journal of Advanced Academics, 18,	
586–616.

Few	 studies	 on	 the	 self-regula-
tion	of	learning	have	examined	indi-
vidual	differences	such	as	gender	and	
ethnicity	 among	 college	 students.	

Self-regulated	learners	engage	in	self-
generated	 thoughts,	 actions,	 and	
feelings	 while	 pursuing	 academic	
goals.	The	most	successful	learners	
use	appropriate	 learning	strategies	
and	maintain	high	levels	of	motiva-
tion.	The	aim	of	the	present	study	was	
twofold.	First,	it	examined	gender	and	
ethnic	differences	in	the	relationships	
between	academic	performance,	self-
regulation,	motivation,	and	delay	of	
gratification	using	correlational	anal-
yses.	Second,	this	study	investigated	
whether	students	from	diverse	gen-
der	and	ethnic	groups	differed	with	
regard	to	their	use	of	self-regulation,	
motivation,	delay	of	gratification,	and	
academic	performance	using	multi-
variate	 and	 univariate	 analyses	 of	
variance.	Participants	were	364	col-
lege	students	enrolled	in	introductory	
psychology	courses	in	a	public	univer-
sity.	The	results	suggested	the	pres-
ence	of	gender	and	ethnic	differences	
in	motivation,	use	of	cognitive	strate-
gies,	delay	of	gratification,	and	use	of	
self-regulation	of	learning.	This	study	
sheds	light	on	the	issue	of	gender	and	
ethnic	differences	in	a	college	setting.	
Because	ethnic	minority	enrollment	
is	increasing	every	year,	colleges	and	
universities	 need	 to	 explore	 ways	
to	 attract	 all	 learners	 and	 particu-
larly	 those	 from	 underrepresented	
groups	(Author	Abstract.	Retrieved	
March	16,	2007,	from	http://journals.
prufrock.com).

Carpenter,	 D.	 M.,	 II.,	 &	 Ramirez,	 A.	
(2007).	More	than	one	gap:	Dropout	
rate	gaps	between	and	among	Black,	
Hispanic,	 and	 White	 students.	
Journal of Advanced Academics, 19,	
32–64.

The	achievement	gap,	tradition-
ally	measured	by	test	scores,	also	can	
be	documented	by	dropout	behavior.	
Examining	dropout	behavior	among	
Black,	White,	and	Hispanic	students,	
with	a	particular	focus	on	gaps	within	
groups	and	not	just	between	Whites	
and	minorities,	shows	a	clearer	pic-
ture	 of	 the	 achievement	 gap.	 The	
results	of	 this	study	show	multiple	
achievement	gaps	both	between	and	

within	groups,	ultimately	concluding	
that	 within-group	 gaps	 were	 often	
more	significant	than	gaps	between	
groups.	Through	hierarchical	linear	
modeling,	 we	 found	 two	 common	
predictors	for	all	three	groups—being	
held	back	and	number	of	suspensions.	
Hispanic	and	White	students	showed	
three	additional	predictors	 in	com-
mon—time	spent	on	homework,	gen-
der,	and	family	composition.	White	
and	Black	students	shared	only	one	
common	predictor	beyond	suspen-
sions	and	being	held	back:	parental	
involvement.	Black	and	Hispanic	stu-
dents	shared	no	additional	common	
predictors.	 Finally,	 race/ethnicity	
generally	proved	not	to	be	a	signifi-
cant	predictor	of	dropping	out.	Gaps	
within	groups	may	be	more	signifi-
cant	than	those	between	groups.	Such	
differences	further	reinforce	our	con-
cern	about	the	practice	of	establish-
ing	policy	initiatives	that	conflate	all	
minority	group	students	into	a	mono-
lithic	whole.	Our	research	suggests	
that	policy	makers	and	school	lead-
ers	should	craft	dropout	prevention	
policies	and	programs	with	sufficient	
flexibility	to	allow	school-level	per-
sonnel	to	individualize	said	policies	
and	practices	based	on	local	condi-
tions	 (Author	 Abstract.	 Retrieved	
March	16,	2007,	from	http://journals.
prufrock.com).

Clasen,	D.	R.	(2006).	Project	STREAM:	
A	13-year	follow-up	of	a	pre-college	
program	for	middle-	and	high-school	
underrepresented	 gifted.	 Roeper 
Review, 29,	55–63.

This	 study	 examined	 identifica-
tion	 and	 programming	 of	 under-
represented	gifted	students.	Project	
STREAM	 had	 these	 major	 compo-
nents:	 (a)	 identification	 of	 gifted	
minority	 students	 and	 in-school	
accommodations	to	meet	their	edu-
cational	needs;	(b)	a	summer	campus	
residency;	(c)	out-of-school	offering	
and	Saturday	classes	at	area	univer-
sities;	and	(d)	at	 least	one	visit	per	
semester	to	an	institution	of	higher	
learning.	The	students	identified	for	
this	program	were	from	four	school	



11Spring 2008 • Tempo • Texas Association for the Gifted and Talented

districts:	urban,	suburban,	midsize,	
and	 rural.	 The	 follow-up	 sample	
13	 years	 later	 included	 95	 African	
American,	48	Latino,	11	Southeast	
Asian,	 and	 4	 Native	 American	 stu-
dents	who	were	identified	as	gifted	
in	sixth	or	seventh	grade.	There	were	
84	girls	and	74	boys.	Data	collected	
included	school	documents,	surveys,	
and	 interviews	 regarding	 career	
information.	The	content	analysis	of	
the	qualitative	data	indicated	that	a	
sense	of	community	was	an	 impor-
tant	program	characteristic	of	Project	
STREAM.	 Participants	 reported	
making	lifelong	friends	who	helped	
shape	future	aspirations	as	a	result	
of	being	in	the	program.	The	author	
supported	the	value	of	multiple	forms	
of	identification	(specifically	in	prob-
lem	solving),	teacher	identification	of	
leadership	ability,	and	students’	grade	
point	average.

Daugherty,	 M.,	 &	 White,	 S.	 C.	 (2008).	
Relationships	among	private	speech	
and	creativity	in	Head	Start	and	low-
socioeconomic	 status	 preschool	
children.	Gifted Child Quarterly, 52,	
30–39.

This	study	examined	Vygotsky’s	
notion	of	private	speech	as	a	cognitive	
self-regulatory	process	and	its	rela-
tion	to	creativity	measures	among	at-
risk	preschool	children.	The	sample	
included	32	preschoolers	with	a	mean	
age	of	4.6	years	enrolled	at	a	south-
eastern	child	center.	Twenty-six	of	the	
children	were	African	American,	6	
were	Caucasian,	and	24	of	these	chil-
dren	were	designated	as	at-risk	using	
Head	 Start	 criteria.	 The	 Torrance	
Thinking	 Creatively	 in	 Action	 and	
Movement	 test	 (1981)	was	used	 to	
assess	 creativity.	 The	 researchers	
observed,	tape-recorded,	and	coded	
the	 children’s	 private	 speech	 in	 an	
open-play	context	and	during	a	struc-
tured	task	situation.	The	originality	
score	 was	 related	 to	 self-directed	
private	speech	in	both	contexts.	The	
fluency	score	was	associated	with	self-
directed	speech	in	the	math	context.	
As	 the	 quantity	 of	 private	 speech	
across	 both	 settings	 increased,	 flu-

ency	and	originality	scores	increased.	
The	researchers	emphasized	a	need	
for	 early	 interventions	 to	 nurture	
private	speech	and	creative	ability	in	
culturally	and	economically	diverse	
children.

Grantham,	 T.	 C.	 (2003).	 Increasing	
Black	student	enrollment	in	gifted	
programs:	 An	 exploration	 of	 the	
Pulaski	 county	 special	 school	
district’s	 advocacy	 efforts.	 Gifted 
Child Quarterly, 47,	46–65.

This	single	embedded	case	study	
examined	a	local	advocacy	event	in	
which	one	school	district	was	man-
dated	 to	 desegregate	 their	 gifted	
program	 in	 order	 to	 combat	 the	
underrepresentation	of	Black	students.	
The	conceptual	framework	of	a	Gifted	
Program	Advocacy	Model	(G-PAM)	
was	used	to	identify	and	explain	the	
important	components	contributing	
to	the	success	of	the	advocacy	efforts.	
Sources	of	data	included	interviews	
with	38	individuals	involved	with	the	
advocacy	 efforts	 along	 with	 archi-
val	documents.	Advocacy	efforts	in	
this	study	resulted	in	educators	who	
altered	their	traditional	view	of	gifted-
ness	and	have	promoted	equity	in	GT	
programs	resulting	in	a	12%	increase	
of	Black	students	served	in	the	dis-
trict’s	gifted	programs.	

Grantham,	 T.	 C.	 (2004).	 Rocky	 Jones:	
Case	study	of	a	high-achieving	Black	
male’s	motivation	to	participate	in	
gifted	 classes.	 Roeper Review, 26,	
208–216.

The	purpose	of	this	case	study	was	
to	explore	a	Black	male’s	motivation	
to	participate	in	advanced	academic	
programs.	The	subject,	Rocky,	was	
in	ninth	grade	and	was	identified	as	
gifted	in	kindergarten.	He	was	only	
one	 of	 two	 identified	 gifted	 Black	
males	out	of	the	123	 identified	stu-
dents	at	a	semi-rural	Virginia	high	
school.	 Data	 collection	 included	
participant-focused	 interviews	and	
collection	of	archival	records	over	a	
period	of	4	months.	Rocky	felt	that	
he	was	 respected	by	his	peers	 and	
was	able	to	maintain	friendships	with	

both	White	and	Black	peers.	Rocky	
acknowledged	that	his	teachers’	high	
expectations	also	were	an	important	
influence	in	his	life.	School	environ-
mental	 influences	also	contributed	
to	his	favorable	perceptions	of	doing	
well	 at	 school	 by	 recognizing	 his	
achievement	during	his	elementary	
and	middle	school	years.	

Hall,	 H.	 R.	 (2007).	 Poetic	 expressions:	
Students	of	color	express	resiliency	
through	 metaphors	 and	 similes.	
Journal of Advanced Academics, 18,	
216–244.

This	study	occurred	at	Lansing	
High	School,	which	serves	approxi-
mately	400	students	and	is	located	
in	 an	 economically	 disadvantaged	
inner-city	neighborhood.	Given	the	
impending	threat	of	being	closed	by	
the	city’s	board	of	education,	school	
staff	and	community	members	cre-
ated	an	after	School	Outreach	pro-
gram.	African	American	and	Latino	
youth	 who	 attended	 the	 program	
discussed	 existing	 sociopolitical	
inequities	and	used	various	 forms	
of	creative	written	expression	(i.e.,	
poetry,	spoken	word,	and	hip	hop)	
to	document	and	share	their	 lived	
realities.	Using	interviews	and	cre-
ative	 products,	 the	 authors	 identi-
fied	 a	 variety	 of	 coping	 strategies	
and	resources	that	three	adolescent	
males	used	to	transcend	adversity	in	
their	environment.	These	strategies	
included	constructing	healthy	self-
concepts,	building	an	autonomous	
identity	that	is	socially	and	culturally	
rooted	in	family	and	community,	and	
using	familial	and	nonfamilial	sup-
port	mechanisms	(e.g.,	peers,	church,	
and	mentoring	resources).	Hall	con-
cluded	that	teachers,	administrators,	
and	 students	 must	 come	 to	 terms	
with	 their	own	social	and	cultural	
biases	in	exploring	the	diversity	of	
thoughts,	 identities,	 and	 ways	 of	
knowing.

Hébert,	 T.	 P.	 (2001).	 “If	 I	 had	 a	 new	
notebook,	 I	 know	 things	 would	
change”:	 Bright	 underachieving	
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young	 men	 in	 urban	 classrooms.	
Gifted Child Quarterly, 45,	174–194.

This	study	examined	the	lives	of	
gifted	males	and	how	their	urban	life	
experiences	influenced	their	under-
achievement.	 Six	 boys	 in	 grades	
10–12	were	included	in	this	sample.	
Two	were	African	American,	one	was	
Hispanic,	and	three	were	White.	A	
qualitative	research	design	with	a	case	
study	approach	was	used.	Data	were	
collected	through	participant	obser-
vation,	ethnographic	interviews,	and	
document	reviews.	Hébert	found	two	
factors	that	 influenced	their	under-
achievement:	 “inappropriate	 cur-
ricular	experiences	and	questionable	
counseling	experiences	and	a	series	of	
family	issues”	(p.	182).	Family	issues	
included	 problems	 with	 siblings,	
inconsistent	role	models	within	the	
family,	and	family	dysfunction.	These	
students’	peers	also	valued	athletics	
over	academics.	Male	mentors	may	
help	facilitate	healthy	psychosocial	
development	for	gifted	males	who	are	
facing	family	adversities	or	contend-
ing	with	peer	groups	that	do	not	value	
academic	achievement.	

Hébert,	T.	P.	(2002).	Gifted	Black	males	
in	a	predominantly	White	university:	
Portraits	 of	 high	 achievement.	
Journal for the Education of the 
Gifted, 26,	25–64.

Using	 a	 case	 study	 research	
methodology,	 this	study	examined	
the	experiences	of	five	high-achieving	
gifted	Black	males	in	a	predominantly	
White	 university	 setting.	 Using	 a	
combination	of	semistructured	inter-
views,	observations,	and	document	
reviews,	the	study	occurred	over	a	
period	of	4	years.	The	authors	found	
that	 these	 men	 achieved	 because	
they	believed	in	themselves	and	were	
internally	 motivated.	 Their	 strong	
beliefs	were	influenced	by	their	moth-
ers,	early	recognition	of	their	abilities	
by	their	family	and	by	their	school	
experiences,	and	support	by	signifi-
cant	adults.	Other	discovered	themes	
that	influenced	these	men’s	success	
was	 the	 nurturing	 of	 their	 talents	

throughout	their	school	experiences	
and	their	ability	to	ignore	experiences	
with	racism	in	the	university	setting	
and	remain	focused	on	their	goals.	
The	author	provided	these	implica-
tions	 for	 educators:	 (a)	 providing	
opportunities	for	discussion-group	
meetings	held	in	private	homes,	led	
by	Black	mothers	and	fathers	who	
have	been	successful	in	maintaining	
high	academic	expectations	for	their	
sons;	(b)	incorporating	the	notion	of	
a	Black	student	becoming	an	“emis-
sary”	for	coping	with	a	peer	groups	
that	 may	 not	 be	 accepting	 of	 an	
academic-achievement	orientation;	
and	(c)	developing	positive	mentor	
relationships.

Hertzog,	 N.	 B.	 (2005).	 Equity	 and	
access:	Creating	general	education	
classrooms	responsive	to	potential	
giftedness.	Journal for the Education 
of the Gifted, 29,	213–257.

This	qualitative	case	study	exam-
ined	 the	 implementation	 of	 the	
Project	 Approach	 in	 a	 K–5	 school	
where	 approximately	 90%	 of	 the	
students	 received	 free	 or	 reduced	
lunch.	The	Project	Approach	includes	
inquiry-based	 activities	 such	 as	
brainstorming,	webbing,	field	stud-
ies,	and	class	discussions.	Out	of	a	
staff	of	15	teachers,	one	music	and	
two	kindergarten	teachers	gave	the	
researcher	 permission	 to	 observe	
and	document	the	implementation	
of	the	Project	Approach.	Data	were	
collected	from	interviews	with	teach-
ers	and	administrators,	observations	
of	students,	field	notes	from	whole-
staff	meetings,	project-based	learning	
meetings	and	workshops,	and	other	
public	forums	where	the	initiatives	
were	 discussed.	 The	 instructional	
changes	altered	their	perspectives	of	
their	students	(e.g.,	greater	engage-
ment,	enthusiasm,	and	understanding	
of	concepts)	and	their	total	classroom	
environment	(e.g.,	climate	in	school,	
classroom	 literacy	 environments).	
Implementation	 barriers	 included	
time	and	compatibility.

Huff,	R.	E.,	Houskamp,	B.	M.,	Watkins,	
A.	 V.,	 Stanton,	 M.,	 &	 Tavegia,	 B.	
(2005).	The	experiences	of	parents	
of	gifted	African	American	children:	
A	phenomenological	study.	Roeper 
Review, 27,	215–221.

This	 study	 documented	 the	
experiences	of	parents	raising	gifted	
African	 American	 children.	 The	
researchers	administered	semistruc-
tured	interviews	with	the	parent	or	
parents	from	12	families	to	explore	
their	 experiences	 of	 rearing	 their	
gifted	 African	 American	 children.	
Interviews	 were	 conducted	 with	 6	
single	female	parents,	3	single	male	
parents,	and	3	couples.	The	mean	age	
of	the	parents	was	40	years.	The	gifted	
African	American	children	of	the	par-
ticipants	were	between	the	ages	of	9	
and	16.	The	parents	 felt	 that	 there	
was	not	adequate	academic	support	
for	their	children	and	they	perceived	
racism	as	a	barrier	to	them	and	their	
children’s	 academic	 success.	 Some	
parents	felt	that	private	school	was	
the	only	option	to	meet	the	needs	of	
their	gifted	children.

Kao,	C.	&	Hébert,	T.	P.	 (2006).	Gifted	
Asian	American	males:	Portraits	of	
cultural	dilemmas.	 Journal for the 
Education of the Gifted, 30,	88–117.

Using	 a	 qualitative	 research	
design	that	involved	in-depth	inter-
views	and	participant	observations	
over	a	3-month	period,	the	authors	
explored	the	cultural	dilemmas	faced	
by	two	gifted	Asian	American	young	
men.	Conflict	over	academic	issues	
usually	resulted	from	parental	high	
expectations,	particularly	with	grades	
and	performance	on	tests.	Conflict	
over	acculturation	issues	arose	from	
different	value	systems,	those	favor-
ing	obedience	vs.	independence.	The	
authors	suggest	that	Asian	parents	
may	need	help	in	understanding	the	
value	of	standardized	tests	and	in	con-
sidering	broader	career	possibilities.

Kaylor,	 M.,	 &	 Flores,	 M.	 M.	 (2007).	
Increasing	academic	motivation	in	
culturally	and	linguistically	diverse	
students	 from	 low	socioeconomic	
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backgrounds.	Journal of Advanced 
Academics, 19,	66–89.

According	to	research,	students	
from	 culturally	 and	 linguistically	
diverse	backgrounds	have	lower	rates	
of	high	school	graduation	and	univer-
sity	attendance.	There	is	little	research	
regarding	 interventions	 to	 address	
these	issues.	The	current	study	com-
pared	 the	 effects	 of	 two	 programs	
designed	to	increase	academic	moti-
vation.	Forty-seven	high	school	female	
athletes	from	culturally	and	linguisti-
cally	diverse	and	economically	disad-
vantaged	backgrounds	participated	in	
the	study.	The	programs	were	imple-
mented	over	a	12-week	period,	2	days	
per	week	within	the	school	day.	One	
group	 received	 instruction	using	a	
program	 that	 was	 designed	 by	 the	
school’s	 physical	 education	 faculty.	
The	other	group	received	instruction	
using	 the	 Possible	 Selves	 program	
(Hock,	Schumaker,	&	Deshler,	2003).	
The	 researchers	 investigated	 the	
effects	of	the	programs	with	regard	
to	the	students’	level	of	hope	for	the	
future	as	measured	by	the	Children’s	
Hope	 Scale	 (Snyder	 et	 al.,	 1994),	
records	of	the	students’	grades	and	
number	of	administrative	behavioral	
referrals,	students’	self-reports	about	
their	participation,	and	researchers’	
evaluation	of	the	students’	goals.	The	
results	did	not	indicate	a	difference	
in	the	students’	hopes	for	the	future.	
There	was	little	difference	in	overall	
grade	point	averages	and	no	differ-
ence	in	behavioral	referrals	between	
the	 two	 groups.	 The	 students’	 per-
ceptions	of	their	participation	in	the	
programs	were	similar.	However,	the	
students	in	the	Possible	Selves	group	
indicated	 that	 they	 received	 more	
support	from	an	adult	during	their	
program,	and	they	reported	higher	
levels	of	effort	toward	academics	than	
the	comparison	group.	The	most	sig-
nificant	finding	was	a	difference	in	the	
quality	of	goals	written.	The	Possible	
Selves	group	wrote	goals	and	action	
plans	 that	 were	 more	 specific	 and	
realistic	(Author	Abstract.	Retrieved	
March	16,	2007,	from	http://journals.
prufrock.com).

Kitano,	M.	K.,	&	Lewis,	R.	B.	 (2007).	
Examining	 the	 relationships	
between	 reading	 achievement	
and	 tutoring	 duration	 and	 con-
tent	 for	 gifted	 culturally	 and	 lin-
guistically	 diverse	 students	 from	
low-income	backgrounds.	Journal 
for the Education of the Gifted, 30,	
295–325.

This	study	investigated	the	effects	
of	a	tutoring	intervention	incorporat-
ing	literature-supported	features	on	
the	reading	achievement	of	gifted	stu-
dents	from	low-income	backgrounds.	
The	program	focused	on	gifted	chil-
dren	from	very	low-income	families	in	
grades	4–5.	These	students	who	were	
on	free	or	reduced-price	lunch	were	
identified	using	the	Raven	Progressive	
Matrices,	scoring	between	the	99.6th	
and	99.8th	percentile.	A	total	of	58	
children	(12	English	learners)	were	
enrolled	 in	 the	 reading	 seminars,	
which	consisted	of	teaching	six	basic	
comprehension	 strategies	 (making	
connections,	questioning,	visualizing	
and	imagining,	inferring,	determin-
ing	importance,	synthesizing)	within	
increasingly	 levels	 of	 complexity.	
Students	received	an	average	of	65	
hours	of	tutoring	during	the	academic	
year,	 of	 which	 43	 were	 focused	 on	
decoding	and	reading	comprehension.	
Results	indicated	that	the	participat-
ing	students	showed	significant	gains	
over	one	academic	year	in	reading	on	
both	the	state	standardized	test	and	
on	a	classroom	fluency	measure.

	
Kitano,	M.	K.,	&	Pedersen,	K.	S.	(2002a).	

Action	research	and	practical	inquiry:	
Multicultural-content	integration	in	
gifted	education:	Lessons	from	the	
field.	Journal for the Education of the 
Gifted, 26,	269–289.

The	 researchers	 examined	 how	
teachers	perceived	(a)	their	multicul-
tural	goals	for	their	gifted	students,	
(b)	obstacles	in	addressing	multicul-
tural	content,	(c)	how	gifted	students	
had	responded	to	their	multicultural	
goals,	and	(d)	benefits	and	challenges	
of	multicultural	education.	A	total	of	
27	 elementary,	 and	 44	 middle	 and	
high	school	teachers	responded	to	a	

one-page	survey,	which	yielded	a	47%	
response	rate.	Most	of	the	respondents	
(77.5%)	were	teaching	gifted	students.	
The	most	frequently	mentioned	goals	
were	valuing	diversity,	contributions	of	
diverse	groups,	and	addressing	issues	
of	prejudice,	racism,	discrimination,	
and	stereotyping.	The	primary	obsta-
cles	cited	to	multicultural	education	
were	relevance	to	district-mandated	
standards	and/or	exams	and	lack	of	
materials.	The	majority	reported	that	
students	reacted	positively.	Following	
the	survey,	the	researchers	gathered	
implementation	information	through	
observations,	written	reports,	and	vid-
eotapes.	They	reported	that	teachers	
routinely	used	a	variety	of	fiction	and	
nonfiction	literature	and	art	produced	
by	or	about	people	from	a	variety	of	
cultures;	incorporated	the	history	of	
diverse	 groups	 and	 contemporary	
social	issues;	addressed	diverse	per-
spectives	through	curriculum	com-
pacting,	 Socratic	 questioning,	 and	
offering	opportunities	to	pursue	their	
interests;	examined	how	knowledge	is	
constructed;	and	designed	culminat-
ing	activities	that	engage	students	in	
social	change.	Unsuccessful	activities	
didn’t	include	the	student	readiness	
for	multicultural	activities,	were	pre-
sented	in	isolation,	and	needed	to	pro-
vide	a	healthy	emotional	distance.

Kitano,	M.	K.,	&	Pedersen,	K.	S.	(2002b).	
Action	research	and	practical	inquiry:	
Teaching	 gifted	 English	 learners.	
Journal for the Education of the Gifted, 
26,	132–147.

This	 study	 examined	 practitio-
ner	knowledge	about	serving	gifted	
English	learners.	Twenty-four	teach-
ers	were	sent	an	invitation	to	partici-
pate	based	on	these	criteria:	certified	
in	gifted	education,	 located	at	vari-
ous	sites	around	the	district,	worked	
with	students	representing	a	variety	
of	primary	languages,	and	they	them-
selves	representing	diverse	ethnic	and	
cultural	backgrounds.	Twelve	volun-
teered.	Of	these,	9	were	women	and	
3	were	men;	8	were	White,	3	were	
Latino	and	1	was	Filipino.	Four	taught	
seminars	 for	 students	 identified	as	
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highly	gifted	and	the	other	eight	had	
“cluster”	classroom	assignments.	The	
researchers	conducted	focus	groups	
with	the	teachers	to	learn	what	char-
acteristics	and	needs	of	gifted	English	
learners	and	the	goals,	strategies,	and	
curriculum	 that	 they	 found	 most	
effective	for	them.	Participants	char-
acterized	English	learners	as	enthu-
siastic,	high-level	thinkers	who	have	
difficulty	 expressing	 their	 ideas	 in	
English	and	recommended	strategies	
consistent	with	the	literature	on	best	
practices.	These	practices	included	
assessment	 of	 children’s	 interests	
and	 background	 knowledge,	 show-
ing	rather	than	telling	students,	con-
ferencing	with	children	individually,	
employing	reciprocal	 teaching	and	
literature	circles,	modeling	reading	
and	thinking	strategies,	using	direct	
instruction	to	teach	basic	skills	and	
helping	 children	 develop	 automa-
ticity,	using	strategies	that	promote	
higher	 level	 and	 creative	 thinking,	
tiering	instruction,	and	creating	and	
referring	to	schema	journals.	In	their	
conclusion,	 the	authors	added	two	
effective	strategies	that	the	teachers	
didn’t	mention:	frequent,	systematic	
informal	 data	 collection	 to	 assess	
progress	and	the	distinction	between	
language/literacy	development	and	
content	acquisition.	

Kyburg,	 R.	 M.,	 Hertberg-Davis,	 H.,	 &	
Callahan,	C.	M.	 (2007).	Advanced	
Placement	 and	 International	
Baccalaureate	 programs:	 Optimal	
learning	environments	for	talented	
minorities?	 Journal of Advanced 
Academics, 18,	172–215.

This	qualitative	study	investigated	
ways	in	which	teacher	and	adminis-
trator	behavior	and	the	school	envi-
ronment	contributed	to	the	successes	
or	frustrations	of	minority	students	in	
AP	and	IB	courses.	Three	urban	high	
schools	located	in	high	poverty	areas	
from	two	Mid-Atlantic	States	were	
selected.	 Researchers	 visited	 each	
school	at	least	twice	during	the	course	
of	an	academic	year.	During	each	visit,	
the	researchers	observed	participat-
ing	teachers’	classrooms,	interviewed	

43	participating	teachers,	4	counsel-
ors,	 and	 75	 students.	 Interactions	
among	superintendent,	central	office,	
building	administrator,	and	teacher-
student	 classroom	 levels	 dynami-
cally	influenced	one	another	and	the	
classroom	environment.	 Inhibitors	
to	involvement	in	AP	or	IB	included	
major	assignments	due	at	the	same	
time,	inappropriate	level	of	curricular	
challenge,	and	variation	in	culturally	
sensitive	teaching	and	lack	of	support	
for	learners	lacking	in	cultural	capital.	

“Two	key	factors	seemed	to	be	integral	
to	creating	environments	that	nurture	
the	growth	of	academic	talent	among	
students	of	diverse	backgrounds:	(1)	
a	pervasive	and	consistent	belief	that	
these	students	could	succeed,	which	
resulted	in	instructional	and	group	
support;	and	(b)	scaffolding	to	sup-
port	and	challenge	able	students	(e.g.,	
extracurricular	help,	lunchtime	dis-
cussion	 forums,	subsidized	college	
visits).	Teachers	found	ways	to	flexibly	
tailor	their	support	and	expectations	
to	individual	student	needs	in	terms	
of	product	and	performance	expecta-
tions	and	the	kind	of	help	that	was	
provided”	(p.	173).

McKenna,	M.	A.,	Hollingsworth,	P.	L.,	&	
Barnes,	L.	L.	B.	(2005).	Developing	
latent	 mathematics	 abilities	 in	
economically	disadvantaged	students.	
Roeper Review, 27,	222–227.

This	 study	 sought	 to	 develop	
latent	abilities	in	economically	dis-
advantaged	 students.	 The	 sample	
included	 inner-city	 elementary	
students	 from	 grades	 2	 through	
5	 with	 about	 25	 students	 in	 each	
class.	 Seventy-four	 percent	 of	 the	
students	in	this	school	district	were	
economically	disadvantaged.	Three	
out	of	four	regular	classes	per	grade	
were	 used	 as	 control	 groups	 and	
the	fourth	class	at	each	grade	used	
Kumon	mathematics	instruction	in	
addition	to	the	regular	curriculum.	
Pre-	and	posttests	were	administered	
to	all	participants	to	assess	progress,	
compare	standardized	 test	 results,	
and	examine	levels	of	acceleration.	
The	students	who	received	the	math-

ematics	acceleration	instruction	had	
greater	improvement	in	their	math-
ematics	skill	levels	as	compared	to	
the	 control	 group	 students,	 and	
they	scored	higher	on	standardized	
math	tests	2	years	after	their	Kumon	
instruction	ended.

Naglieri,	 J.	 A.,	 &	 Ford,	 D.	 Y.	 (2003).	
Addressing	 underrepresentation	
of	 gifted	 minority	 children	 using	
the	Naglieri	Nonverbal	Ability	Test	
(NNAT).	Gifted Child Quarterly, 47,	
155–160.	

This	study	examined	the	effective-
ness	of	the	Naglieri	Nonverbal	Ability	
Test	(NNAT)	in	identifying	Black	and	
Hispanic	students	for	gifted	programs.	
The	sample	included	20,270	students	
in	grades	from	the	NNAT	standard-
ization	sample	that	were	representa-
tive	of	the	U.S.	population.	The	mean	
score	differences	and	percentages	of	
children	with	high	standard	scores	
between	White	and	minority	groups	
were	 small.	 The	 authors	 suggested	
that	the	NNAT	could	help	diverse	stu-
dents	gain	access	to	gifted	program-
ming	because	it	does	not	emphasize	
verbal	and	math	ability.

Olszewski-Kubilius,	P.,	Lee,	S.-Y.,	Ngoi,	
M.,	&	Ngoi,	D.	(2004).	Addressing	
the	 achievement	 gap	 between	
minority	and	nonminority	children	
by	 increasing	 access	 to	 gifted	
programs.	Journal for the Education 
of the Gifted, 28,	127–158.

This	 article	 describes	 Project	
EXCITE,	 which	 is	 a	 collaborative	
program	between	a	university-based	
gifted	center	and	local	school	districts	
designed	to	prepare	gifted	minority	
elementary	 and	 middle	 school	 stu-
dents	for	advanced	tracks	in	math	and	
science	in	high	school.	Nominated	
students	scored	higher	than	Stanine	
6	on	the	Naglieri	Nonverbal	Ability	
Test;	received	a	positive	recommen-
dation	 from	 the	 school	 regarding	
work	habits,	achievement,	ability,	and	
interests;	and	performed	at	a	reason-
ably	high	level	on	the	state-level,	cri-
terion-referenced	achievement	test	
or	the	standardized	norm-referenced	
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test.	On	the	average,	students	were	
8.6	years	old	with	almost	half	receiv-
ing	free	or	reduced	lunch.	Program	
components	 include	 parent	 educa-
tion	and	support,	academic	enrich-
ment,	 individualized	 support,	 and	
evaluation	activities.	Results	showed	
that	most	of	the	154	students	were	
retained	in	the	program,	earned	high	
grades	in	math	and	science	in	school,	
and	performed	well	on	state	criterion-
referenced	tests	in	math	and	science.	
There	was	a	300%	increase	of	minority	
children	qualifying	for	an	advanced	
math	class	in	grade	6	after	2	years	of	
involvement	in	the	program.

Pierce,	 R.	 L.,	 Adams,	 C.	 M.,	 Speirs	
Neumeister,	 K.	 L.,	 Cassady,	 J.	 C.,	
Dixon,	F.	A.,	&	Cross,	T.	L.	(2007).	
Development	 of	 an	 identification	
procedure	for	a	large	urban	school	
corporation:	 Identifying	 culturally	
diverse	 and	 academically	 gifted	
elementary	students.	Roeper Review, 
29,	113–118.

The	 purpose	 of	 this	 study	
described	the	identification	process	a	
university-school	partnership	(Project	
CLUE)	 used,	 which	 resulted	 in	 an	
increase	in	minority	representation	in	
gifted	programs.	The	sample	for	this	
study	was	comprised	of	second-grade	
public	school	students	and	included	
58%	African	American,	30%	White,	
9%	Hispanic,	3	percent	multiracial,	
and	less	than	1%	American	Indian	and	
Asian	and	Pacific	Islander	students.	
There	were	49%	girls	and	51%	boys.	
Fifty-seven%	 of	 the	 students	 quali-
fied	for	free	lunch	and	19%	qualified	
for	reduced	lunch.	The	students	were	
given	achievement	tests,	a	language-
free,	culture-fair	assessment,	and/or	
a	 behavior	 checklist	 completed	 by	
parents	and/or	teachers.	Teacher	and	
participant	interviews	were	also	con-
ducted.	The	addition	of	the	culture-
free	intelligence	test	and	the	behavior	
checklist	placed	26	students	 in	the	
gifted	education	program	who	were	
not	 selected	 through	 standardized	
testing	 alone.	 This	 group	 included	
8%	of	the	African	American	students	
and	 29%	 of	 the	 Hispanic	 students.	

Seventy-seven	 percent	 of	 these	 26	
students	met	Lohman’s	(2005)	asser-
tion	that	high	nonverbal	ability	scores	
be	accompanied	by	high	accomplish-
ment	in	an	academic	domain.	

Reis,	S.	M.,	Colbert,	R.	D.,	&	Hébert,	T.	
P.	(2005).	Understanding	resilience	
in	diverse,	 talented	students	 in	an	
urban	 high	 school.	 Roeper Review, 
27,	110–120.

This	article	examined	factors	that	
contributed	to	 the	achievement	or	
underachievement	of	economically	
disadvantaged	high	school	students.	
The	sample	included	35	high-ability	
freshman	 and	 sophomores.	 There	
were	 9	 male	 achievers,	 9	 female	
achievers,	 12	 male	 underachiev-
ers,	 and	 5	 female	 underachievers.	
High-ability	students	were	defined	
as	those	demonstrating	above-aver-
age	potential	as	measured	by	a	score	
above	 the	 90th	 percentile	 on	 stan-
dardized	intelligence	or	achievement	
tests.	Underachieving	students	were	
defined	as	high-ability	students	who	
were	not	achieving	at	an	expected	
level	based	on	their	potential.	The	
researchers	used	a	comparative	case	
study	 and	 ethnographic	 methods.	
The	participants	were	observed	for	3	
years	in	their	homes	and	community.	
The	 students	 who	 highly	 achieved	
developed	support	networks	within	
the	high	school	that	included	other	
high-achieving	peers,	 family	mem-
bers,	 supportive	 teachers	 in	 previ-
ous	years,	and	other	adults	such	as	
coaches,	counselors,	and	administra-
tors.	Social	risk	factors	experienced	
by	 the	high-ability	underachieving	
students	included	difficult	relations	
with	family	members,	sibling	prob-
lems	 and	 rivalry,	 inconsistent	 role	
models	and	value	systems	within	the	
family,	 and	 minimal	 parental	 aca-
demic	 guidance	 and	 support.	 The	
key	factors	that	may	have	affected	the	
development	of	resilience	or	succeed-
ing	in	school	included	the	presence	of	
positive	peer	support;	involvement	
in	extracurricular	activities,	sports,	
summer,	and	gifted	programs;	posi-
tive	parental	role	modeling;	type	and	

degree	of	parental	involvement	and	
parental	education;	participation	in	
gifted	 programs	 in	 either	 elemen-
tary	or	middle	school;	and	involve-
ment	with	a	teacher	or	a	counselor	as	
a	role	model.	The	researchers	found	
that	participation	in	religious	training	
was	also	a	factor,	although	to	a	lesser	
degree,	and	for	girls	a	conscious	deci-
sion	not	to	date	was	a	key	factor	in	
their	level	of	achievement.	

Reyes,	R.,	III.	(2007).	A	collective	pursuit	
of	 learning	 the	 possibility	 to	 be:	
The	 CAMP	 experience	 assisting	
situationally	marginalized	Mexican-
American	 students	 to	a	 successful	
student	identity.	Journal of Advanced 
Academics, 18,	618–659.

In	the	lives	of	many	students	of	
Mexican	descent,	learning	how	to	be	
a	successful	student	is	elusive	because	
they	may	not	have	experienced	how	
to	accomplish	this	 in	communities	
with	more	knowledgeable	others	and	
practitioners	 invested	 in	apprentic-
ing	them	to	this	goal.	Such	students	
may	be	 living	 in	 life	and	schooling	
situations	that	marginalize	them	from	
these	communities	of	learning	to	be	
successful.	This	paper	looks	at	how	
five	students	of	Mexican	descent	from	
situationally	marginalized	lives	per-
ceived	their	learning	and	changes	as	
students	after	their	first	college	expe-
rience	through	a	support	and	reten-
tion	 scholarship	 program	 (Author	
Abstract.	Retrieved	March	16,	2007,	
from	http://journals.prufrock.com).

Robinson,	N.	M.,	Lanzi,	R.	G.,	Weinberg,	
R.	A.,	Ramey,	S.	L.,	&	Ramy,	C.	T.	
(2002).	Family	factors	associated	with	
high	academic	competence	in	former	
Head	Start	children	at	third	grade.	
Gifted Child Quarterly, 42,	148–156.

This	study	examined	family	 fac-
tors	that	influenced	162	of	the	high-
est	 achieving	 students	 at	 the	 end	
of	the	third	grade	who	were	in	the	
5,400	children	in	the	National	Head	
Start/Public	School	Early	Childhood	
Transition	 Demonstration	 Project.	
Results	indicated	that	these	families	
had	fewer	children	and	had	access	to	
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greater	monetary	resources.	They	also	
had	more	positive	parenting	attitudes	
and	encouraged	their	children’s	prog-
ress.	The	study	tended	to	substantiate	
the	generally	favorable	social	adjust-
ment	 of	 children	 of	 advanced	 abil-
ity.	These	findings	demonstrate	that	
families	 can	provide	opportunities	
to	nurture	positive	intellectual	and	
social	competence	in	their	children	
despite	limited	means.

Sanders,	 M.	 (2004).	 Urban	 odyssey:	
Theatre	 of	 the	 oppressed	 and	
talented	 minority	 youth.	 Journal 
for the Education of the Gifted, 28,	
218–241.

This	qualitative	study	described	
a	community-based	pedagogical	and	
theatrical	project	 that	centered	on	
the	 use	 of	 creative	 writing,	 drama,	
and	music	at	a	free	summer	school	
for	gifted	and	talented	adolescents	
called	the	Urban	Odyssey,	which	was	
designed	to	provide	inner-city	youth	
with	the	opportunity	to	dialogue	and	
act	around	issues	of	racism,	sexism,	
ableism,	classism,	and	other	social	
problems.	 Participants	 included	
gifted	adolescents,	ages	14–17	(one	
Puerto	Rican	American	female,	one	
Asian	American	male,	 two	African	
American	 males,	 and	 five	 African	
American	females).	After	discussing	
questions	 about	 race,	 the	 students	
participated	in	a	2-day	activity	called	
Image	Theater,	 a	 series	of	physical	
exercises	 and	 games	 designed	 to	
uncover	essential	truths	about	soci-
ety,	culture,	self,	and	so	forth.	At	the	
end	 of	 the	 performances	 and	 dis-
cussions,	participants	were	asked	to	
respond	to	five	questions	about	rac-
ism	and	social	change.	The	authors	
concluded,	“Forum	Theater	can	be	
a	powerful	tool	for	encouraging	the	
creative	use	of	language	and	a	meth-
odology	to	examine	oppression	in	its	
multifarious	forms”	(p.	237).

Scott,	 M.	 S.,	 &	 Delgado,	 C.	 F.	 (2005).	
Identifying	cognitively	gifted	minority	
students	in	preschool.	Gifted Child 
Quarterly, 49,	199–210.

This	study	tracked	students	who	
were	 given	 measures	 of	 cognition	
through	 grade	 school	 to	 identify	
those	who	were	placed	in	the	gifted	
and	talented	program.	A	sample	of	
262	 preschool	 children	 from	 pri-
vate	and	public	preschools	from	the	
Miami/Dade	County	was	included	in	
this	study.	The	researchers	identified	
seven	high-performing	outliers	with	
their	screening	instrument.	Four	of	
these	seven	students	were	Black,	one	
was	Hispanic,	and	two	were	White.	
In	the	first	grade,	five	of	these	seven	
students	had	one	or	more	achieve-
ment	scores	 in	 the	99th	percentile.	
In	the	second	grade,	three	of	these	
seven	 students	 were	 enrolled	 in	 a	
gifted	program.	The	brief	screen	used	
in	this	study	could	be	used	to	select	
potentially	gifted	minority	children	
for	 placement	 in	 an	 enriched	 pre-
school	setting.

Shaunessy,	E.,	McHatton,	P.	A.,	Hughes,	
C.,	Brice,	A.,	&	Ratliff,	M.	A.	(2007).	
Understanding	 the	 experiences	
of	 bilingual,	 Latino/a	 adolescents:	
Voices	 from	 gifted	 and	 general	
education.	 Roeper Review, 29,	
174–182.

This	study	focused	on	the	expe-
riences	of	bilingual	Latino/a	adoles-
cents	in	gifted	and	general	education	
settings.	The	sample	included	eight	
gifted	 and	 eight	 general	 education	
students	from	one	public	urban	mid-
dle	school	in	the	southeast.	In	this	
study,	 students’	 group	 discussions	
with	 a	 facilitator	 were	 videotaped.	
The	 students	 were	 encouraged	 to	
speak	both	English	and	Spanish.	The	
data	were	analyzed	using	a	grounded-
theory	methodology	and	emerging	
themes	were	coded.	The	students	in	
the	gifted	education	classes	reported	
having	more	academically	support-
ive	peers;	exhibited	“a	marked	degree	
of	 assimilation	 with	 the	 majority	
culture,”	 whereas	 the	 general	 edu-
cation	 students	 sought	 out	 other	
Latino/a	peers;	had	less	confidence	
in	their	academic	abilities;	and	“had	
a	heightened	awareness	of	the	impli-
cations	 of	 their	 ethnic	 expression”	

(p.	180).	Comments	from	educators	
when	Spanish	was	spoken	affected	
students’	feelings	of	marginalization,	
and	students	felt	more	connected	to	
the	Spanish-speaking	school	person-
nel.	The	researchers	found	that	the	
educational	environment	seemed	to	
be	more	supportive	for	the	gifted	edu-
cation	students,	and	they	expressed	
concern	that	assimilation	may	be	a	
prerequisite	for	gifted	identification	
if	schools	are	not	more	supportive	of	
culturally	diverse	students.

Speirs	 Neumeister,	 K.	 L.,	 Adams,	 C.	
M.,	Pierce,	R.	L.,	Cassady,	 J.	C.,	&	
Dixon,	 F.	 A.	 (2007).	 Fourth-grade	
teachers’	perceptions	of	giftedness:	
Implications	 for	 identifying	 and	
serving	 diverse	 gifted	 students.	
Journal for the Education of the Gifted, 
30,	479–499.

Using	 surveys,	 the	 authors	
attempted	 to	 examine	 the	 percep-
tions	of	giftedness	held	by	teachers	
of	 minority	 or	 economically	 disad-
vantaged	 students.	 Specifically,	 do	
the	perceptions	reflect	an	awareness	
of	the	unique	issues	facing	students	
who	have	been	underrepresented	and	
do	they	agree	about	these	students’	
qualifications	for	gifted	services?	Out	
of	40	fourth-grade	teachers	who	were	
in	schools	with	a	high	representation	
of	minorities	and	teaching	a	gifted	
cluster,	27	(68%)	completed	the	sur-
vey	 with	 96%	 of	 these	 female	 and	
93%	Caucasian.	A	high	percentage	of	
teachers	mentioned	 typical	 charac-
teristics	of	gifted	students,	including	
self-motivation,	independent	learner,	
rapid	 learning,	 understanding	 at	 a	
level	above	the	average	level,	creativ-
ity,	and	reasoning	abilities.	They	also	
were	concerned	that	many	identified	
students	were	high	achievers	but	not	
actually	gifted,	which	demonstrated	
a	more	traditional	conception	of	gift-
edness	that	is	based	on	top	aptitude	
scores.	 “Few,	 if	 any,	 teachers	 men-
tioned	gifted	characteristics	that	are	
prevalent	 in	 minority	 populations	
such	 as	 oral	 tradition,	 movement	
and	verve,	communalism	and	affec-
tive	characteristics.	.	.	.	Only	15%	of	



17Spring 2008 • Tempo • Texas Association for the Gifted and Talented

the	 teachers	 recognized	 that	 bore-
dom	or	noninterest	may	be	common	
in	gifted	students”	(p.	486).	Teachers	
were	less	likely	to	notice	gifted	char-
acteristics	in	students	having	a	skill	
deficit	in	one	area,	poor	work	habits,	
or	behavioral	or	family	problems.	The	
authors	concluded	that	the	results	of	
the	survey	indicated	a	need	for	more	
professional	 development	 on	 how	
giftedness	manifests	itself	in	minority	
and	economically	disadvantaged	pop-
ulations	and	on	multicultural	educa-
tion.	Multicultural	education	includes	

“content	integration,	using	examples	
from	 different	 cultures	 to	 explain	
ideas	and	clarify	points,	understand-
ing	how	ethnicity	influences	knowl-
edge	construction,	actively	reducing	
prejudice,	developing	an	equity	peda-
gogy	that	appeals	to	different	learning	
styles,	and	creating	a	student	culture	
that	welcomes	students	from	all	eth-
nic	backgrounds”	(p.	495).

Spielhagen,	 F.	 R.	 (2006).	 Closing	 the	
achievement	gap	in	math:	The	long-
term	effects	of	eighth-grade	algebra.	
Journal of Advanced Academics, 18,	
34–59.

This	 study	 examined	 the	 long-
term	academic	outcomes	for	students	
who	did	or	did	not	enroll	in	eighth-
grade	 algebra	 in	 one	 district	 that	
implemented	an	initiative	to	increase	
access.	Data	analysis	involved	a	sam-
ple	of	2,634	students	who	were	divided	
into	two	groups:	those	who	had	been	
selected	for	algebra	in	eighth	grade	
and	those	who,	by	default	of	not	being	
selected,	 studied	 algebra	 in	 ninth	
grade.	Descriptive	statistics	revealed	
that	selection	for	eighth-grade	alge-
bra	was	disproportionate	by	ethnic-
ity	with	Black	students	comprising	
less	 than	 10%	 of	 the	 early	 algebra	
population	although	they	comprised	
20%	of	the	overall	school	population.	
Students	who	completed	algebra	in	
the	eighth	grade	stayed	in	the	math-

ematics	pipeline	longer	and	attended	
college	at	greater	rates	than	those	who	
did	not.	

Swanson,	J.	D.	(2006).	Breaking	through	
assumptions	 about	 low-income,	
minority	gifted	students.	Gifted Child 
Quarterly, 50,	11–25.

This	 article	 describes	 Project	
Breakthrough,	a	demonstration	proj-
ect	 designed	 to	 challenge	 assump-
tions	 and	 attitudes	 of	 teachers	 in	
high-poverty,	high-minority	schools.	
Project	staff	worked	for	3	years	with	
three	 South	 Carolina	 elementary	
schools	training	teachers	in	the	use	
of	 language	arts	and	science	gifted	
education	curriculum	for	all	of	their	
general	 education	 classes.	 Data	
sources	included	achievement	scores,	
observations,	teacher	logs,	question-
naires,	and	interviews.	Four	additional	
students	 were	 identified	 as	 gifted,	
student	achievement	increased,	and	
many	teachers	demonstrated	attitu-
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dinal	shifts.	Teachers	increased	their	
understanding	of	how	to	provide	a	
rigorous	curriculum	for	their	classes.	

Uresti,	 R.,	 Goertz,	 J.,	 &	 Bernal,	 E.	 M.	
(2002).	 Maximizing	 achievement	
for	potentially	gifted	and	 talented	
and	regular	minority	students	in	a	
primary	classroom.	Roeper Review, 
25,	27–31.

This	 study	 examined	 how	 the	
Autonomous	Learner	Model	(ALM)	
could	be	used	 in	 identifying	gifted	
English	language	learners.	The	ALM	
was	used	in	one	first-grade	classroom	
of	24	Hispanic	children;	12	were	native	
Spanish	speakers.	None	were	identi-
fied	as	gifted	and	all	of	the	students	
qualified	for	free	lunch.	Orientation,	
individual	development,	and	enrich-
ment	 activities	 were	 implemented	
over	a	24-week	period.	The	students	
then	were	given	standardized	tests	
and	 all	 scored	 within	 the	 average	
range.	Five	students	were	nominated	
for	the	gifted	program	and	three	were	
selected	to	attend	the	magnet	gifted	
and	talented	elementary	school.

VanTassel-Baska,	J.,	Johnson,	D.,	&	Avery,	
L.	D.	(2002).	Using	performance	tasks	
in	the	identification	of	economically	
disadvantaged	and	minority	gifted	
learners:	 Findings	 from	 Project	
STAR.	Gifted Child Quarterly, 46,	
110–123.

This	paper	discussed	developing	
performance	assessment	tasks	in	the	
identification	 process	 of	 more	 eco-
nomically	disadvantaged	and	minor-
ity	students	 for	gifted	programs	 in	
one	 state.	 The	 performance	 assess-
ment	 tasks	 were	 field	 tested	 with	
more	than	4,000	students	at	primary	
and	 intermediate	 grades.	 A	 group	
of	518	students	was	identified	who	
would	not	have	qualified	for	gifted	
programs	using	traditional	measures	
(12%	African	American	and	14%	low	
income).	Project	STAR	provided	an	
effective	and	innovative	approach	to	
identifying	more	low-SES	and	minor-
ity	students	for	gifted	programs.

Worrell,	F.	C.	(2002).	Global	and	domain-
specific	self-concepts	in	academically	
talented	Asian	American	and	White	
adolescents.	Gifted Child Quarterly, 
46,	90–97.

This	study	examined	the	differ-
ences	 of	 global	 and	 domain-spe-
cific	self-concepts	between	Asian	
American	and	White	students.	The	
participants	 attended	 a	 summer	
enrichment	 program	 in	 the	 San	
Francisco	area	that	consisted	of	233	
academically	talented	adolescents	
(122	boys,	111	girls)	with	a	mean	age	
of	14.76	years.	Seventy-one	percent	
of	the	sample	was	Asian	American	
and	29%	was	White.	The	students	
were	given	measures	of	self-esteem,	
self-concept,	and	global	self-worth.	
White	students	had	higher	scholas-
tic	and	job	self-concepts	than	Asian	
American	 students.	 Physical	 self-
concept	was	a	contributor	to	global	
self-concept	 for	 White	 students.	
These	differences	underscore	a	need	
for	 further	 study	 among	 self-con-
cept	variables	and	the	implications	
for	both	psychological	well-being	
and	 behavior	 in	 different	 ethnic	
groups.		

Worrell,	 F.	 C.	 (2007).	 Ethnic	 identity,	
academic	achievement,	and	global	
self-concept	 in	 four	 groups	 of	
academically	 talented	adolescents.	
Gifted Child Quarterly, 51,	23–38.

	
The	purpose	of	this	study	was	

to	examine	the	ethnic	identity	and	
other	 group	 orientation	 attitudes	
among	different	groups	of	students	
and	also	examine	the	contributions	
of	these	variables	to	self-esteem	and	
academic	achievement.	The	sample	
included	319	students	attending	a	
summer	 program	 for	 academi-
cally	 talented	 students.	 The	 aver-
age	age	of	these	students	was	14.8	
years	with	57.7%	being	female.	The	
participants	 were	 comprised	 of	
African	Americans	(8.8%),	Hispanics	
(53.6%),	Asian	Americans	(53.6%),	
and	Whites	(28.8%).	The	students	
completed	 a	 demographic	 survey	
along	with	the	Multigroup	Ethnic	
Identity	 Measure	 (Phinny,	 1992)	

and	 the	 Rosenberg	 Self-Esteem	
Scale	 (Rosenberg,	1965).	The	eth-
nic	minority	groups	scored	higher	
on	the	ethnic	identity	scale	as	com-
pared	with	the	White	students	but	
did	not	differ	on	 the	other	group	
orientation	scores.	Ethnic	identity	
scores	 predicted	 self-esteem	 for	
Hispanic	students	while	the	other	
group	orientation	scores	predicted	
self-esteem	 for	 African	 America	
students.	 For	 African	 America	
students,	other	group	orientation	
scores	 were	 a	 positive	 predictor	
for	 school	 achievement	 but	 eth-
nic	identity	scores	were	a	negative	
predictor	 for	school	achievement.	
The	researcher	contended	that	the	
higher	ethnic	identity	scores	for	the	
minority	students	show	that	high	
achievement	 is	 not	 necessarily	 a	
sign	of	assimilation.	Social	identity	
variable	do	seem	to	play	a	role	 in	
academic	achievement.	Therefore,	
it	 is	 imperative	 for	 educators	 to	
ensure	 a	 supportive	 environment	
for	underrepresented	groups.	

Alexandra Shiu	received	B.B.A.	and	M.S.	degrees	
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educational	attainment.

Susan K. Johnsen, Ph.D., is	 a	 professor	 in	
the	Department	of	Educational	Psychology	at	
Baylor	University.	She	directs	the	Ph.D.	Program	
and	 programs	 related	 to	 gifted	 and	 talented	
education.	She	is	past-president	of	the	Texas	
Association	for	Gifted	and	Talented	and	is	cur-
rently	the	president	of	The	Association	for	the	
Gifted,	Council	for	Exceptional	Children.	She	
has	written	more	than	100	articles,	monographs,	
technical	reports,	and	books	related	to	gifted	
education.	She	is	a	frequent	presenter	at	inter-
national,	national,	and	state	conferences.	She	is	
editor	of	Gifted Child Today	and	serves	on	the	
editorial	board	of	Gifted Child Quarterly.	She	
is	the	author	of	Identifying Gifted Students: A 
Practical Guide	and	coauthor	of	the	Independent 
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Assessment	for	Gifted	Students	(SAGES-2).
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The	identification	of	gifted	and	tal-
ented	culturally	diverse	learners	
is	a	discussion	that	often	begins	

and	ends	with	a	focus	on	the	instru-
ments	most	successful	in	identifying	
the	underserved.	Educators	often	feel	
that	identification	problems	will	be	
solved	if	a	test	to	increase	the	number	
and	percentage	of	African	American	
and	Latino	students	 in	their	gifted	

programs	 can	 be	 located.	 As	 prog-
ress	 continues	 in	 the	 development	
of	instruments	to	identify	the	cultur-
ally	diverse	gifted	learner,	attention	
must	be	given	to	the	curricular	and	
instructional	principles	that	accom-
pany	any	effective	identification	pro-
gram	for	gifted	and	talented	students.	
It	may	be	that	creating	a	more	cul-
turally	 responsive	approach	to	cur-

riculum	and	instruction	may	be	just	
the	“invitation”	needed	to	unmask	the	
gifts	and	talents	that	often	appear	to	
be	hidden.	What	are	those	curricular	
and	 instructional	 imperatives	 that	
impact	 effective	 recruitment,	 iden-
tification,	and	retention	strategies?	
Beyond	and	inclusive	of	identification	
instruments,	what	additional	factors	
must	be	addressed	by	teachers	and	

a philosophical  
and practical frameWork  
for the identification  
of Gifted culturally diverse 
learners

by Joyce E. Kyle Miller
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administrators	of	gifted	programs	in	
ensuring	a	proactive,	long-term,	Total	
School	Approach	(Banks,	2008)	to	the	
identification	of	underserved	gifted	
and	talented	student	populations?	
			 While	 schools	 have	 changed	
over	the	years	since	the	Boston	Latin	
Grammar	 School,	 created	 in	 1635,	
the	Dame	School	 in	the	1600s,	the	
Franklin	Academy	of	1751,	and	the	
Boston	English	Classical	School	of	
1821,	many	characteristics	of	school-
ing	in	America	remain	the	same	as	
they	were	during	the	days	of	 these	
early	schools.	By	law,	the	culturally	
diverse	 learners	 of	 today	 were	 not	
students	in	any	of	these	early	schools.	
Basic	foundational	principles	of	cur-
riculum	 and	 instruction—what	 to	
teach	and	how	 to	 teach—were	put	
into	place	with	no	consideration	of	
diverse	 populations.	 Today,	 these	
Euro-centric	“ways	of	doing	school-
ing”	are	institutionalized	and	impact	
the	total	school	environment.
	 More	than	50	years	ago,	in	1954,	
the	results	of	the	Brown vs. Topeka, 
Kansas Board of Education	 court	
case	led	to	the	desegregation	of	pub-
lic	 schools.	 The	 courts	 ruled	 that	
separate	is	not	equal.	Schools	had	to	
be	desegregated	“with	all	deliberate	
speed.”	African	American	and	Latino	
children	and	youth	entered	schools	
where	 decisions	 regarding	 major	
foundational	 principles	 of	 schools	
already	had	been	made.	How	schools	
were	to	operate,	what	was	to	be	stud-
ied,	how	schooling	was	to	proceed,	
and	mores	and	values	and	ways	of	
doing	things	had	been	decided	long	
before	African	American	and	Latino	
children	and	youth	were	included	in	
the	American	system	of	education.	
African	 American	 and	 Latino	 chil-
dren	entered	schools	that	featured	a	
Euro-centric	approach	to	schooling	
and	curriculum.	There	was	no	time	to	
put	in	place	the	“welcome	mat”	and	to	
prepare	“the	welcome	table”	for	those	
who	were	not	just	coming	to	visit	but	
for	those	who	were	coming	to	school	
to	stay.	
	 	 Today,	 the	 students	 who	 are	
least	likely	to	be	nominated	and	rep-
resented	in	classes	for	the	gifted	are	

the	grandchildren	of	the	students	of	
the	1950s	and	1960s	who	were	first	
to	be	involved	in	the	desegregation	
of	schools.	These	underserved,	spe-
cial	populations,	subgroups,	bubble	
students	are	the	subjects	of	No	Child	
Left	Behind	and	the	achievement	gap.	
Geneva	Gay	(2002)	stated	that

.	 .	 .	 to	 date,	 U.S.	 education	
has	 not	 been	 very	 cultur-
ally	responsive	to	ethnically	
diverse	 students.	 Instead,	
these	 students	 have	 been	
expected	 to	 divorce	 them-
selves	from	their	cultures	and	
learn	according	to	European	
American	 cultural	 norms.	
This	 places	 them	 in	 double	
jeopardy—having	 to	 mas-
ter	the	academic	tasks	while	
functioning	 under	 cultural	
conditions	 unnatural	 (and	
often	unfamiliar)	to	them.

	 What	 is	 culturally	 responsive	
curriculum	and	instruction	and	what	
should	be	done	to	create	a	culturally	
responsive	learning	environment	in	
schools	 today?	 Gay	 defines	 cultur-
ally	responsive	teaching	as	“using	the	
cultural	characteristics,	experiences,	
and	perspectives	of	ethnically	diverse	
students	 as	 conduits	 for	 teaching	
them	more	effectively”	(Gay,	2000).	
A	closer	connection	between	the	cul-
ture	of	the	students	we	teach	and	the	
curriculum	that	 teaches	will	 result	
in	students	who	will	learn	from	that	
curriculum;	the	students	will	manifest	
the	desired	achievement	and	the	gifts	
and	talents	that	are	there	will	flourish.	
Identification	of	those	gifts	and	tal-
ents	by	culturally	competent	teachers	
will	be	the	outcome.	
	 	Curriculum	is	defined	as	all	of	
those	things	that	occur	under	the	aus-
pices	of	the	school	(Hass,	1989).	This	
would	 include	both	 the	prescribed	
curriculum	 as	 well	 as	 the	 unwrit-
ten,	hidden	curriculum.	The	tangible,	
observable	curriculum	is	best	repre-
sented	by	the	textbook,	the	TEKS,	and	
lesson	plans.	The	curriculum	of	the	
hallway,	the	cafeteria,	the	pep	rally;	
the	curriculum	of	 the	school	clubs	

and	 organizations;	 the	 curriculum	
that	occurs	on	 the	 school	grounds	
during	recess	and	the	nonverbal	mes-
sages	conveyed	by	the	teachers	and	
other	school	personnel	are	examples	
of	the	hidden,	intangible,	curriculum.	
The	 hidden	 curriculum	 becomes	 a	
powerful	source	of	learning,	and	often	
whenever	there	is	a	conflict	between	
the	verbalized,	tangible	curriculum	
and	the	hidden	curriculum,	students	
will	place	more	credence	in	the	lat-
ter.	Gifted	culturally	diverse	students	
are	developing	perceptions	of	them-
selves	and	others	as	they	interact	with	
the	total	school	environment	(Banks,	
2008).	
	 A	culturally	responsive	learning	
environment	begins	with	a	culturally	
competent	teacher	who	is	a	learner,	a	
questioner,	a	responder	and	who	has	
a	relationship	with	her	students.	The	
culturally	competent	teacher	makes	
an	effort	to	understand	and	respect	
the	cultural	diversities	students	bring	
with	 them	to	school.	Multicultural	
education	 is	defined	as	developing	
an	 understanding	 and	 respect	 for	
diversities	of	all	kinds—the	young,	the	
old,	the	rich,	the	poor.	Multicultural	
understandings	embrace	racism,	sex-
ism,	bilingualism,	and	disability.	The	
culturally	 competent	 teacher	 has	
a	positive	view	of	herself	and	holds	
high	and	positive	expectations	of	her	
students.
	 The	culturally	competent	teacher	
is	aware	that	everyone	has	a	culture	
and	that	race,	color,	and	culture	count.	
The	culturally	competent	teacher	has	
spent	 time	 thinking	 about	 what	 it	
means	 to	 be	 “colorblind”	 and	 real-
izes	that	to	ignore	color	and	culture	
involves	ignoring	a	significant	part	of	
who	we	are	as	people.	In	the	classroom	
of	the	culturally	competent	teacher,	
the	 cultural	 background	 of	 writers,	
mathematicians,	scientists,	and	com-
posers	is	highlighted	and	compared	
and	contrasted	with	her	own	cultural	
background	and	that	of	the	students.	
In	 the	 classroom	 of	 the	 culturally	
competent	teacher,	the	words	Black,	
Latino,	Hispanic,	and	Asian	are	said	
when	describing	ones	cultural	back-
ground	and	in	those	cases	where	the	
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teacher	is	unsure	of	what	to	say,	the	
culturally	competent	teacher	is	not	
afraid	to	ask	or	to	find	out.	
	 As	bulletin	boards,	lesson	plans,	
assignments,	and	projects	are	devel-
oped	and	videos,	DVDs,	and	Internet	
sites	are	selected,	the	culturally	com-
petent	teacher	thinks	about	how	the	
student’s	community	and	aspects	of	
who	 they	 are	 can	 be	 brought	 into	
the	classroom	(Ovando,	2006).	Most	
importantly,	the	culturally	competent	
teacher	 is	 very	 aware	 of	 messages	
that	 he	 or	 she	 may	 communicate	
about	students	through	her	actions,	
choices,	 behavior,	 and	 the	 tone	 of	
her	voice.	The	culturally	competent	
teacher	looks	beneath	the	exterior	of	
each	student	and	finds	a	child	who	
wants	to	be	loved	and	who	wants	to	
excel.	How	a	child	responds	and	what	
a	child	says	are	looked	at	through	the	
lens	of	a	teacher	who	wonders	why	
those	things	were	said	or	done.	The	
teacher	looks	at	the	level	of	thinking	
behind	responses	and	gives	credence	
to	those	thoughts	(Rothstein-Fisch	&	
Trumbull,	2008).	Because	no	one	has	
“arrived”	when	 it	comes	to	cultural	
competence,	a	culturally	competent	
teacher	 is	 constantly	 experiencing	
and	seeking	out	training	in	cultural	
competence	and	how	to	be	a	more	
effective	 teacher	 of	 underserved	
populations.	
	 Resources	drawn	from	the	com-
munities	of	culturally	diverse	learn-
ers	can	be	 invaluable	 in	creating	a	
culturally	responsive	 learning	envi-
ronment.	Teachers	who	have	knowl-
edge	of	 these	resources	can	access	
mentors,	speakers,	tutors,	and	other	
volunteers	who	are	representative	of	
churches,	 recreation	 centers,	 local	
service	clubs,	and	organizations.	The	
National	Black	Accountants,	African	
American	sororities	and	fraternities,	
folklorico	dance	groups,	The	Links,	
and	 the	 NAACP	 are	 some	 of	 the	
national	resource	groups	with	local	
affiliates	that	have	as	their	mission	to	
serve	the	community.	Many	of	these	
organizations	fund	programs	to	assist	
children	and	youth	in	the	community	
with	 tutoring,	 college	 test	 prepara-
tion,	college	tours,	and	scholarship	

opportunities.	Culturally	competent	
teachers	know	how	to	partner	with	
other	community	groups	in	creating	
a	school	culture	that	is	responsive	and	
inclusive.

A	culturally	responsive	learning	
environment	 enables	 students	 to	
develop	understanding	and	respect	
for	diversities	of	all	kinds.	Diversities	
such	 as	 ageism,	 elitism,	 disability,	
bilingualism,	racism,	ethnicity,	sex-
ism,	 and	 even	 differences	 in	 view-
points	become	an	integral	part	of	the	
curriculum.	From	the	time	students	
step	 up	 to	 the	 schoolhouse	 door,	
enter	the	building,	and	walk	down	
the	hallway,	they	should	see	images	
of	 themselves	 on	 the	 walls	 of	 the	
corridors,	and	in	the	novels,	books,	
magazines,	and	media	of	the	library.	
Office	and	school	personnel	should	
reflect	 the	 diversity	 of	 the	 school.	
When	students	enter	the	classroom,	
further	visual	images	on	the	bulletin	
board,	in	the	teacher’s	lesson	plan,	in	
the	 textbooks,	
and	 on	 DVDs	
all	 announce	

“You	 are	 wel-
come	 here;	
we	 have	 been	
expecting	you,	
and	 we	 have	
planned	 for	
your	presence.”	
The	 teacher’s	
voice	 conveys	
that	she	knows	
the	 students,	
genuinely	cares	
about	 them,	
and	holds	high	
expectations	
of	the	students.	
Recruitment	
and	 retention	
of	 culturally	
different	gifted	
students	 are	
impacted	 by	
what	 students	
hear,	 see,	 feel,	
and	experience	
not	only	while	
in	 the	 gifted	
classroom	but	

throughout	the	school.	Middle	school	
and	high	school	culturally	different	
gifted	students	faced	with	choosing	
the	GT	program	and	isolation	from	
their	friends	may	weigh	the	cost	and	
sometimes	conclude	that	the	price	is	
just	too	great.	The	teacher’s	sincere,	
genuine	encouragement	to	remain	
in	the	program	can	be	invaluable	in	
helping	the	student	understand	the	
importance	of	joining	and	remaining	
in	the	GT	program.

	 The	 message	 from	 the	 media	
has	focused	on	a	deficit	model	of	the	
culturally	diverse	learner	emphasiz-
ing	what	the	learner	cannot	do.	The	
culturally	 competent	 teacher	 pro-
vides	the	counter	narrative	that	says,	

“Oh,	yes,	you	can	do	it;	let	me	show	
you	that	you	can,”	and	aggressively	
encourages	students	to	try	new	expe-
riences	 where	 their	 cultural	 group	
may	 be	 in	 the	 minority.	 Students	
are	strongly	encouraged	to	prepare	
projects	for	the	science	fair	compe-

What is Camp E=mc2?
We are an academically focused, 7 day, co-ed residential camp for 
gifted and talented students ages 9-15. Camp E=mc2 is a way for 
gifted and talented learners to be challenged through hands-on 
activities of their choice. Campers are encouraged to express their 
creativity and individualityin a variety of afternoon short sessions. 
Camp E=mc2 offers a wide range of subjects not typically offered 
in a regular classroom setting. In addition to the academic focus of 
Camp E=mc2, the camp offers group activities to help the campers 
develop a network of friends while enhancing socialization skills. 
Camp E=mc2 is a great place for campers to experience learning 
through fun!

Why Camp E=mc2?
Camp E=mc2 is a special and safe place for bright kids who enjoy 
hatching ideas and trying them out with special people (adults) who 
have never lost the curiosity and initiative to explore their world 
where science, technology and society interface. It’s a place where 
learning is fun and lasting.

   Camp Dates: July 6th-12th

   Fees: $500

www.campemc2.org
Camp E=mc2

5424 25th St
Lubbock, TX 79407

Contact: Joe Bullock
joebullock@sbcglobal.net
806-780-3709 (Day)
806-790-4541 (Evening)
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tition;	 join	 the	 academic	 pentath-
lon,	academic	decathlon,	or	debate	
club;	to	participate	in	other	school	
clubs	and	organizations;	and	to	take	
Advanced	Placement	classes.	Students	
are	encouraged	to	complete	school	
assignments	and	projects	addressing	
their	culture	and	their	community.	In	
an	effort	to	bridge	the	gap	between	
home,	 school,	 and	 the	 community,	
students	 are	 encouraged	 to	 write	
poetry,	 essays,	 and	 reports	 based	
on	leadership	and	issues	within	the	
students’	community.	School	clubs	
and	organizations	reflect	the	diver-
sity	of	the	school	with	the	addition	
of	a	Mariachi	Band,	Folklorico	dance	
groups,	Gospel	Choirs,	Step	Teams,	
and	soccer.	

Site-based	 committees,	 the	
Parent/Teacher	association,	college	
and	 career	 fairs	 and	 other	 school	
events	are	comprised	of	volunteers	
from	the	community	and	reflect	the	
diversity	 of	 the	 community.	 There	
is	 a	 sincere,	 consistent,	 on-going,	
aggressive	effort	made	to	meaning-
fully	involve	parents	and	families	of	
underserved	populations	in	the	school.	
Creative	 approaches	 to	 increasing	
attendance	at	parent/teacher	night,	
open	house,	and	at	other	family	night	
events	are	implemented	every	year.	

Principles	 of	 curriculum	 and	
instruction	that	characterize	schools	
today	developed	over	time.	The	post-
modern	view	of	schools	proposed	here	
will	not	occur	overnight.	However,	a	
move	in	a	proactive	direction	begins	
with	 conducting	 a	 self-assessment	
of	 how	 you	 perceive	 culture	 com-
pared	to	the	culture	of	your	students	
(Hernandez,	2001).	Think	about	your	
students	and	the	similarities	and	dif-
ferences	that	exist	between	you	and	
your	students,	and	eventually	look	at	
the	total	school	culture.	Think	about	
your	own	cultural	 identity	and	the	
micro-cultures	 of	 which	 you	 are	 a	
part.	Share	your	reflections	with	other	
colleagues	in	small	study	groups.	

Next,	take	a	look	at	your	classroom	
environment.	Look	at	what	you	teach	
and	how	you	teach.	Look	at	what	you	
do	well	and	what	can	be	improved	in	
relation	to	your	culturally	diverse	stu-

dents	(Hernandez,	2001).	Conduct	an	
analysis	of	what’s	in	place	that	needs	
to	be	maintained,	what	needs	to	be	
modified,	and	what	needs	to	be	elimi-
nated.	Then	consider	those	changes	
that	would	be	additions.	New	content	
and	approaches	to	your	curriculum	
may	come	about	over	time.	Involve	
your	students	in	doing	assignments	
that	will	result	 in	projects,	reading	
selections,	bulletin	board	ideas,	Web	
sites,	and	PowerPoint	presentations	
that	 can	be	added	 to	your	curricu-
lum.	Parents	can	be	helpful	in	build-
ing	files	of	multicultural	community	
resources.		

Next,	 look	 at	 the	 total	 school	
environment	 (Banks,	 2008).	 Take	
an	 informal	 look	 at	 your	 school’s	
culture.	 What	 images	 do	 you	 see	
on	the	walls	of	 the	halls,	 in	other	
teachers’	classrooms,	in	the	library,	
in	 the	 counselor’s	 office,	 and	 in	
the	cafeteria?	Check	your	referrals.	
Who’s	being	referred	and	why?	What	
extracurricular	activities	does	your	
school	 offer?	 What	 cultures	 par-
ticipate	in	which	organizations	and	
clubs?	Who	are	the	school	leaders?	
Who	are	the	parent	leaders?	Who	
does	not	participate	and	why?	What	
performance	 selections	 are	 being	
made	by	the	directors	of	the	choir,	
the	band,	and	the	theater	group?	To	
what	 extent	 does	 the	 curriculum	
of	your	school	reflect	the	cultural	
diversity	of	your	school?	What	revi-
sions	and	changes	need	to	be	made?	
Answers	to	the	challenges	of	recruit-
ment,	identification,	and	retention	
of	our	gifted	culturally	diverse	stu-
dents	may	be	uncovered	as	curricu-
lum	is	analyzed,	revised,	reformed	
and	thereby	becomes	more	cultur-
ally	responsive.	
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The	demographic	makeup	of	the	
United	 States	 population	 has	
been	changing	dramatically	over	

recent	years	with	the	Hispanic	popu-
lation	growing	at	such	high	rates	that,	
by	the	year	2030,	Hispanics	will	con-
tribute	to	45%	of	the	nation’s	popula-
tion	growth	(Day,	2001).	According	
to	 the	 U.S.	 Census	 Bureau	 (2002),	
Hispanics	accounted	for	40%	of	the	
population	growth	between	1990	and	
2000.	In	addition,	the	Census	found	
that	 28	 million	 U.	 S.	 residents	 age	
5	and	older	spoke	Spanish	at	home.	
Many	school	districts	that	formerly	
had	lower	numbers	of	Hispanics	in	
their	schools	have	had	to	reevaluate	

their	 educational	 services	 and	 pro-
grams	in	order	to	accommodate	the	
changes	in	their	student	population	
(see	Table	1).	

As	 the	 growth	 of	 the	 Hispanic	
population	 continues,	 the	 popula-
tion	 of	 English	 language	 learners	
(ELLs)	increases.	ELLs	are	students	
who	have	a	home	language	other	than	
English,	and	are	learning	English	in	
the	school	environment.	When	ELLs	
enter	public	schools	in	the	U.S.,	they	
are	typically	enrolled	in	either	a	tran-
sitional	 bilingual	 education	 (TBE)	
program	or	English	as	a	second	lan-
guage	 (ESL)	 program.	 Most	 TBE	
programs	 are	 designed	 to	 educate	

ELLs	by	using	their	native	language	
to	transition	to	the	second	language,	
English.	The	ESL	programs	strictly	use	
English	instruction	in	the	classroom.	
In	both	types	of	programs,	different	
language	instructional	strategies	are	
used	to	ensure	comprehension	of	the	
academic	curriculum.	

Bilingual and ESl  
Education Programs

According	to	Chapter	29	of	the	
Texas	Education	Code	(TEC),	school	
districts	that	have	more	than	20	stu-
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dents	in	one	grade	level	classified	as	
limited	English	proficient	(LEP)1	must	
offer	bilingual	education	or	a	special	
language	development	program	for	
that	particular	group.	The	two	most	
common	language	development	pro-
grams	for	ELLs	in	Texas	are	TBE	and	
ESL.	Once	the	school	identifies	the	
student	as	ELL,	he	or	she	generally	
enrolls	 in	either	a	TBE	or	ESL	pro-
gram	(Bernal,	2000).	Generally,	most	
bilingual	programs	implemented	in	
public	schools	have	been	transitional	
in	format,	where	the	ELL	is	moved	
through	the	language	development	
program	as	quickly	as	possible	and	
into	the	mainstream	classroom	with-
out	maintaining	the	child’s	native	lan-
guage	(Kloosterman,	1998;	Ovando,	
Combs,	&	Collier,	2006).	

Gifted and Talented 
Education

Educators,	 policy	 makers,	 and	
researchers	have	debated	the	defini-
tion	of	giftedness	(Ford	&	Grantham,	
2003;	Irby	&	Lara-Alecio,	1996;	Valdés,	
2003).	The	method	by	which	schools	
identify	potentially	gifted	 students	
centers	on	the	definition	of	giftedness	
adopted	by	that	educational	institu-
tion.	Ford	and	Grantham	reported	
that	the	federal	government	has	used	
numerous	definitions	of	giftedness	
throughout	 the	 years.	 In	 addition,	
the	 federal	definition	of	giftedness	
utilized	 throughout	 the	 years	 has	

affected	the	identification	of	minor-
ity	gifted	students	(Ford	&	Trotman,	
2001).

The	 Jacob	 K.	 Javits	 Gifted	 and	
Talented	Students	Act	of	1988	asserted	
that	“outstanding	talents	are	present	
in	children	and	youth	from	all	cultural	
groups,	 across	 all	 economic	 strata,	
and	in	all	areas	of	human	endeavor”	
(U.S.	Department	of	Education,	1993,	
p.	26).	The	Department	of	Education	
(1993)	 defined	 gifted	 and	 talented	
in National Excellence: The Case for 
Developing America’s Talent	as:

children	and	youth	with	out-
standing	talent	performance	
or	 who	 show	 the	 potential	
for	performing	at	remarkably	
high	 levels	 of	 accomplish-
ment	when	compared	with	
others	 of	 their	 age,	 experi-
ence,	or	environment.	These	
children	 and	 youth	 exhibit	
high	performance	capability	
in	intellectual,	creative,	and/
or	artistic	areas,	possess	an	
unusual	leadership	capacity,	
or	excel	in	specific	academic	
fields.	(p.	26)

Even	though	most	definitions	involve	
the	concept	of	intelligence	determined	
by	 IQ	 scores,	 the	 above	 definition	
centers	on	talent	and	the	potential	to	
have	talent.	This	definition	incorpo-
rates	a	new	element	of	giftedness,	the	
identification	and	nurturing	of	poten-
tial	talent.	

GT hispanic Ells
Giftedness	 in	 ELLs	 needs	 a	

unique	 definition	 that	 is	 specific	
to	 the	 population’s	 characteristics.	
Renzulli	(1999)	offered	a	definition	
of	giftedness	that	encompasses	more	
than	 intelligence	 as	 measured	 by	
assessments.	Renzulli	defined	gifted	
children	as	those	that	have	or	have	
the	 potential	 to	 have	 three	 distin-
guished	traits:	above-average	ability,	
task	commitment,	and	creativity.	He	
explained	his	definition	by	demon-
strating	its	main	components	with	a	
Venn	diagram.	This	figure	displayed	
the	dynamics,	change,	and	interaction	
between	the	identifiable	three	com-
ponents.	Renzulli	explained	that	indi-
viduals	do	not	need	to	simultaneously	
exhibit	these	three	traits,	but	more	
readily	have	the	capability	of	foster-
ing	these	characteristics.	Although	
these	characteristics	are	distinct,	they	
overlap	and	interact	with	each	other.	
The	instrument	used	in	our	study,	the	
Hispanic	Bilingual	Gifted	Screening	
Instrument	(HBGSI),	may	be	reflec-
tive	of	Renzulli’s	definition	of	gifted-
ness;	however,	Lara-Alecio	and	Irby	
(2000)	broadened	this	definition	in	
order	to	focus	on	Hispanic	bilingual	
giftedness	which	includes	socio-lin-
guistic-cultural	characteristics.	The	
broadened	definition	is	depicted	in	
the	model	 in	Figure	1,	 and	accord-
ing	to	Lara-Alecio	and	Irby	(2000)	is	
more	considerate	of	Hispanic	bilin-
gual	ELLs	realities.	

Castellano	 (1998)	 similarly	
described	gifted	Hispanic	children	
as	students	who	can	easily	acquire	
English	and	use	it	expressively;	are	
leaders	 in	 their	 group;	 have	 older	
playmates;	and	are	dramatic,	imagi-
native,	 responsible,	 and	 streetwise.	
Many	gifted	traits	found	among	gifted	
Hispanic	ELLs	correspond	to	 their	
cultural	background	

It	 is	 essential	 that	 educators	
understand	the	specific	characteris-
tics	of	gifted	ELLs,	because	a	num-
ber	of	those	characteristics	contradict	
those	of	mainstream	giftedness	(Lara-
Alecio	&	Irby,	2000).	For	example,	the	

table 1 
u.s. projected population by race: 

2000–2050
Race 2000 2010 2020 2030 2040 2050

White,	non-Hispanic 69.2% 65.1% 61.3% 57.5% 53.7% 50.1%
African	American 12.5% 13.1% 13.5% 13.9% 14.3% 14.6%
Hispanic	(of	any	race) 12.5% 15.5% 17.8% 20.1% 22.3% 24.4%
Asian 	3.5% 	4.6% 	5.4% 	6.2% 	7.1% 	8.0%
Other	races 	2.6% 	3.0% 	3.5% 	4.1% 	4.7% 	5.3%

Note. From	 the	 U.S.	 Census	 Bureau	 Web	 site	 report	 of	 2004,	 http://www.census.
gov/ipc/www/usinterimproj
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attribute	of	having	respect	for	author-
ity	figures	is	not	typically	considered	a	
gifted	trait.	This	is	because	most	gifted	
checklists	include	nonconformity	or	
questioning	 of	 authority	 as	 charac-
teristics	of	giftedness	 (Lara-Alecio,	
Irby,	&	Walker,	2008).	Therefore,	most	
teachers	who	have	had	background	
in	observing	mainstream	giftedness	
when	observing	ELLs	with	conformity	
or	respect	for	authority	may	not	con-
sider	them	gifted	since	it	goes	against	
the	norm	of	giftedness.

GT Programs 
Between	the	Census	in	1990	and	

the	one	in	2000,	the	percentage	of	stu-
dents	categorized	as	ELLs	increased	
an	estimated	105%	compared	to	the	
general	school	population,	which	only	
increased	12%	(Neufeld,	Amendum,	
Fitzgerald,	&	Guthrie,	2006).	As	more	
culturally	and	linguistically	diverse	
students	enroll	 in	our	nation’s	pub-
lic	schools,	local	programs	must	be	
prepared	to	identify	and	educate	the	
GT	among	those	diverse	groups,	par-
ticularly	among	ELLs.	Additionally,	
school	districts	need	to	comprehend	
that	addressing	these	issues	of	iden-
tification	 and	 education	 for	 these	
groups	will	 require	more	 than	one	
or	two	simple	adjustments	to	their	
current	policies	and	procedures.	The	
restructuring	of	the	GT	program	will	
call	for	a	strong	focus	on	educating	
and	informing	teachers,	parents,	and	
the	community	about	the	character-
istics	 and	 identification	 process	 of	
gifted	ELLs	(Grantham,	2002).

As	 the	 Hispanic	 student	 popu-
lation	 increased	 during	 the	 1990s,	
the	number	of	identified	gifted	and	
talented	students	were	underrepre-
sented	 in	 GT	 programs.	 In	 fact,	 it	
was	noted	that	nationally,	Hispanics	
were	 less	 than	 half	 as	 likely	 to	 be	
enrolled	in	GT	programs	compared	
to	their	White	counterparts	(Kohler	
&	Lazarin,	2007).	This	suggests	that	
the	identification	and	assessment	pro-
cess	for	ELLs	has	not	been	effective	
in	placing	students	in	appropriate	GT	

educational	programs.	Additionally,	
most	methods	for	identifying	gifted	
students	 in	 public	 schools	 were	
developed	 for	 middle-class	 native	
English	speakers	(Ford	&	Grantham,	
2003).	Perhaps	it	is	biased	identifica-
tion	procedures	that	have	led	to	an	
underrepresentation	of	ELLs	in	gifted	
programs.	

GT	programs	 in	Texas	provide	
service	to	students	who	perform	or	
show	the	potential	to	perform	at	an	
extraordinarily	high	level	of	accom-
plishment	in	relation	to	students	of	
similar	age,	experience,	or	environ-
ment	(Texas	Education	Agency,	2000).	
Schools	are	advised	to	have	an	equal	
representation	of	diverse	groups	iden-
tified	for	GT	services	by	the	Texas	

Education	Agency	(TEA),	and	TEA	
recognizes	the	need	to	serve	a	diverse	
student	 population	 in	 special	 pro-
grams.	Table	2	indicates	the	numbers	
of	GT	students	by	ethnicity	served	in	
Texas	between	2004	and	2006.

Significance of the Study 
and Guiding Question
The	 exponential	 growth	 of	 the	

Hispanic	student	population	and	the	
controversial	educational	 issue	sur-
rounding	the	assessment	of	Hispanic	
ELLs	are	the	two	fundamental	reasons	
for	our	study.	Due	to	the	uncertainty	
and	ambiguity	surrounding	how	to	

fiGure 1. Irby	and	Lara-Alecio	(2000)	broadened	definition	of	
Hispanic	bilingual	giftedness.	

Above
Average
I.Q. Creativity

Task
Commitment

table 2 
enrollment in Gt proGrams in texas by ethnicity

2004–2005 2005–2006

Ethnicity
Total	

population
Percentage	

served	in	GT
Total	

population
Percentage	

served	in	GT
African	Am 28,526 8.4% 28,452 8.3%
Asian 20,824 6.2% 22,502 6.6%
Hispanic 106,154 31.4% 110,877 32.4%
Native	Am 1,001 0.3% 1,050 0.3%
White 181,167 53.7% 179,488 52.4%

Note: From	the	TEA	Web	site,	http://www.tea.state.tx.us
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assess	 the	 escalating	 Hispanic	 stu-
dent	population,	the	underrepresen-
tation	of	Hispanics	in	GT	programs	
has	developed	into	a	critical	educa-
tional	concern	(Bernal,	2002;	Irby	&	
Lara-Alecio,	1996;	Ortiz	&	Gonzalez,	
1998).	There	exists	a	need	to	address	
and	improve	the	identification	pro-
cess	for	gifted	Hispanic	students	in	
today’s	public	schools.	

The	overarching	purpose	of	our	
study	was	to	provide	information	for	
improving	the	identification	process	
for	young	culturally	and	linguistically	
different	students.	More	specifically,	
we	 sought	 to	 investigate	 the	 cor-
relation	 between	 Hispanic	 kinder-
garten	 students’	 performances	 on	
language	proficiency	as	measured	by	
the	Woodcock	Language	Proficiency	
Battery-Revised	(WLPB-R)	selected	
subtests,	 nonverbal	 ability	 as	 mea-
sured	 by	 the	 Naglieri	 Nonverbal	
Ability	Test	(NNAT),	and	the	Hispanic	
Bilingual	Gifted	Screening	Instrument	
(HBGSI).	The	guiding	research	ques-
tion	for	the	study	was	as	follows:	To	
what	extent	is	the	HBGSI	related	to	
the	NNAT	and	WLPB-R	at	the	kin-
dergarten	level?

Methodology
The	school	district	 from	which	

our	 archival	 data	 were	 examined	
was	 located	 in	 Houston,	 TX,	 and	
included	data	on	a	total	of	778	native	
Spanish-speaking	kindergarten	male	

and	female	5-	and	6-year-old	students	
identified	as	ELLs.	All	of	the	students	
were	enrolled	in	either	a	late-exit	TBE	
program	or	an	ESL	program	in	the	
academic	school	year	of	2004–2005	
and	had	participated	 in	a	 federally	
funded	 grant	 titled	 Project	 ELLA2	
implemented	in	District	A.

Procedures
Quantitative	data	were	analyzed	

using	a	series	of	student	assessments	
including	 the	 Naglieri	 Nonverbal	
Ability	 Test	 (Naglieri,	 1997),	 the	
Woodcock	 Language	 Proficiency	
Battery-Revised	(Woodcock,	1991),	
and	 the	 Hispanic	 Bilingual	 Gifted	
Screening	Instrument	(Irby	&	Lara-
Alecio,	1996).	The	NNAT	is	an	assess-
ment	designed	to	give	a	concise	but	
reliable	and	valid	nonverbal	appraisal	
of	general	ability	for	children	ages	5	to	
17	years	of	age.	The	NNAT	has	been	
utilized	as	an	identification	tool	for	
finding	 gifted	 children,	 especially	
those	who	are	culturally	and	linguis-
tically	diverse	(Naglieri,	1997).	The	
WLPB-R	 is	 a	 collective	 set	 of	 indi-
vidually	 administered	 assessments	
for	quantifying	abilities	and	progress	
in	oral	language,	reading,	and	written	
language	(Woodcock,	1991).

The	HBGSI	was	the	only	assess-
ment	 completed	 by	 the	 classroom	
teacher.	The	HBGSI,	created	by	Irby	
and	 Lara-Alecio	 (1996)	 and	 sub-
sequently	 studied	 for	 validity	 and	
reliability	 in	 scores,	 was	 designed	

to	screen	Hispanic	ELL	students	in	
grades	kindergarten	through	fourth	
grade	for	eligibility	in	GT	programs.	
The	primary	purpose	of	the	HBGSI3	
is	as	a	screening	instrument	to	deter-
mine	 if	 further	 testing	 for	GT	pro-
grams	is	required.	

results and discussion
In	this	study,	we	were	interested	

in	 to	 what	 extent	 the	 HBGSI,	 the	
NNAT,	and	 the	WLPB-R	were	cor-
related	and	the	extent	to	which	that	
information	could	be	used	 in	 iden-
tifying	gifted	kindergarten	Hispanic	
ELLs.	 The	 HBGSI	 and	 the	 NNAT	
were	significantly	correlated	at	p <	.01.	
Additionally,	 there	 were	 statistical	
correlations	between	the	English	and	
Spanish	WLPB-R	and	the	HGBSI	with	
significance	levels	ranging	between		
p <	.01	and	p <	.05.4	

A	highly	culturally	relevant	instru-
ment	 recommended	 to	 be	 admin-
istered	 by	 the	 classroom	 teacher	
was	the	HBGSI	(Irby	&	Lara-Alecio,	
2003).	The	use	of	the	HBGSI	appears	
as	a	valid	recommendation	for	teach-
ers	in	identifying	Hispanic	ELLs	for	
gifted	classrooms,	particularly	since	
Slocumb	and	Olenchak	(2006)	sug-
gested	to	base	the	student	ratings	on	
the	 teacher’s	observations	and	per-
ceptions	and	not	on	inferences.	

Teachers	completing	the	HBGSI	
need	to	be	aware	of	the	gifted	char-
acteristics	 of	 the	 specific	 ethnic/	
language	group	before	completing	it.	
Therefore,	 teachers	need	to	partici-
pate	in	intensive	training	in	Hispanic	
ELL	gifted	characteristics	in	order	to	
gain	the	background	knowledge	nec-
essary	 to	better	 identify	 the	poten-
tially	gifted	within	 this	population.	
In	Texas,	teachers	need	to	attain	30	
hours	of	GT	training	in	order	to	be	
certified	to	teach	gifted	students.	We	
recommend	 that	 part	 of	 this	 train-
ing	include	characteristics	specific	to	
Hispanic	ELLs.

Our	study	demonstrated	that	the	
HBGSI	screening	instrument	can	be	
utilized	along	with	 the	NNAT	and	

as more culturally and 
linGuistically diverse students 
enroll in our nation’s public schools, local 
proGrams must be prepared to identify and 
educate the Gt amonG those diverse Groups, 
particularly amonG ells.



2�Spring 2008 • Tempo • Texas Association for the Gifted and Talented

the	 WLPB-R	 (Spanish	 and	 English	
subtests	 of	 Picture	 Vocabulary,	
Listening	Comprehension,	and	Verbal	
Analogy)	 to	 better	 identify	 young	
gifted	Hispanic	ELLs	at	the	kinder-
garten	level.	Although	the	HBGSI	is	
a	screening	instrument,	we	are	pro-
posing	the	total	score	may	be	used	in	
a	GT	identification	matrix	as	a	quali-
tative	teacher	observation	measure.	
Therefore,	school	districts	that	incor-
porate	the	HBGSI	into	their	 identi-
fication	process	of	GT	for	ELLs	may	
better	 identify	 the	gifted	 from	this	
population.	
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	 1	 	 The	 Texas	 Education	 Code	
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paper.
	 2	 	 Project	 ELLA,	 Institute	 of	
Education	Sciences	Grant	#R305PO30032,	
was	a	federal	grant	awarded	to	Texas	A&M	
University,	Sam	Houston	State	University,	
and	Southern	Methodist	University	by	
the	U.S.	Department	of	Education,	IES.
	 3	 	A	full	description	of	the	11	clus-
ters	can	be	found	in	the	Tempo,	Winter	
2008	 issue,	 in	 an	 article	 by	 Irby,	 Lara-
Alecio,	and	Walker.
	 4	 	For	more	 information	regard-
ing	 the	 statistical	 analysis	 and	 results,	
the	 reader	 may	 visit	 http://www.
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“S ome people like to say that all 
children are gifted. Actually, 
all children are a gift but only 

some children exhibit gifted poten-
tial when learning. Gifted potential 
means a child learns at a faster pace 
(with minimum repetition) and a 
higher level (with more complex and 
in-depth ideas). Children with gifted 
potential are not more valued; they 
just learn differently and need nurtur-
ing to experience continuous learning.” 

—Bertie	Kingore

Many	of	today’s	students	come	to	
school	from	a	stimulating	home	envi-
ronment,	but	many	are	not	afforded	
rich	experiences	at	home	or	in	pre-
school.	What	do	we	as	educators	do	
about	the	children	who	lack	many	of	
these	opportunities?	When	looking	for	
talents,	how	do	we	ensure	that	we	are	
measuring	potential	and	not	merely	
identifying	kids	with	previous	oppor-
tunities?	The	Kingore	Observation	
Inventory	(KOI;	Kingore,	2001)	pro-
vides	a	springboard	for	opportunities.	
Additionally,	 it	 empowers	 teachers	
with	a	common	language	and	a	for-
mat	for	identifying	high-ability	poten-
tial.	The	implementation	of	the	KOI	
enabled	an	Indianapolis	school	dis-
trict	to	increase	the	proportionality	
of	underrepresented	populations	in	
their	high-ability	programming.

The	Metropolitan	School	District	
of	Wayne	Township,	an	urban-sub-
urban	school	district	in	Indianapolis,	
serves	 a	 diverse	 population	 of	
approximately	15,000	students.	The	
demographics	reflect	more	than	52%	
free/reduced	lunch	and	approximately	
50%	 minority	 students.	 The	 town-
ship	offers	a	continuum	of	services	
for	high-ability	students,	 including	
self-contained	 services	 for	 identi-
fied	students	in	grades	3	through	6,	
called	the	Horizons	Program.	Over	
the	last	few	years,	the	district	demo-
graphics	reflect	steady	increases	in	
free/reduced	 lunch	coupled	with	a	
greater	minority	enrollment.	However,	
students	 identified	 as	 high	 ability	
remained	predominately	White,	paid	
lunch	students.	The	National	Research	
Council	(NRC)	concluded	that	if	we	
are	 to	 provide	 equitable	 access	 to	
high-level	services	and	programs,	we	
must	address	the	striking	patterns	of	
disproportionality	that	exist	in	gifted	
programs	and	services	in	all	parts	of	
our	country	(NRC,	2002).

In	an	effort	to	level	the	playing	
field	 of	 opportunity	 and	 to	 estab-
lish	equitable	access	to	high-ability	
programming,	 the	 MSD	 of	 Wayne	
Township	 reviewed	 its	 identifica-
tion	procedures	for	high-ability	pro-
gramming.	Instruments	designed	to	
involve	 regular	 education	 teachers	

and	 to	 specifically	 identify	 under-
served	populations	were	researched.	
Tomlinson	and	Biggs	(2004)	state	that	
identification	of	high	potential	must	
be	implemented	in	a	way	that	is	boldly	
inclusive	of	a	broader	range	of	abilities	
in	a	broader	range	of	cultural	groups	
(Tomlinson	et	al.,	2004,	p.	218).	The	
Kingore	Observation	Inventory	pro-
vides	such	an	instrument.	

The KOI: A Tool for 
Both Identification and 

Instruction
The	KOI	is	an	easy-to-use	assess-

ment	and	differentiation	process.	It	
enables	teachers	to	enrich	the	learn-
ing	 environment	 for	 all	 children	
while	identifying	gifted	and	talented	
students.	The	KOI	increases	teach-
ers’	effectiveness	in	identifying	and	
differentiating	 instruction	 for	 the	
students	 with	 gifted	 potential.	 It	
enables	teachers	to	look	for	students’	
response	patterns	over	time,	to	pro-
vide	an	ongoing	series	of	enriched	
learning	opportunities	to	all	students,	
and	 to	 implement	 standards	 for	
observations	to	document	teachers’	
insights	 about	 their	 students.	 The	
process	helps	to	initiate	appropriate	
differentiation	in	the	classroom	for	

the kinGore  
observation inventory

A Springboard for Underserved Populations
by Susan Brady
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students	whose	learning	responses	
exceed	the	expectations	of	the	core	
curriculum	(Kingore,	2008).

The	 KOI	 resource	 manual	 con-
tains	procedures	for	using	the	forms,	
interpretation	 of	 results,	 and	 tech-
niques	to	develop	instructional	con-
nections.	 For	 example,	 “Question	
That”	is	an	interactive	chart	or	bulletin	
board	inviting	students	to	think	and	
question	(The	Kingore	Observation	
Inventory,	p.	90).	Preparation	is	mini-
mal	and	every	student	has	the	oppor-
tunity	to	write	an	appropriate	question	
to	the	day’s	answer.	This	activity	can	
be	connected	to	a	topic	of	study	by	
using	 concept	 words,	 terminology,	
locations,	or	people	related	to	that	
topic.	Also	included	in	the	manual	are	
activities	to	nurture	and	encourage	
gifted	behaviors,	literature	activities	
to	 encourage	 high-level	 responses,	
and	an	annotated	bibliography	corre-
lated	to	the	KOI	categories.	Kingore’s	
seven	categories	of	gifted	character-
istics	 include	 advanced	 language,	
analytical	 thinking,	 meaning	 moti-
vation,	perspective,	sense	of	humor,	
sensitivity,	and	accelerated	learning.	
An	example	is	“Draw	Starts”	that	are	
incomplete	drawings	used	to	prompt	
students’	 perspective	 and	 analysis	
(The	Kingore	Observation	Inventory,	
pp.	94–95).	“Draw	Starts”	can	be	used	
to	encourage	diverse	 ideas	but	can	
also	relate	to	content.	“Draw	Starts”	
are	particularly	effective	with	diverse	
cultures	since	they	are	not	language-
based.	“Number	Challenge”	combines	
mathematical	operations	with	logic	
and	is	designed	to	evoke	analytical	
thinking.	Students	must	determine	for	
themselves	which	numbers	to	record	
on	 a	 game	 board	 before	 they	 play	
the	game.	By	altering	the	directions,	
teachers	can	differentiate	the	game	
from	simple	to	complex	operations.	
Finally,	a	teacher	favorite	is	“Alphabet	
Time”	 (The	 Kingore	 Observation	
Inventory,	p.	79).	It	 is	a	vocabulary	
and	informational	organizer	for	any	
topic.	Teachers	use	“Alphabet	Time”	
to	 encourage	 advanced	 vocabulary	
while	reinforcing	proficiencies	such	as	
summarizing	and	research	skills.	The	
KOI	manual	contains	more	than	70	

ideas	appropriate	for	elementary	stu-
dents	and	requiring	minimal	teacher	
preparation.	

Implementation  
of the Inventory

In	Wayne	Township,	the	KOI	was	
introduced	in	the	winter	of	2005	as	
a	part	of	 the	screening	process	 for	
high-ability	 students.	 At	 that	 time,	
the	Horizons	grade	3	class	was	75%	
White	and	67%	paid	lunch.	Typically,	
neither	the	talent	pool	nor	the	pro-
gram	included	many	students	from	
underserved	populations.	At	grade	2,	
all	students	are	screened	for	possible	
placement;	therefore,	second-grade	
teachers	 throughout	 the	 district	
were	 targeted	 for	 initial	 implemen-
tation.	 Coleman	 (2005)	 states	 that	
the	 complexities	 of	 these	 students	
and	their	circumstances	can	make	it	
harder	to	see	their	gifts	and	talents,	
and	this	is	why	the	teacher’s	eyes	are	
the	key	(Coleman,	2005).	The	initial	
implementation	involved	professional	
development	 and	 data	 collection.	
Since	2005,	implementation	contin-
ues	to	deepen	through	extensive	pro-
fessional	development,	collaborative	
planning	 time,	 a	 lesson/idea	 bank,	
weekly	 logs,	 classroom	 visits,	 and	
increased	data	analysis.

KOI Professional 
development

In	 the	 winter	 of	 2005,	 approxi-
mately	 45	 second-grade	 teachers	
participated	in	professional	develop-
ment	led	by	the	district	coordinator.	
Training	consisted	of	an	hour	and	a	
half	workshop	plus	a	resource	note-
book	for	teachers	to	reference	after	the	
training.	During	the	training,	teach-
ers	learned	about	the	characteristics	
of	high-ability	potential,	the	signifi-
cance	of	early	identification,	and	the	
importance	of	providing	opportuni-
ties	for	enrichment.	The	procedure	for	
administering	the	inventory	was	also	
explained.	Teachers	were	provided	

with	a	variety	of	strategies	followed	
by	collaborative	planning	time,	dur-
ing	which	they	selected	enrichment	
activities	to	embed	in	their	plans	over	
a	3-week	period	of	time.	The	teach-
ers	then	made	observations	for	a	sub-
scribed	3-week	period.

The	need	to	look	within	a	clus-
ter	classroom	filled	with	aver-
age,	below	average,	low	and	
special	 education	 students	
seemed	to	be	an	unnecessary	
task. Upon	implementation	
of	 just	a	 few	KOI	activities,	
specific	 student	 responses	
were	 noticed	 immediately.	
(Donna,	 Teacher,	 North	
Wayne	Elementary	School)

During	the	second	year,	the	coor-
dinator	feared	implementation	might	
become	scattered.	She	was	concerned	
about	rumors	of	inconsistent	applica-
tion	and	a	misunderstanding	of	the	
instrument.	 Professional	 develop-
ment	remained	similar	to	year	one	but	
was	expanded	to	include	administra-
tors.	The	teacher	audience	consisted	
of	some	returnees	from	year	one	but	
also	 many	 new	 faces.	 Professional	
development	 for	 all	 second-grade	
teachers	 included	 reinforcement	
of	 the	 purpose	 of	 the	 instrument	
and	 the	 timeline	 for	 the	 inventory.	
Characteristics	 of	 gifted	 potential,	
strategies	for	enrichment,	and	inte-
gration	of	activities	were	reinforced	
and	extended.	Teachers	were	required	
to	integrate	at	least	two	of	the	Kingore	
strategies	during	the	3-week	observa-
tion	window.	

Using	KOI	has	forced	me	to	
not	assume	and	label	specific	
children.	I	am	constantly	and	
pleasantly	 surprised	 at	 the	
higher	quality	of	work	that	I	
see	all	of	my	students	accom-
plish	 (high	 ability	 and	 aver-
age	students).	I	believe	that	
these	activities	challenge	all	
students,	including	myself,	to	

“raise	their	game”	to	the	next	
level.	(Becky,	Teacher,	North	
Wayne	Elementary)
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Additionally,	 the	 coordinator	
shared	the	data	 indicating	that	the	
demographics	 of	 the	 talent	 pool	
were	becoming	similar	to	the	district	
demographics.	The	data	validated	the	
role	of	the	regular	education	teacher	
in	the	identification	process.	Finally,	
administrators	at	each	of	the	11	ele-
mentary	schools	received	an	abbrevi-
ated	training	to	gain	understanding	of	
the	inventory	and	to	enable	them	to	
provide	support	for	their	teachers.	

Mary	Ruth	Coleman,	Ph.D.,	Past	
President,	 Council	 for	 Exceptional	
Children,	 stated	 that	 as	 teachers	
observe	their	children’s	success	with	
challenging	materials	and	activities,	
their	view	of	their	students	naturally	
changes	from	“at	risk”	to	an	“at	poten-
tial”	framework	(Coleman,	2005).	By	
engaging	in	workshops	focused	on	
teacher	 voices,	 participants	 grew	
more	comfortable	with	the	inventory.	
The	coordinator	shared	the	exciting	
news	that	the	talent	pool	was	nearly	
a	mirror	image	of	the	district	demo-
graphics.	Teachers	realized	their	value	
in	the	identification	process.	In	addi-
tion	to	a	quick	review	of	the	inven-
tory,	teachers	shared	their	successes	
including	student	work,	lesson	plans	
ideas,	 and	 changes	 in	 their	 teach-
ing	practices	as	well	as	shifts	in	their	
philosophy:

“KOI	activities	have	become	
a	part	of	our	daily	schedule.	
KOI	 activities	 have	 com-
pletely	 changed	 the	 way	 I	
teach	 all	 day.	 Our	 guided	
reading	on-your-own	centers	
have	become	KOI	activities	
(i.e.	draw	starts,	thinking	puz-
zles,	ABC	starts).	As	a	teacher,	
a	great	part	about	implement-
ing	KOI	activities	is	that	the	
activities	are	low-prep.	Once	
an	 activity	 is	 modeled	 and	
practiced,	 it	 can	 easily	 be	
implemented	and	modified	
all	year	long.”	Becky,	Teacher,	
North	Wayne	Elementary

In	January	2008,	Dr.	Kingore	was	
contracted	by	the	township	to	lead	
the	professional	development	for	the	

second-grade	 teachers.	 The	 teach-
ers	were	delighted	to	have	the	actual	
author	of	the	Kingore	Observation	
Inventory	as	their	presenter.	All	sec-
ond-grade	teachers	worked	with	Dr.	
Kingore	for	a	3-hour	period	of	time.	
Groups	were	small	and	designed	to	
contain	teams	or	partners	of	teachers	
from	specific	schools.	Teachers	left	
the	workshop	armed	with	even	more	
strategies,	 increased	 enthusiasm,	
renewed	confidence	in	differentiation,	
and	ideas	for	immediate	application.	
One	hundred	percent	of	the	second-
grade	teachers	attended	one	of	four	
workshops.	

data-driven district
The	MSD	of	Wayne	Township	is	a	

data-driven	school	district.	Few	deci-
sions	are	made	without	support	from	
research	and	data.	The	KOI	provides	a	
locally	normed	instrument	to	include	
with	other	data	sources	when	deter-
mining	 the	 high-ability	 talent	 pool.	
Once	teachers	complete	their	observa-
tions	and	tally	identified	behaviors,	the	
coordinator	formulates	local	norms	
by	 following	 the	 simple	 directions	
included	with	the	instrument.	The	KOI	
scores	are	included	in	the	talent	pool	
database	as	one	of	the	many	criteria	
that	includes	both	norm-	and	criterion-
referenced	measures.	

During	 the	 first	 year	 of	 imple-
mentation,	 the	 program	 coordina-
tor	was	concerned	about	the	validity	
of	the	instrument.	Because	no	one	
score	confirms	or	denies	placement,	
student	data	were	sorted	both	with	
and	without	KOI	scores.	More	than	
1,100	students	were	screened	and	192	
obtained	a	KOI	score,	meaning	the	
teachers	had	observed	gifted	potential	
in	approximately	18%	of	the	students	
at	grade	2.	Of	the	top	50	students	(t-
score	rank),	only	3	had	no	KOI	score.	
As	a	result,	the	coordinator	concluded	
that	the	teachers’	observations	were	
quite	reliable.	

The	second	year	of	data	provided	
pleasant	 surprises.	 The	 talent	 pool	
demonstrated	an	increase	in	the	pro-

portion	of	traditionally	underserved	
students	 (see	 Figures	 1–4).	 The	
other	instruments	for	identification	
remained	 constant,	 so	 the	 explana-
tion	seemed	to	lie	with	the	KOI.	By	the	
third	year,	the	data	sets	were	indisput-
able.	The	talent	pool	nearly	mirrored	
the	district	demographics	(see	Figures	
5–8). The	data	provided	by	the	regular	
education	teachers	appeared	to	have	
a	direct	 effect	on	 the	 identification	
results.	Also,	as	evidenced	by	class-
room	 walkthroughs,	 student	 work,	
and	teacher	comments,	the	KOI	was	
positively	 impacting	 teacher	 prac-
tices.	The	district	coordinator	sched-
uled	 follow-up	meetings	at	 each	of	
the	11	schools.	Grade-level	teams	met	
with	the	coordinator	to	discuss	road-
blocks,	share	ideas,	and	ask	questions.	
Opportunities	for	enrichment	through	
higher	level	thinking	were	becoming	
part	of	the	teachers’	daily	routine.	

Combination of Factors
Upon	 reflection,	 the	 coordina-

tor	senses	that	a	combination	of	fac-
tors	led	to	the	successful	growth	of	
students	 from	 diverse	 cultures	 or	
impoverished	 backgrounds	 in	 the	
high-ability	 talent	 pool.	 The	 num-
bers	of	students	observed	remained	
unchanged,	yet	there	were	more	stu-
dents	receiving	KOI	scores.	Teachers	
identified	70	more	students	(approxi-
mately	25%	of	the	total	grade	level)	
during	the	third	year	than	the	year	
previous.	

The	 Kingore	 Observation	
Inventory	 is	 a	 wonderful	 resource.	
However,	 it	 must	 be	 implemented	
with	integrity.	A	comprehensive	plan	
for	implementation	must	be	designed	
and	should	include	extensive	profes-
sional	development	for	teachers	and	
administrators.	The	involvement	of	
the	school	board	and	parents	is	critical	
for	broad	understanding.	Monitoring	
implementation	through	teacher	logs	
and	classroom	walk-throughs	is	vital.	
Follow-up	by	 the	district	coordina-
tor	reinforces	the	significance	of	the	
teachers’	role	and	shows	support	of	
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their	 importance	 in	the	process.	Collection	of	student	
work	samples	resulting	from	a	planned	activity	provides	
the	coordinator	with	authentic	products.	Students	from	
culturally	and	linguistically	diverse	families,	those	from	
economically	disadvantaged	families,	and	students	with	
disabilities	are	often	missed	when	we	employ	strictly	tra-
ditional	means	of	identification	(Castellano,	2003;	National	
Research	Council,	2002).	The	results	of	the	KOI	combined	
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with	traditional	measures	provide	the	
MSD	of	Wayne	Township	with	a	mul-
tifaceted	identification	system.	

Next Steps
KOI	causes	one	to	be	open	
to	each	student’s	perspective	
and	to	challenge all	levels	of	
students	in	open-ended	fun	
and	 excitement.	 The	 chal-
lenge	 to	 the	 general	 educa-
tion	 teacher	 is	 to	 identify	
possible	highly	able	students,	
while	keeping	a	close	eye	on	
others	 who	 may	 be	 surfac-
ing.	(Donna,	Teacher,	North	
Wayne	Elementary)

Given	 the	 encouraging	 results	
provided	by	student	data	and	teacher	
evidence,	the	district	is	committed	
to	the	KOI.	Complemented	by	a	new	
state	mandate	(Indiana	Code	20-36-
2-2)	that	requires	identification	and	
services	for	high-ability	students	in	
kindergarten	through	grade	12,	the	
mission	of	the	township	is	for	all	ele-
mentary	teachers	to	experience	the	
power	of	the	KOI.	By	initiating	appro-
priate	differentiation	in	the	classroom,	
teachers	will	meet	the	needs	of	all	stu-
dents,	including	those	whose	needs	
extend	beyond	the	expectations	of	
the	core	curriculum.	Kindergarten	

and	first-grade	teachers	will	receive	
training	and	resources	for	implemen-
tation	during	the	2008–09	school	year.	
Furthermore,	all	elementary	teachers	
will	learn	strategies	and	activities	to	
encourage	high-level	thinking.	The	
predicted	result	is	an	increase	in	“bub-
ble	up”	children.	Dr.	Kingore	refers	
to	“bubble	ups”	as	those	children	with	
gifted	potential	who	we	might	other-
wise	miss,	children	of	poverty	or	of	
diverse	cultures	who	come	to	school	
lacking	an	extensive	background	of	
knowledge	and	experiences.	However,	
when	 provided	 with	 opportunities,	
these	 children	 surface	 or	 “bubble	
up.”	In	closing,	the	goal	of	the	MSD	
of	Wayne	Township	is	to	provide	stu-
dents	with	a	springboard	to	jumpstart	
their	exposure	to	and	opportunities	
for	diverse	learning	experiences.	The	
Kingore	Observation	Inventory	pro-
vides	such	a	springboard	by	igniting	
behaviors	that	“bubble	up.”	
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November 12-14, 2008

Adam’s Mark Hotel

Dallas, TX

Join us in Dallas 
this November!

Texas Association for the Gifted and Talented 31st Annual 

Professional Development Conference

Aw
ake

ning the Gifts Within

Keynote Speaker: 
Dr. Marcia Tate 

author of Worksheets Don’t Grow Dendrites

Featured Speaker:
Dr. Jack Naglieri 

developer of the Naglieri Nonverbal Ability Test

Pre-Conference Speakers:
Dr. Keith Polette
“Integrating the Language Arts for G/T Students: Strategies for Success”

Laurie Westphal
“Differentiating for All Children in the Elementary Science Classroom”

Alexandra Golon
“Visual-Spatial Learners: Differentiation Strategies for Creating a Successful Classroom”

Dr. Jack Naglieri, with co-authors Dr. Dina Brulles and Kim Landsdowne
“Practical Tips for Using the Naglieri Nonverbal Ability Test Second Edition (NNAT2) for Identification and 
Instruction of Gifted Students” 

Dr. Joyce Juntune
Advanced level products and the critical and creative skills needed to get there—title and descriptor TBA 
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