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Acceleration and Grouping 
COOPERATIVE LEARNING, CURRICULUM 
ACCESS, AND THE CHALLENGE OF 
ACCELERATION 

Ann Robinson 
University of Arkonsos ot Little Rock 

In both comedy and curriculum, timing is everything. To engage and moti. 
vate learners, classroom instruction should be paced appropriately and cur· 
riculum access should be unfettered. The classroom fare offered to all stu· 
dents, including academically talented students, should be pitched slightly 
above their current levels of knowledge and skill. A stretch is desirable. Meet· 
ing the needs of academically talented students implies that we offer a rich 
and rigorous curriculum and that students' access to it be at their pace, not 
one inflexibly dictated by the conventions of the classroom plan book or the 
school calendar. 

How to differentiate the curriculum for diverse learners and how to vary 
the pace of instruction to accommodate their different learning rates are sig' 
nificant challenges for the teacher. Adaptations to the complexity, breadth 
and depth of the curriculum have been recommended frequently by experts 
(Kaplan, 1886; Maker & Neilson, 1996; VanTassel-Baska, 1993). The key 
issue for academically advanced learners is access to a rich, rigorous and 
stimulating curriculum. Such access implies accelerative experiences be avail
able to talented students. 

No fewer than seventeen different types of acceleration have been cata
logued in the literature (Southern, Jones & Stanley, 1993). Some of these, 
such as grade skipping, are administrative solutions to the problem of 
curriculum mismatch between student readiness and needs. Other types 
of acceleration, such as curriculum compacting, in which grade level tex
tual materials are eliminated for students who know them, are examples 
of curriculum adaptations which permit students to "move on" to SOme· 
thing new. 

"Moving on" to something new is a key educational need for talented stu
dents. Unfortunately, evidence suggests that it does not happen for advanced 
learners in the regular classroom (Archambault, et aI, 1993; Tomlinson, 1995; 
Westberg, et aI, 1993). Admittedly, adapting the curriculum for talented learn
ers presents the classroom teacher with a complex and demanding task. 

(See ROBINSON. page 6) 



mOM I He f'I,FSIDFNT 

Benny Hickerson 

[/'you have built your castles in the. aiTj that is where. they 
should be. Now put the foundations under them. (Thoreau) 

In our twenty-first year of the Texas Association for 
the Gifted and Talented, our vision is that every indi
vidual with exceptional abilities or potential talent-
regardless of ethnicity, gender, socioeconomic status, 
educational background of parents, geographic region, 
cultural background, rural or urban or suburban set
ting--every gifted person will have those gifts recog
nized, identified, appreciated, and appropriately ad
dressed. And, this will happen as a matter of course, 
because every teacher) parent, counselor, principal) 
administrator, businessperson, and community mem
ber will understand that gifted children and adults do 
exist; that they have unique attributes that make them 
different; that appreciation and development of tbose 
talents and gifts are democratic, fair, just, and the right 
of the individual; and that it is important and neces
sary for uS as a society to see that potential abilities 
are not wasted and lost. 

That vision is our "castle in the air." As for the foun
dation under it, consider the architectural principle of 
the triangle: three major points. 

First, there is the legacy we have received: twenty 
years ofTAGT as an organization, of commitment from 
every person who has served On the Board, as an of
ficer, committee member, volunteer, affiliate member, 
staff member, donor or patron or supporter, or as a 
member; every person who has attended a conference 
or Awareness Certificate workshop or who has applied 
for a scholarship, grant, or award, or who has read 
Thmpo or any other publication of this 8200-plus mem
ber organization, which is the largest and strongest 
advocacy group for gifted education in the world or the 
cosmos. We can believe in the future of gifted educa
tion in Texas because ofthe strength of our past and of 
what has been accomplished in just one generation. 

The second point of the foundation is an initiative 
that is on our agenda for this year and which will be 

(See HICKERSON. on page 36) 
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FX~CUIIV[ DIRCCTOH S UPDATE 

Connie McLendon 

1997: A Stellar Year 
1997 has been an excep

tional year for TAGT. Pro
grams for gifted and talented 

...." students not only survived a 
series of efforts introduced 
during the 75th Session of the 

Texas Legislature to eliminate funding for gifted educa
tion, but by the end of the session, had actually gained 
ground among state and local policy makers. With the 
attendance of 6,027 parents, educators and other advo
cates of gifted education, the 1997 annual conference set 
a new national record. With the financially successful 
annual conference, TAGT is even more prepared to con
tinue its strong statewide advocacy for Texas' gifted and 
talented students. 

For the past two decades, association leaders have 
worked hard to make TAGT a member-focused otganiza· 
tion, achieving its mission on behalf of gifted and tal· 
ented learners by working to improve member services. 
Our accomplishments during the past year-with the 
legislature, Texas Education Agency and the State Board 
of Education, in the business community through alli
ances forged with other professional groups-all support 
tbis claim. TAGT continues to be a dynamic, proactive, 
visionary organization, thanks to the TAGT Executive 
Board, member volunteers, and the state headquarters 
office staff. These outstanding individuals are dedicated 
to providing improved services while working to enhance 
the public's perception of gifted education. 

1997 Annual Committee Report 
I recommend for your reading the committee activi

ties section ofTAGT's 1997 Annual Report which brings 
to life myriad accomplishments in 1997 among the var
ied components of the volunteer sector. Committee re
ports also chart future directions which association lead
ers and staff will pursue for gifted and talented students. 
Like any other successful business, the TAGT leadership 
will continue its effort to manage the Association with 
the right balance of fiscal prudence and visionary plan
ning. 'It this end, I believe we have made notable 
progress. 

Professional Development Initiatives 
As part of its vision, a TAGT priority goal is to Con

tinue strengthening the Association's commitment to edu
cation and training for educators of gifted and talented 
learners through numerous approaches: by establishing 
research-based standards for the field of gifted educa
tion, by initiating a series of 6-hour regional workshops 
for administrators, counselors, and school board members 

whose districts are working to achieve exemplary status 
for their gifted and talented programs, and by establish
ing Professional Development Summer Institutes for 
teachers of gifted and talented students beginning in July, 
1998. Funds to establish the new Professional Develop
ment Summer Institutes have been provided through a 
$90,000 grant from the Houston Endowment, Inc., and a 
$20,000 from Southwestern Bell Foundation to include a 
technology component in the institute curriculum. These 
important new funds are the result of the Capital Cam
paign launched by the TAGT Executive Board in April, 
1996. The 1998 Summer Institute will be held on the Cam
pus of Southwestern University in Georgetown. Look for 
more information about this important undertaking in 
the February newsletter. 

TAGT to Offer Bimonthly Newsletter 
The advent of a "new" Tempo also signals the begin

ning of an additional publication for TAGT members. 
Readers in search of "Spreadsheet," the news and infor· 
mation section of Tempo, will not find it in this or future 
issues of Tempo. After several years oftrying to serve two 
masters-readers who wanted feature articles on specific 
themes, topics, and research ofimportance to gifted edu
cators and parents of gifted children, and those who looked 
to the "Spreadsheet" section for news on issues impact
ing gifted education, conference news, scholarship oppor
tunities, and other items ofimportance to the gifted edu
cation community-beginning with this issue, Tempo will 
become a quarterly journal devoted solely to scholarly, 
theme-focused articles and features which concentrate 
On practical and research-based curriculum development 
and instructional methodologies appropriate for gifted! 
talented learners. 

For those of you wanting to know what's happening in 
the gifted education community in Austin and around 
the state and nation, TAGT conferences, scholarship in
formation, legislative updates, calendar events, etc., we 
think you will like the new bimonthly newsletter which 
TAGT will begin publishing in February. Our goal for this 
publication is to bring information and news to the TAGT 
membership on a broader and more timely basis. The 
TAGT president's column and mine will continue as regu
larfeatures in Tempo, which will continue to be published 
on a quarterly basis. With this issue of Tempo, TAGT 
members will receive not only four but ten publications 
annually. We hope you will be pleased with this new pub
lication service. 

T 
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f\CCLLLkf\IION AND ClKJUI'INC 

ACCELERATION AND GROUPING: 
PIECES IN THE ARRAy OF SERVICES PUZZLE 
Betsy Carpenter 
Guest Editor 

Although identification remains important in edu
cational programs for gifted and talented (Grr) stu
dents, the emphasis has shifted to providing appropri
ate educational services for Gtr students. This shift 
in program emphasis may provide the long needed spec
tacles that will focus our educational vision with clar
ity on these students and their cognitive and affective 
needs. The Texas State Plan for Giftedtralented Stu
dents provides the mechanism to evaluate the effec
tiveness of district's Gtr educational services. In sec
tion 3, the plan requires that "Curriculum and instruc
tion meet the needs of gifted students by modifying 
the depth, complexity, and pacing of the general school 
program" (p. 7). The basic requirements for accept
able programs include providing "an array of appro
priately challenging learning experiences for gifted! 
talented students in grades 1 through 12 that empha
size content from the four (4) core academic areas and 
shall inform parents of the opportunities" (19 TAC 
§89.3, p. 7). Acceleration and grouping are two pos
sible options within an array of educational services 
that a district could utilize in providing appropriately 
differentiated learning experiences for Gtr students. 

This issue of Tempo provides a forum for research
ers, teachers, and parents to revisit the issue of accel
eration and grouping. Through this format, the au
thors provide both quantitative and qualitative infor
mation, practical strategies for implementation, and 
anecdotal comments from their experiences with ac
celeration and grouping. Some of the authors discuss 
the integration of acceleration and grouping with Span
ish speaking and learning disabled populations. Oth
ers address the use of these options in specific educa
tional movements. The purpose of this article is to 
describe the integration of acceleration and grouping 
as a basic component in the curriculum and instruc
tion of a new charter school. 

Creating the educational plan for a new charter 
school has many challenges. This is particularly true 
when the curriculum aligns with the International Bac
calaureate Middle Years Program (IBMYP) objectives. 
During the summer of 1997, the IE Coordinator and 
teachers of a charter school in Irving began to outline 
an educational program for students currently in 
grades 5 through 8. The school will add a grade level 
each year until the current eighth graders are high 
school seniors. One of their educational goals is to pre
pare these students for an effective and successful IB 

Diploma Program; therefore, these educators must be 
cognizant of the requirements for the school's applica
tion to both the IEMYP and the IE Diploma Programs. 
They began to structure a rigorous curriculum follow
ing the best educational practices described in the lit
erature. Components ofthe program included the in
tegration of thematic interdisciplinary curriculum op
portunities, acceleration, a variety of grouping options, 
and authentic assessments. 

The school is an open-enrollment charter school; 
therefore, it is a school of choice. Students and their 
parents select this school primarily for the rigorous 
curriculum and global perspective. The student popu
lation is diverse in its academic preparation. Students 
come from many different districts across the Dallas
Fort Worth metroplex and represent public, private, 
and home school backgrounds. In two of the grade lev
els, approximately half of the students have partici
pated in Gtr programs in other districts. The other 
two grade levels do not have as high a percentage of 
previously identified Gtr students, but the percentage 
in those grade levels is greater than the Gtr popula
tions represented in nearby districts. The aptitude and 
skills of these students and the IEMYP objectives jus
tified the appropriateness of a rigorous curriculum; 
however, the diversity in academic ability and back
ground within the school population as a whole re
quired the implementation of a variety of acceleration 
and grouping options. 

Gallagher (1985) and Feldhusen (1989) reported that 
United States educational programs have used accel
eration for many years; however, the term has numer
ous interpretations. VanTassel-Baska (1992) stated 
that many educators and parents perceive that the 
purpose of acceleration is to speed up the students' 
educational program in order to permit them to gradu
ate earlier. She argued that, 

Acceleration should refer to the rapid rate of a 
child's cognitive development, not the educa
tional intervention provided. What we provide 
in the name of acceleration is appropriate cur
riculum and services at a level commensurate 
with the gifted child's demonstrated readiness 
and need. (p. 68) 

(See CARPENTER. page 35) 
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I\CCLLmATION I\ND UKllJr'IN(7 

WELCOME FROM MICHAEL CANNON: NEW TAGT EDITOR 

Michael Cannon 
EI Paso, TX 

Long ago, on a farm in the empty plains of the Texas 
Panhandle, a boy grew up knowing that there must 
be more to life than cotton farming and fence mend
ing, While it was, in some ways, a rich and exhilarat
ing place to live, the whole world beckoned, and he 
knew that there was some great adventure waiting, a 
quest to fulfill. There were many wise guides along 
the way, teachers who made him dig deeper, excavate 
all the knowledge that lay deep beneath the surface of 
school. In junior high, Lester Carr gave him the won
ders of natural world through his gifted teaching of 
science. When a high school English teacher, Alene 
Harris, insisted that Sophocles' Antigone was impor
tant and cast him as King Creon, new doors were 
opened and his quest branched off in a new direction. 

And as he continued on, the quest becoming richer, 
more complex and fascinating, he became a teacher 
himself. Now it was his task to be the guide, to open 
the eyes of children to their own individual adventures. 
He learned two great truths about being a guide! 
teacher. First, it was an exciting and immensely re
warding role, and second, it wasn't easy! This was 
going to be the most difficult part of his adventure, 
guiding others while not losing sight of his Own quest. 

As he worked with children over the'years, he found 
that while most of them could walk or at least creep 
along the way, some had the ability to soar above and 
ahead, making their own way. These soaring individu
als also needed guidance in finding a path, and protec
tion from those who would clip their wings. Once again 
he found help when it was most needed, other wise 
guides. TAGT provided help and direction, often 
through the pages of Tempo. The articles and columns 
provided ideas and inspiration not only for mentoring 
his charges, but also for his own still expanding ad
venture. 

That "he" was me, and as I take over as editor of 
Tempo, I realize the great responsibility I have ac
cepted. I look forward to the challenge of continuing 
the tradition of excellence for which Tempo is known. 
I am somewhat daunted by the editorial shoes I have 
to fill. It is not easy to follow Mary Seay, Bob Seney, 
and Michael Sayler. But with the help of my colleagues, 
I am confident we can continue the tradition. 

And so the adventure takes a new turn, opening 
again to unknown destinations, and I am ready, be
cause, as a wise hobbit once said, "Roads go ever, ever 
on_" 

T 
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ROBINSON, from page 1 

Markers of the differentiated classroom include the use 
of many and varied materials rather than single texts, 
tiered assignments, graduated rubrics, flexible grouping, 
variable pacing and pretesting out of material for which 
proficiency can be documented. 

Add to the mix of classroom instructional issues rep
resented above, the complex classroom grouping strat
egy of cooperative learning. In inclusive classrooms, 
teachers are increasingly asked to implement this 
grouping strategy as a meanS of managing heterogene
ity. The use of cooperative learning with academically 
talented has generated debate (Robinson, 1990 a & b; 
Slavin, 1990 a & b) and has assisted educators in under
standing where the points of agreement and departure 
lie (Mills & Durden, 1992; Nelson, Coleman & Gallagher, 
1993). 

What are the issues related to cooperative learning 
and talented students? In what ways are these issues 
relevant to acceleration for academically talented learn
ers ? How might educators select or adapt popular coop
erative learning models to best suit the needs of the tal
ented students in their classrooms? 

What are the Issues Related to Cooperative 
Learning and Taleuted Students? 

First, a clear understanding of what constitutes coop
erative learning is necessary. Second, cooperative learn
ing models differ from one another and some of these 
differences are important for talented learners. Third, 
there are features educators should look for in coopera
tive learning models which make some of them less re
strictive than others for academically talented learners. 

Cooperati~. Leartting Definitions Re~isited 
Over the last few years, the definition of cooperative 

learning have been blurred to refer to almost any type of 
small group activity in which students converse with one 
another about a common task. Both cooperative learn
ing advocates and critics should decry the creeping im
precision; it clouds our understanding of how, why and 
in what ways cooperative learning operates. The crucial 
features of cooperative learning are: 

1. small teams of students (usually grouped heteroge
neously) 

2. recognition and/or rewards based on group perfor
manCe 

3. student interdependence to complete a common task 
(usually through face-to face interaction). 

Characteristics of Cooperative Learning Models 
Eleven different cooperative learning models have been 

reviewed for their applicability to talented students 
(Robinson, 1991). Most ofthem are characterized by the 
three key features listed above. However, the models 

differ in complexity, subject matter application, and du
ration. Understanding these differences help teachers 
make the best choices for talented students in classrooms 
where cooperative learning is common. 

For example, SOme models are brief and generic. The 
early Jigsaw model assigns students to two types of 
groups in order to read and comprehend textbook pas
sages or other reading material. Students are placed in 
an expert group to discuss a section of assigned material 
read by each member of the group. Then, experts dis
band and students regroup to teach their expert knowl
edge to home teams. An important characteristic of Jig
saw and several other cooperative learning models such 
as Teams-Games-Tournament and Student Teams 
Achievement Divisions is the use of common curriculum 
materials. All students are usually assigned the same 
readings, sections of the same readings, similar problems, 
or worksheet activities. Thus, tbe markers of the differ
entiated classroom-variety of materials at different lev
els of complexity, leveled assignments, qualitative, gradu
ated assessment rubrics and variable pacing are not likely 
with these models. 

Other models are more complex, longer in duration 
and more closely tied to specific subject matter areas. In 
the previous review of cooperative learning models 
(Robinson, 1991), Group Investigation proposed by 
Sharan and Sharan (1976) and initially used in history 
and geography instruction provides the greatest reso
nance for educators of talented learners, As initially de
scribed by the Sharans, Group Investigation topics are 
proposed by the teacher, and subtopics are selected by 
small groups of students who develop and carry out a 
learning plan and prepare a small group presentation 
for the entire class. Although students work on group 
products, give group presentations and receive group 
evaluations, individual achievement is assessed through 
examinations. Two features of Group Investigation are 
student choice and the availability of a variety of cur
riculum materials. Because students can select the sub
topic of interest to them and presumably can access a 
rich array of materials to support their subtopic investi
gation, some of the markers of differentiated instruction 
are possible with this cooperative learning model. Com
bined with subject matter acceleration techniques like 
curriculum compacting, Group Investigation is more 
likely to meet the needs of gifted students for curriculum 
accesS and variable pacing. 

How Should Teachers Make Decisions About 
Cooperative Leamlng for Talented Students? 
Educators who wish to choose the least restrictive co-

operative learning models or activities for academically 
talented students, should ask themselves four questions. 
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Ace,l mAllUN AND C,KlIJI'INb 

Question # 1: Does the cooperative learning model 
permit multiple curriculum materials at various levels 
of complexity ? 

Several forms of cooperative learning require students 
to read common textual materials or engage in Common 
worksheet activities. Avoid these models (unless instruc
tion is being delivered in homogeneously grouped, accel
erative settings) and select models which permit adap
tations to the kinds and reading levels of the curriculum 
materials offered to students. If the materials can be 
differentiated for learners of differing readiness, teach
ers are more likely to pitch curriculum content slightly 
above what students, especially talented students, cur
rently know. 

Question # 2: Does the cooperatiw learning model 
allow for variability in pacing ? 

For several cooperative learning models, the time al
lotted to complete the task or activity is the same for 
every learner, Students complete COmmon reading as
signments together or receive instruction for a specified 
and standard period oftime in the classroom. Avoid these 
models and select Or adapt models which permit vari
able pacing.. If pacing can be varied, talented students 
can go on to material which is new to them when they 
are ready to do so, Appropriate pacing is a key feature of 
subject matter acceleration; adapt cooperative learning 
instruction to permit academically advanced students to 
accelerate their learning. 

Question # 3: Does the cooperative learning model 
allow student choice? 

Some cooperative learning models are quite explicit 
about group heterogeneity in terms of achievement level 
and about the curriculum materials to which students 
will have access in order to complete the cooperative task. 
Avoid these models and select those models which per
mit students to choose of small group partners. Avoid 
models which rely On grade level textual materials only 
and select those models which free students to choose 
reference materials and resources beyond the basic as
signment. 

Question # 4: Does the cooperative learning model 
minimize group products which encourage free rider 
and sucker effects? 

Cooperative learning advocates are aware of two types 
oflearning disengagement which Can occur in group set
tings. Free rider effects occur when a student in a coop
erative learning group perceives that someone else in 
the group can and will provide what is necessary. In 
other words, the learner may not contribute to the group 
because he or she does not believe there is a need to do 
so. Slavin (1992) suggests that filling out one copy of a 
worksheet or turning in one group product are examples 
of cooperative learning practices which invite free-riding. 
His Concern is that a low-performing student in a group 

is most likely to be the free rider, By "giving up" active 
engagement in the task, the free rider loses the benefit of 
learning the material. The second kind of disengagement 
is the sucker effect proposed by Orbell and Dawes (1981). 
They suggested that people find it so aversive to be played 
for a sucker they reduce their contribution to the group 
in order to avoid exploitation. In other words, the learner 
may not work on a task or contribute to the group in other 
ways because he or she is frustrated by the lack of pro
ductivity from team mates. To minimize the negative 
free rider and sucker effects, avoid cooperative learning 
models which emphasize group products and group 
grades. 

Academically advanced learners are best served in 
classrooms which concentrate on complex learning expe
riences, differentiate a rigorous curriculum, communicate 
a climate of high expectations, accept the needs of stu
dents for personal choice and free students to "move on" 
to something new. 
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Is THERE A SOCIAL OR EMOTIONAL PRICE WHEN GIFTED 
CHILDREN ARE ACCELERATED? 
Karan Rogers 
University of St. Thomas, St, Paul. MN 

For the purposes of this article, academic accelera
tion will be defined as an array of program adapta
tions which either shorten the length of time a student 
must remain in a grade-progressive education setting 
or advance the level of curriculum beyond a student's 
age or grade level. The former type of acceleration will 
be described as grade-based acceleration. Figure 1 
defines more specifically the variety of grade-based and 
subject-based forms of academic acceleration can take. 

Now that definitions are out of the way, it is impor
tant to understand how we can use research to de
scribe the effects of an accelerative strategy. In 1991, I 
conducted a meta-analysis of all the research that dealt 
with the 11 forms of research included in Figure 1. In 
all, I found 312 research studies from 1878 to 1991, 
that had systematically, comprehensively, and objec
tively collected data on the outcomes of this practice 
with gifted children. For each of the quantitative stud
ies, I calculated the effect size of the outcomes reported 
and then averaged together all effect sizes for each 
type of acceleration. 

Effect size can be defined as the metric used to pro
vide an estimate of outcome direction and size for an 
instructional strategy or practice. The metric becomes 
the "common denominator" that allows study results 
that use different measures to be "added" together and 
averaged. There must be comparative groups in order 
to use this metric. 

The general formula for effect size (with many varia
tions) is M

t 
- M, / Sd where t ~ treatment group, c = 

comparison group, M = mean score on standardized 
measures (in this study achievement, social maturity, 
self-esteem), and p = pooled average standard devia
tion. The resultant number can be interpreted in "class
room terms" based on the standard deviation unit of 
the test. Because most tests of achievement are built 
upon one standard deviation unit for each school year, 
a simplified interpretation of an effect size of +.33 is 
the treatment group outperformed the control group 
by 1/3 of One school year, or approximately 3 grade
equivalent school months of additional achievement. 
Such a performance is considered the i'minimum" im
pact educators should look for when considering the 
academic effects of a practice. If this performance were 
to continue for three years, then the treatment group 
would be one full year ahead of the control group"-a 
substantial difference indeed! 

The Effects of Acceleration 
As shown in Table 1, the grade-based acceleration 

options are uniformly positive for both elementary 
(grades 1-6) and secondary (grades 7-12) students aca
demically. Socialization is greatly enhanced for gifted 
children in grades 3-6 who are grade skipped, but the 
effects are only small positives for students in other 
building levels. Self-esteem remains essentially stable 
across all grade levels regardless of the form of grade
based acceleration considered. 

Figure 1. Forms of Acceleration 

Gt"Bde-Based Detinition Subject-Based Definition 

Grade Skipping 
Doubll;l pTomotion; bYPlI.jj!ling 1 or IMrl;l Compacting Cfl.rrit!ulum StTl~amlining regular curriculum ~o that 
years K-12 1.;\'!lTTlCT byplI.lli1ejj what is ID!l!>tcred 

Nongr(J.{lii!d Classrooms Proceedin~ thl'Quih ~\ll"l'iculum undiffer- Em'ly Entrance to School 
Proc.;\'l;Iding to kindergarten or fir!>t STade 

entiil.ied by grade levels earlier th~n ''1.1~ul1l'' age 

Shorlening the time spent at onl;l bl,lilding Attending elM!>"'!> !lot mOTe thil.I'! one 
Grade ThlesMpi'*6 l'ilvRI (3 year'lI work iii 2 years, no Concurrli!H.t Enrollment building level 

curriclllum ~kipped) (c.g., h.lI. !lnd colleg'" cl8.el!~!I) 

Early Admission to College Enterine- colll;l~ full,time withoui Subject Acceler<f.ttQH. Working with jjpedtlc subjer.t curri~ulum 
compl"'tion of a h.~. diploma bl;lyolld expected gril.de lev",1 

Mentorship Placem",nt with lubject e~pert for 
advanced spl;lcjfic lubject protlclenC)' 

Credit hy Examination 
Telliirtg out of COU1"e~w!lrk with credit 
given fur t<lurse compJl;ltilln 

Advanced Placem(!Ht Studying advanced curriculum, tejjting 
out of ~Qllcge ~oureework In th!lot I1rea 
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Table 1 

Grade-Based Acceleration Effect. 

Element,,;!Z Secondary 

Academic Social Self- Academic Social Self-Option 
Concept Concept 

Grades K-2 .40 .04 .05 

Grades 3-6 .42 .36 .10 

Grades 7-9 .45 0 0 

Grades 10-12 .38 .13 .13 

Grade Skipping .46 .31 .10 .42 .18 .10 

Nongraded Classroom ,43 .05 

Grade Telescoping .35 .45 -.05 

Early College Admission .30 -.05 .16 

Table 2 

Subject-Based Acceleration Effects 

Elementary Secondary 

Academic Social Self- Academic Social Self-Option 
Concept Concept 

Grade K-2 .64 .20 .16 

Grades 3-6 .59 .20 .16 

Grade. 7-9 

Grades 10-12 

Early Entrance .49 .20 .16 

Compacted Curriculum .83/.22 

Subject Acceleration .55 

Concurrent Enrollment 

Mentorship 

Advanced Placement 

Credit by Examination 

Table 2 also shows that most forms of subject-based 
acceleration are substantially positive academically for 
elementary and secondary students. At the secondary 
level, however, concurrent enrollment and Advanced 
Placement Courses do not make the .30 effect size level 
accepted as "substantial classroom impact." It is felt 
that the studies in these two categories have tended 
to be less well-designed and are based on faulty sup
positions about how achievement should be measured. 
It is imperative that the studies be replicated using 

.40 .07 .14 

.44 .23 .37 

.49 .20 .16 

.59 -.19 

.22 .07 .47 

.47 .40 .57 

.27 .24 .07 

.59 

better measures of academic achievement before fur
ther conclusions are drawn about impact. 

What is of interest is the power of subject-based ac
celeration in the elementary years of schooling. It is 
probable that a snowball effect takes place when 
younger children are exposed to content beyond their 
expected age or grade level. Because they know more 
earlier, they are able to process and use this founda
tional knowledge in more intricate and complex ways 
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Figure 2. 

Conclusions Drawu From a Best-Evidence Synthesis of Acceleration Studies 

Acceleration Option Social Emotional 

Early Entrance No effect Small positive effect 

Grade Skipping Moderate positive effect Small positive effect 

NQn6raded, Continuous 
Can not be determined No effect Progress 

Curriculum Compacting Can not be determined Can not be det.ermined 

Grade Telescoptng No effect Cau not be determined 

Concurrent Enrollment No effect ModeratE! positive effect 
(flawed reBearch) 

Subject Acc;;!leratiDn No effect Can not be determined 

Advanced Placement Small positive effect Can not be determined 

Mentarship Can not be determined Moderate positive e.ffect 

Credit by &:amtnattQlf Can not be determined Can not be determined 

Early College Admission No effect No effect 

Radical Acceleration '" Moderate positive effect Small pOl'iitive effect 

• Radicill Accelerlltion I'Elfer~ to oomblnation (If thrljlc or mere ferm. at a.c(!eIEll'atlon durlni th~ 
~our.e of 11 .tudent'lII K-12 ~(!hool years. 

earlier, which in turn paves the way for readiness for 
more advanced content in the later years of schooling. 
The social and self-esteem effects of subject-based ac
celeration appear generally to be small and positive. 
Of particular interest, however, is the substantial im
pact of metorships on social development and self-es
teem improvement. Although based on 10 studies at 
this point, more current research is needed to try to 
explain why there are such extraordinary effects. 

One of the concerns researchers have had with meta
analysis is that often poorly designed studies get aver
aged in with well-designed ones, perhaps skewing the 
actual effects of a strategy. 'Ib counter this concern, I 
conducted a best-evidence synthesis ofthe studies, both 
quantitative and qualitative, on these 11 forms of aC
celeration, using only the best-designed studies to de
termine the overall effect of each acceleration option. 
Figure 2 displays my final conclusions about the spe
cific social and emotional effects of academic accelera
tion on gifted learners. As can be seen, either the so
cial Or emotional impact of eight accelerative options, 
most of them subject-based forms, cannot be fully de
termined. We have a lot of work to do in this field be
fore the issue of acceleration has been fully explored. 

Conclusions About Academic Acceleration 
Based on the findings of my meta-analysis and best

evidence synthesis, the following conclusions may be 

10 

drawn about the various forms of academic accelera
tion: 

1. More is unknown than known about the psychologi
cal adjustment and socialization effects of most forms 
of academic acceleration. 

2. A paradox exists in the rejection by practitioners of 
accelerative options on social and emotional grounds, 
when in fact, such outcomes have been scantily re
searched. 

3. Small positive and zero effects for sociali.ation and 
psychological mljustment should encourage us to con
sider the variety of accelerative options for more bright 
children on a more frequent basis than at present. 

4. Decisions about whether to accelerate or not accel
erate a child must be separated from school, commu
nity, cultural, and national priorities. 

5. Educational decision-makers have a fairly well re
search-supported menu of accelerative options that will 
not negatively change the socialization or psychologi
cal adjustment of children with gifts or talents. 

T 
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COULD GIFTED ENGLISH-LANGUAGE LEARNERS SAVE GIFTED 
AND TALENTED PROGRAMS IN AN AGE OF REFORM AND 
INCLUSION? 
Ernesto M. Bernal 
The University of Texas-Pan American 

Educators of the gifted and talented have often la
mented their exclusion from the professional conver
sations on educational reform. Indeed, one of these 
conversations-the emerging philosophy of the Regu
lar Education Initiative (REI) (Kauffman, 1989), or 
"inclusionism" - would seem to have left the GIT edu
cators out altogether, to the extent that some leaders 
in the field (e.g., Delisle, 1995) fear that the best in· 
terests of gifted children may be compromised in the 
rush to "regularize" all students and to train all teach· 
ers to work with the several dimensions of diversity 
that school children represent. 

In a sense, reform developments have swept past 
G/T education. The image of the Little Red School
house and the average voters' mythical sense about 
regular education would seem to have taken away 
G/T educators' initiative. Advocates of special pro
grams for GIT children may feel themselves to be On 
the outside of what is happening in education. Their 
position, in short, may be not unlike that of the non
dominant ethnic groups who have tried for years to 
get GIT programs to recognize, select, and educate the 
"best and brightest" from their OWn ranks (Bernal, 
1974; Bruch, 1970; Frasier, 1980; Torrance, 1973, 
1985). GIT education has not found a way to join the 
reform conversation On its own terms. 

Greater percentages of so-called minority children 
now participate in GIT programs throughout Texas 
than ever before (Bernal, 1997). It is also true that the 
philosophy of inclusion has found merit in the instruc
tional methods long cultivated by GIT educators, meth
ods that helped to define the differentiated curricu
lum for GIT students (Delisle, 1995). In this I agree 
with the reformers of regular education; critical think
ing skills are good for all students I But as a person 
who has worked in gifted education as a teacher, school 
administrator, program developer, program evaluator, 
and researcher for 36 years, I cannot agree that merely 
adding Higher-Order Thinking Skills to the regular 
educational curriculum and providing some differen
tiated instruction to the One (on average) GIT student 
in every self-contained, regular classroom will satisfy 
the academic and personal needs of G/T students, on 
the whole_ 

How different is our GIT curriculum in 1997 than it 
was in 1982, when A Nation at Risk was released? 

Can we even say that we now better address the affec
tive dimensions (Delisle, 1992) of GIT students than 
we did 20 years ago? Or that their needs for mentoring 
and better vocational counseling (Silverman, 1993) are 
nOw being met? While we may have made some gains 
in serving GIT underachievers, GIT females, and GIT 
students with special needs, it is also possible that we 
may have only succeeded in getting people to talk about 
these fairly pervasive shortcomings in our G/T pro
grams. I have seen no documented evidence of cur
ricular change in GIT education to actually accommo
date these populations, although I have noted that 
there are many workshops on these topics offered 
through professional organizations and state agencies. 
Without reform in how we collect data and conduct 
evaluations of GIT programs (Bernal, 1986), or with
out a special research effort on the part of the National 
Research Center on the Gifted and Talented Or of the 
Javits program, we may never have the opportunity to 
document and review the new developments that are 
actually being institutionalized in the field. 

My point, however, still stands: GIT education is 
not identified with any particular reform, has not pub
liciy or professionally committed itself to achieve par· 
ticular goals, whereas regular education has. 

My reading of the announcements of recent G/T 
training workshops indicates that several notable edu
cators of the gifted seem to believe that the answer is 
to find ways to accommodate G/T children into 
inciusionary, regular ciassrooms. In short, GIT educa
tors have simply not yet found the key to upscale the 
GIT program and have resolved the challenge of re
form by compromising the field's traditional interest 
in a fully differentiated curriculum. 

A New Departure 
I propose a different solution, the conversion of the 

GIT curriculum to a multicultural format with a bilin
gual option for those students whose parents wish for 
them to develop high levels of proficiency in two lan
guages. Thus gifted students who enter school as En
glish-language learners and gifted students who enter 
school as English monolinguals could both participate. 
Such a reform would not only include a greater diver
sity of students in the GIT ciassroom, but do so in a 
way that would enrich the educational experiences of 
traditionally selected GIT students as well. 
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I have seen what happens to very able learners who 
have essentially been left to fend for themselves in 
regular classes, for I have witnessed what has hap
pened to bright Hispanic, Hmong, African-American, 
and American Indian children who have been excluded 
from traditionally established GtT programs. The only 
salvation for these "minority" children was the occa
sional teacher or counselor who recognized their abili
ties and took a personal interest in them. But many 
went unrecognized, some did not even finish high 
school, and those who went to college mostly attended 
second and third rate universities. A few even man
aged to achieve eminence, but one is still left to won
der, "What if ... ?" Will the education of gifted White 
students, who cannot afford a private prep school edu
cation, take a similar turn? 

Do not, please, misunderstand my meaning. We do 
have such dedicated teachers and counselors in our 
public schools, men and women from every ethnic group 
who not only care about individual students but are 
also skillful and resourceful in meeting their needs. 
But even these professionals on their own cannot usu
ally arrange for continuity of services. I have been in 
the field long enough to remember old mottoes that 
never worked, such as "Every teacher a teacher of the 
gifted'" And I have come to believe that not every 
teacher-not even every good teacher-can be a suc
cessful teacher of the gifted, for teachers of gifted chil
dren have to have certain predispositions (such as the 
willingness to serve in a facilitative role on a frequent 
basis), skills (such as the abililty to educe creative 
work). sensitivities (such as the appreciation of diver
sity in thought and belief), and personal commitment 
to really develop (not just teach) the gifted youngsters 
in their charge (see Bernal, 1994). 

What I do believe is that the best hope for GtT educa
tion to involve itself as a player in the educational re
form movement lies in the changes and accommoda
tions that would flow from an unambiguous commit
ment to find, select, and educate all of the very able 
learners in our public schools. First, such a commit
ment would cause us to re-examine our selection pro
cesses. For example, it would allow success in a Gtr 
program to guide selection-placement decisions. 

Figure 1 illustrates such a process by the use of talent 
pools. Portfolios and commercially available materi
als (see Kingore, 1993) to document authentic levels of 
GtT performance as an alternative to IQ tests could 
also be used in this and similar settings. There should 
be several avenues for selection, and each avenue must 
be open to all students, irrespective of their ethnicity 
or gender. In this sense, at least, inclusionism can 
work. 

Second, every GtT program would perforce become 
multicultural in nature, since elitist programs-ra-

cially and ethnically exclusionary programs-are nei
ther attractive to gifted students who identify with 
their non-dominant cultures nor are they likely to re
tain such students without placing their mental health 
at risk (Gordon, 1972). The methods to achieve a mul
ticultural program are well documented in the litera
ture (e.g., Banks, 1977, 1994; Bay tops, 1992). What 
does need to be emphasized is the recent work ofFord, 
Grantham, and Harris (1996), whose "wake-up call" to 
GtT educators to take the lead in multicultural educa
tion should not go unheeded, since this would estab
lish social justice as a goal of gifted education, remOVe 
the stigma of bigotry and elitism from the GtT pro
gram, and teach the Gtr children from all walks oflife 
to respect each other's diversity and work together. It 
would also give Gtr advocates a chance to be creative, 
something worthwhile to work for, and the opportu
nity to join the reform conversation on their own terms. 

The process illustrated in Figure 1 postulates a multi
cultural GtT program, one that is receptive to "includ
ing" fluently English proficient bilingual students who 
are exiting a bilingual GtT program without their hav
ing first to be placed into an all-English regular edu" 
cational setting. 

Third, Gtr programs that commit to serving all able 
learners will come to offer bilingual GtT curricula to 
bright children who are of limited English proficiency 
(LEP). 

Figure 2 adumbrates ways to recruit, train, and cer
tify bilingual program faculty to staff and design a 
parallel Gtr program for LEP children, so that their 
education at a developmentally appropriate level and 
pace may begin right away. The program depicted in 
Figure 2 goes beyond that in Figure 1; however, in 
that it offers the possibility of extending the bilingual 
GtT program into a parallel program in which the bi
lingual GtT children may continue for awhile. 

Figure 3 extends the parallel program in Figure 2 by 
offering an option for parents of native English speak
ers to send their children into a second language pro
gram for the expressed purpose of having them even
tually integrated with formerly LEP, now fluently bi
lingual GtT children to develop a second language to a 
very high level of proficiency. An important variation 
of this model would be the establishment of a two-way 
bilingual program that integrates these very able En
glish-language learners (ELLs) and Spanish-language 
learners (SLLs) from the beginning to master one 
another's languages in a rigorous immersion program 
in the childrens' second language. 

Figure 4 illustrates one version of this model, one that 
may be particularly relevant for a bilingual Gtr pro
gram that has limited numbers of modern language 
teachers, since it can be effectively implemented to 
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Figure 1. 

Use of Multicultural Talent Pools 
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produce bilingual students by the use of two essen
tially monolingual teachers pet grade level, each pre
pared to use second language methods, one monolin
gual English and one in the other modern language 
(Spanish in the example). (See Lessow-Hurley, 1990, 
for a discussion of methods and social issues.) Either 
way, the ethnically and linguistically integrated pro
gram for the the gifted would teach academic content 
in two languages, so that the children become fully 
proficient and, hopefully, multiculturally sensitive and 
competent bilinguals in the process. Would not such a 
program be a step above a classical education? 

Fourth, I believe that GfI' programs that are respon
sive to children from all ethnic groups-even those 
from the dominant ethnic group-will help refocus the 
mission or purpose of G/T education and thereby 
qualify to join the professional conversation on educa
tional reform. For too long too many GfI' programs 
have been status programs (Bernal, 1996), where la
beling and exclusivity are at least as important as the 
intervention, indeed where the "identified" trait makes 
the intervention both necessary and possible. Such 
has been the tradition of special education, for instance, 
a tradition that is being renegotiated as a result of the 
Regular Education Initiative. 

Figure 2. 

Recruiting, Training, & Certifying Teachers 

s.~ 

R~~ular Education iii 

Conclusion 
While I am not in favor of relegating our GfI' children 
to every regular classroom and thereby dissipating the 
pedagogical advantage of a critical mass of numbers of 
students, I do believe that a commitment to reach and 
teach all the very able learners will get us to change 
the goal of GfI' education from "educating the identi
fied GfI' children" to the more dynamic notion of "find
ing and educating all the able learner8 for the purpose 
of enhoncing the number of gifted adults." Such a mis
sion, I believe, gives a true social purpose to the GfI' 
enterprise, forces us to see GfI' education as a process 
not just of schooling but also of personal growth and 
development, and causes us to see giftedness not as 
something as static as IQ but as intelligence guided by 
habit, virtue, and-yes-passion to do things that may 
turn out to be splendid. Without a lot of such efforts in 
school, intelligent students do not Come easily into their 
own, and society is the poorer for losing their creative 
initiatives. 

Finally, the commitment to find and educate all the 
very able learners together may bring about some" 
thing that our society badly needs to achieve: the prepa
ration of OUt diverse peoples to work and live effec
tively, prosperously, and responsibly with one another 
in the 21st century. I personally would like to See our 
gifted graduates lead the way. For this to occur, how-
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Parent Option 
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ever, there must be an empowered and empowering 
Grr program in place, one that brings to the educa
tional conversation a pervasive reform of its own mak
ing. 
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PROGRESS AND PROBLEMS: CREATING A NEW GIFTED 
SCIENCE CURRICULUM, THE EL PASO MODEL 
TI m Holt 
EI Paso Independent School District 

Progress has ifs drawbacks and they are great and seriouB. 

-Sir James Stephens 1829·1894 

During the Summer of 1996, a new curriculum for 
gifted science students in the middle school was de
veloped by a group of Science teachers, English teach
ers, and administrators for Use in the EI Paso Inde
pendent School District's (EPISD) "Science and Tech
nology" program. The new curriculum was developed 
in response to parental concerns, as well as teacher 
and student input. After the program was placed into 
the schools, parents and teachers began to complain 
about the content and the format. What started out as 
an effort to improve a program for gifted students be
came a battle between those that thought the pro
gram should have "returned to the good old days" and 
those that were for making not just another acceler
ated science program for gifted students but a pro
gram for truly gifted students. 

Science and Technology: A Brief History 
Science and Technology was originally developed 

during the Summer of 1988 by the EPISD for it's new 
Gifted and Talented Department. The original concept 
of the Science and Technology program was to provide 
middle school· aged gifted students with a curriculum 
that was both integrated and differentiated, that not 
only focused On the basics of science but also on emerg
ing technologies. The program had to be innovative 
and also multi·year, lasting all three years of middle 
school. Unfortunately, not many teachers were versed 
in what "integrated" was (integrated was a new con
cept in science education at the time), and fewer still 
could agree on what they should differentiate. The re
sUlting product became a hodgepodge of an older pro
gram, old regular education science standbys, and "new 
wave' science programs. Because of the disarray in 
which the program got off the ground the first year, 
teachers, students and administrators never felt en
tirely comfortable with the curriculum. It wasn't all 
science, it wasn't all gifted, and it certainly wasn't well 
organi.ed. However, it was all that was there. 

The program remained in place much as it was origi
nally designed in 1988, warts and all, except for an 
occasional summer revision which included, it seemed, 
random additions and deletions. A frog dissection was 
added here, a unit On solar energy was deleted there. 
The revisions were never based On any concrete data 

or analysis ofthe effectiveness ofthe curriculum. Teach
ers were asked what they liked and what they disliked. 
If enough teachers disliked a particular section of the 
curriculum, it was eliminated. Teachers in the program 
were pretty much left on their Own to make Sense of 
the curriculum. Teachers that were with the program 
at it's inception could pretty much figure out how it 
was supposed to be presented to students. However, 
new teachers to the program were hopelessly lost, many 
teaching their Own version of the curriculum, many 
going off into tangents that had little or nothing to do 
with the program. (One teacher saw the computers that 
were in place for the program and decided to throw out 
the entire year's curriculum and teach the students 
how to use the Internet. Most teachers in the program 
did not understand the concepts of digital electronics, 
a major component in seventh and eighth grade, and 
simply chose to not teach it.) Despite, or maybe because 
of, the numerous revisions applied over the summers, 
teachers and students remained confused. (Interest
ingly enough, very few parents expressed concern over 
the curriculum during this time.) 

Because of teacher's continued confusion, and stu
dents concerns administrators at the EPISD gave the 
go ahead in the Fall of 1995 to begin rewriting the Sci
ence Technology curriculum. Curricula written ex
pressly for the gifted science student was purchased 
and evaluated to be used as models for the new cur
riculum, books were purchased and read, research on 
integrated curriculum was evaluated. Teachers, stu
dents, as well as parents were informally questioned 
On what aspects ofthe program they liked and disliked. 
By the summer of 1996, the rewrite was ready to be
gin. 

Science Technology; 1996 Edition 
Learning from previous mistakes, teachers were not 
asked to devise an entire three year curriculum in one 
summer. By the time teachers were ready to begin work 
on the curricula, the backbone of the program had al
ready been developed: Each year would be broken down 
into six six-week long units called "Elements." Each 
element would focus on only one topic, such as "Wa
ter," and contain a similar structure that students 
would see throughout the three years of the program. 
Each element would contain five essential components: 
technology, research, computer, laboratory and litera
ture. These components would be repeated in each ele
ment, each year. (See Figure 1) Teachers had to write 
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their curricula based on the theme of the element, and 
had to incorporate the five components into each ele
ment. (The themes of each element were selected be
fore the teachers actually began writing. Teachers were 
allowed to pick the Element that they thought they 
would do the best job writing.) Teachers were asked to 
be innovative, use multiple intelligences approaches, 
and challenged to find new approaches or use ones 
that they may have read about in journals or educa
tion magazines. 

Figure 1. The Science Technology Year 

YEAR -----+ 
~

IECHNO~OQY 

RESEARCH 
I!LI!M!NT 1 

~
C:OMPUTEFIS 

iL.EMENT 2 
L..AeOFlATQRV 

ELI::.M!NT 3 
LITE!Fl:ATURIi 

IiLEMENT 4 

ELI!:MI!NT 8 

ELEMENT 5 

EL!M!NT 6 

Many innovative techniques that were already in 
place in the old curriculum were modified to meet the 
needs of the new curriculum. Eighth graders, who in 
the past were expected to write a college level research 
paper, now were asked to create an independent study 
project as a prelude to the one expected of them to 
achieve a seal of academic excellence in high school. 
Seventh graders were expected to create multimedia 
science fair projects, throwing the old cardboard 
backboard out the window and replacing it with a 
Hyperstudio version using the Macintosh computers 
that were already in the classrooms. The confusing 
robotics programs of the past were replaced with a 
curriculum from a company that produced industrial 
arts curricula for districts throughout the United 
States. Cutting-edge multimedia group activities were 
purchased and placed into appropriate elements, such 
as "Minds on Science: Impact on Discovery" in the 
Brainworks Element in eighth grade. Computer pro
grams that were not meant originally for gifted pro
grams were written into the course, such as the genet
ics simulation Sim Life that became part of the Sim
ply Life element. Literary works were incorporated into 
many elements as a way to get students to see alter
native viewpoints, compare and contrast real versus 
fictitious settings, and to stimulate debate about cur
rent events in science. The final product, a series of 18 
Elements, was topical and unique (Table 1). It was also 
controversial. 

It's a Great Curriculum But ... 
Complaints about the new curriculum began almost 

immediately. The most often voiced complaint was 

about the inclusion of "regular books" into the curricu
lum. Parents could not understand why students had 
no "real science text" but rather a series of books that 
appeared to have no relationship to true science. (Table 
2) An effort was made to include books that students 
and teachers alike could use as springboards for dis
CUSsion and debate. Many parents complained about 
the reading level of 20,000 Leagues Under the Sea. Why 
read this book when studying a unit on water in Sixth 
Grade? Members of the district's Gifted and Talented 
Department responded to many queries about the lit
erature connection in science. One parent asked why 
the science course become a literature course? One 
parent filed a complaint with the local school board 
over the use of Ray Bradbury's classic work The Mar
tian Chronicles. The book, the parent explained. taught 
students racist ideas because it contained the word 
"nigger" in one of the stories. It was also vulgar, she 
claimed. The local president of the NAACP came be
fore the school board and read the offensive passages 
during a public forum. 

Students told teachers that the book was great and 
responded better to its inclusion than the parents. (One 
sixth grade class, as a group, went to the local Barnes 
and Noble and purchased their own copies of the book.) 
A review panel was established by the school district 
to see if the book should be removed from the curricu
lum, and they determined that the book should stay. 

Table 1 

Science Technology Three-Year Course of Study 

Element Topic 

G"""', 
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the Bular SYStElm 
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G ...... 
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PQll\ltion Smution 

ltidellomdent Study 
Simply &trth 
~turn oftheAul.o

IlliItiCMan (S) 
ComjlUMlI'iI and Yom' 
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Table 2 

Books Used in Science Technology 

SirlhGrade 
Water' Science 
Boo 
Martian Ch1'l)I1icks 
Star Wars 

SeventhGt'I!lde 
:l'bxicWalilt.! 
1 i8 ftJr Zachariah 
IwlMmdia Strain 
[Robe< 

Stal' thk Gui.tk UJ 20th 
C~lItllry CampUt!l.r1iI 

Other complaints have included: 

EllI'htb GrQde 
The Brain Book 
Pollution 
JQ!il'/IIJY /0 the Ct!rli~r uflhe Earth 
RubotU:B 

• The course is too challenging for gifted students. 
• There was not enough "real science" in the course. 
• The students do not receive the basics of science in 

the course. 
• The course taught "new age" religions. 
• Students shouldn't be taught about controversies 

in science. 
• The Independent Study portion was not conven

tional. 
• Not enough "hands on" labs. 

Surprisingly, when the curriculum was explained 
to a group of parents, they said that it was a "great 
curriculum" and that they were happy that their chil
dren were in it. However, they felt that it wasn't "real 
science", and that the students were missing the ba
sics. Ifthe district could just make it "feel" a little more 
like a traditional science course ... 

Response to Complaints 
The most difficult idea of the new Science Technol

ogy curricula for parents to accept was that students 
would be required to actually read books that were 
not traditional science texts. (Indeed, there are no 
gifted science textbooks that we were aware of on the 
market. Most districts simply accelerate the regular 
curriculum or move gifted students to the next grade 
level. A truly differentiated curriculum is not a readily 
available option unless a district actually creates their 
own, as the EPISD did in this case.) We explained that 
the books were in place in order to compliment what 
the children were learning in class, and in no way had 
our intentions been that the book become the focal 
point of the course. Several studies have shown that 
including literature into science is an effective way to 
elicit class discussion, and to demonstrate to students 
the real world applications of what they are learning 
in class. (Dybdahl & Shaw, 1993) 

To be fair to many parents, some of the teachers had 
misunderstood the intention of the books as well, and 
were in fact teaching only to the literature, not the 
other parts of the Elements. In subsequent inservices, 
teachers were instructed how to keep the literature 
connection to a minimum, not to exceed five percent of 

a student's overall six week grade. Inservices had also 
been scheduled to demonstrate to science teachers how 
to introduce a novel into a unit. Many universities use 
literature in science classes as well. One parent be
lieved that since the course asked students to read a 
book that had aliens in it, that the COurse was trying to 
spread some type of new-age religious doctrine. The 
book, Martian Chronicles by Bradbury, was used dur
ing the solar system element to have students com
pare and contrast the real Mars that they learned about 
to the mythical Mars that Bradbury envisioned back 
in 1949. 

"There is not enough real science in the program" 
was a gripe often heard about the curriculum. One of 
the major reasons for the rewrite was to include more 
basic science. However, a recent survey of the teacher's 
guide to the program showed fully that 50% of the 
course is hands-on labs. Science Technology considers 
"labs" any activity where students design, test, record 
resuits, and report findings. Computer simulations in 
Science Technology COver the "lab" definition as well 
as the six weeks spent creating a science fair project is 
considered a lab. However, many parents did not see 
any type of computer simulation as a lab. "I don't re
member doing labs like that when I was in middle 
school," one parent said at a meeting. The implication 
seemed to be that since the labs were not in his realm 
of experience, then they were not true science. 

The independent study portion was written into Sci
ence Technology to augment the new Seal of Academic 
Excellence, placed into the EPISD high school curricu
lum in 1996. It waS also an attempt to make research 
a bit more interesting and real to the students.(Swami, 
et. aI., 1979) (One of the hallmarks of earning the seal 
was that students must complete some type of inde
pendent study project.) It was also designed as a Cure 
for complaints that the research paper was "too much 
work." The majority of these complaints about the re
search paper came from a few schools with large gifted 
populations. In response, the teachers at those sites 
were asked to develop the independent study element. 
After the implementation of the new element, not one 
complaint was received from students or parents, a 
marked improvement from previous years. The inde
pendent study project allowed students to work in 
groups on a project of they wished, and gave them the 
ability to choose the product they wished to create. The 
first year of the new program produced a wide range of 
projects, from a collapsible crutch to a multimedia dem
onstration on why cats survive a fall to land on their 
feet. 

Traditionally, parents have said that Science Tech
nology students do not receive enough "basic science." 

(See HOLT. page 38) 
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A LOST WORLD EXPLORED: A DINOSAUR WITH A '90'S 
ROAR: PULL-OUT BLOCK-SCHEDULED PROGRAM 
Carolyn Kitchens 
Northwest ISD 

"The true creator is necessity, which is the mother 
of our invention." Plato's Republic reminds us of this 
wisdom when we are reaching for new answers to old 
questions. One ofthose recurrent quandaries surfaces 
with regularity: Can the needs of gifted students be 
met best in regular classes or in pull-out programs? 
Ageless is the debate, and endless are the arguments 
both pro and con. 

On our rural Title One campus of 500 students, the 
pull-out support programs for special needs students 
had become the tails wagging the dog of regular in
struction. These programs include, not only gifted ser
vices, but also Alphabetic Phonics, ESL, Content 
Mastery's Stevenson program, speech therapy, and the 
HOST Learning Lab. Regular classroom teachers were 
at wit's end in their effort to design cohesiveness into 
their daily schedule with this growing carrousel of kids 
in and out of their rooms. 

At Seven Hills Elementary, we focused on the ques
tion, "What is best for these specific kids at this point 
in timeT' Keeping this adage in mind; and after pro
lific brainstorming, teachers, parents, and administra
tors gave birth to the concept of an elementary modi
fied block schedule. All kids served by support pro
grams would leave regular classes during this 45-
minute block time thereby alleviating the growing 
merry-go-round problem of students' going and com
ing to and from support programs throughout the day. 
Students remaining in the regular class during the 
block time would receive enrichment and/or accelera
tion activities. As of this writing, no student was in 
need ofthe service of two programs which met during 
the block time; however, a contingency plan is being 
developed by a committee to address this possible con
fiict. As soon as morning beginning activities were 
completed each day, the first 45-minute block began. 
First grade students identified for service through a 
support program would leave their class and report to 
the room of the needed program; i.e., speech therapy, 
dyslexia assistance, gifted and talented services, ESL, 
for the allotted period of time. Second grade students 
would begin their 45-minute block during the second 
rotation. This plan waS followed at 45-minute inter
vals through five periods of the day to service grades 
one through five. 

This concept for Seven Hills opened a Pandora's box 
of questions for the gifted program. What type of con-

tent would our gifted students study? Would they feel 
isolated emotionally and socially from regular kids? 
How would their program be integrated with regular 
classes as well as the mission statement of our school? 
These questions represent those ageless inquiries that 
always surface at the onset of something new. 
Pandora's problems illuminated a second necessity, and 
invention glowed in response - design, implement, and 
evaluate a new learning opportunity for the Seven Hills 
gifted population. 

The Design 
Creation of a new program design necessitated 

the consideration of two facets-the guidelines for pro
viding comprehensive services to gifted learners as set 
forth in the Texas State Plan for the Education of 
Gifted/Talented Students (1997), as well as the explo
sion of information readily available on brain-based 
learning. The new state plan mandates services in the 
four content areas oflanguage arts, mathematics, sci
ence, and social studies. Brain-based learning theory 
calls for the immersion of children in enriched envi
ronments with complex experiences. The former side 
of the two-edged sword would be relatively easier to 
sharpen than the latter - providing brain food in new 
ways. We are a rural, predominantly lower socio-eco
nomic community. We did not have the necessary ex
posure to new research findings. Nevertheless, the 
design sparked a beginning, and it was kindled by Joyce 
Armstrong Carroll's assertions in Acts of Teaching, 

"The point for educators is not to lament prior en
vironment over which they have no control; the 
point is not to abdicate responsibility because of 
some prior lack of enrichment. Rather, the point, 
indeed the challenge, is to provide enriched envi
ronments for all children. That is the function of 
the brain - to create meaning" (1993, p. 395). 

Effective programs must have grass-roots support 
and the buy-in of teachers, administrators, and stu
dents. Therefore, three additional criteria were added 
to the "This curriculum must have the following" list. 
It must be of interest to the students served, it must 
be relevant and include current important events that 
would occur during the course of the school year, and 
it must be differentiated and in support of grade level 
content areaS. Wow, no short order here! This new 
program design's growing complexity and the enormity 
of this new task brought back memories of college-
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day's Greek mythology, The story flashed through my 
mind of the Gorgon monster Medusa whose gaze 
turned to stone anyone who looked at her and who was 
eventually slain by Perseus, The new design became 
a rearing Medusa's head gazing in my direction. Where 
was my hero to slay Medusa? Where was Perseus? As 
the thought of becoming a stone effigy did not interest 
me with overwhelming desire at this time in my life, 
Plato's reminder that necessity is the mother ofinven
tion gave me courage to forge on with the program 
design and slay Medusa myself. 

The Implementation 
"Relevancy with inclusion of current important 

events" was our guide in the formulation of the year
long plan that is now presented in its comprehensive 
and sequential summary form. 

Connections 1996-1997 

First Six Weeks Connections with Thinking; Metacognition 
and the Five Caps for Thinking 

Second Six Weeks Connections with Literature and Social 
Studies Newberry and Caldecott Award 
Winners; The Presidential Election 

Third Six Weeks Connections with Social Studies, Science, 
and Math Images of Greatness; Night of 
the Notables Inte:ractive Electronic Field 
Trip; "Live From Mel's;" Mathematical 
Olympiad Kick·Off 

Fourth Six Weeks Connections with Sdence;The Invention 
Convention 

Fifth Si:x. Weeks Connections with Science; Adopt-An-Acre 
Bolivian Ra.in Forest Project 

Sixth Six Weeks Connections with all disciplines-North 
west I.S.D.; Now and the Futul'"e with 
NASCAI\ 

Acknowledging the state plan's mandate to address 
the four content areas, the social studies component 
allowed us to immerse our kids in the complex experi
ence of organizing and implementing a school and com· 
munity-wide registration and mock election. Herein, 
our brain-based learning emerged as the kids studied 
the necessary facts and embedded them in experiences 
that relate to real life - the big picture. 

A science correlation was with NASA's interactive 
electronic field trip "Live from Mars," This provided 
excellent state plan adherence and brain-based learn
ing compatibility. Our social brain devours collabora
tive interactions that the ongoing communications with 
NASA, analysis ofincoming data, and interaction with 
the science experts provided. 

The building of Texas Motor Speedway had a major 
impact on the day-to-day functioning of our Northwest 

LS.D. This event, from groundbreaking through the 
inaugural race, provided opportunities for integration 
of all four content areas as well as brain-based relaxed 
alertness, orchestrated immersion, and active process
ing. This study culminated in a field trip to the speed
way as a highlight of active involvement. 

"Must be of interest to the students served" was a 
criteria for the Adopt-An-Acre Bolivian Rain Forest 
endeavor. This grew from a gifted activity to a com
munity-wide project, This study was initiated by the 
students and ultimately incorporated all content ar
eas with generous downpours of brain learning strate
gies. This uniquely interdisciplinary study stretched 
the students to higher levels of thinking and problem 
solving as they analyzed information, synthesized so· 
lutions, and evaluated current conditions of our earth's 
environment in light of rain forest destruction. Hav
ing direct contact and interaction with representatives 
of Earth Foundation, the Adopt-An-Acre sponsor, and 
being sent a video of actual acreage saved by the Seven 
Hills students were high points of the year. 

"Must be differentiated and in support of grade-level 
content areas" loomed initially as Our arena of great
est challenge, Heeding two caveats that possibly could 
plague a pull·out design, resistance of others and ar
ticulation across grades, we included stakeholders from 
various areas to add their expertise toward this COn' 
tingency. Parents, teachers, and administrators com· 
municated possible concerns and suggestions in the 
language arts, math, and science disciplines by sug
gesting, among other things, the inclusion of TAAS 
targets. 

Their recommendations provided a foundation for 
the selection of literary pieces from Caldecott and 
Newberry Award winners to analyze, compare, synthe
size into product presentations, evaluate by students, 
and be accepted by the community's culture. This ad
visory group also assisted in the creation of the science 
strand by delineating grade level and teacher empha
sis with respective time lines. Their assistance proved 
invaluable in the mathematics curriculum, We dedi
cated ourselves to the task of accelerating each stu
dent through enriched mathematical environments_ 
Serving as a resource, The Mathematical Olympiad 
competitions provided an incentive for our efforts to 
encourage neural branching. Utilizing hypothetical 
thinking, inquiry questioning strategies, and problem 
solving tasks, students found themselves immersed in 
a brain-food environment, thereby achieving the de
sired outcome. 

While the four content areas enumerated in the state 
plan received expansive attention, care was directed 
to the find arts and leadership theaters of giftedness. 
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Students created products and designed performances 
at the culmination of each unit of study. 

Perseus had arrived, Madusa lay decapitated, the 
program flourished. 

The Evaluation 
Barbara Clark reminds us that "at birth nearly ev

eryone is programmed to be phenomenal" (1992, p. 
25). Did our curriculum meet the needs of kids pro" 
grammed to be phenomenal? Results from an end-of
year survey suggested we had met the needs. How
ever, each component of the design was held to a close 
scrutiny from the eye of the Cyclops: i.e., teachers, 
students, and administrators. 

From an academic rubric perspective, all identified 
gifted students attained Academic Recognition on the 
TMS assessment that, outwardly, spells success. Nev" 
ertheless, all facets incorporated into the creation of 
this new design will be evaluated in an ongoing man
ner. We planned the work, worked the plan, and will 
continue to re-work the plan to meet the changing 
needs of our kids. 

As Odysseus encountered and subdued the Cyclops 
on his adventure into the unknown, we, as educators 
of the gifted, must encounter the Cyclops on our ad
venture into providing programs of quality and excel
lence for our students. At Seven Hills Elementary 
during the 1996-97 school year and for the specific 
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population served, the modified pull-out block"sched
uled program worked. 

Plato's words once again resound throughout the 
ages, ''You can't step into the same river twice." An 
innovative concept in program design for one year and 
one group of students probably would not meet with 
the same degree of success for a second time around. 
As the end-of-year survey of the pull-out block sched
uled program indicated positive feedback from teach
ers, students, and parents, the blocked time structure 
will remain. '!bpics to be addressed will be modified to 
focus more on problem-based learning relative to the 
events of the new school year. As burgeoning brain 
research sheds light on our amazing "Cathedral of 
Complexity" (Coveney & Highfield, 1995), we educa
tors will flow with the grain of the brain in responding 
to the challenge of designing fluid, enriched environ
ments for our ever-changing students. 
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FAST FORWARD AND REWIND: STRATEGIES FOR GIFTED 
STUDENTS WITH LEARNING DISABILITIES 
Janet Ray 
Plano, TX 

Enrichment and remediation together may seem as 
paradoxical as using fast forward and rewind concur
rently on your video recorder. Yet gifted students with 
learning difficulties are paradoxical learners with ex
ceptional abilities that need to be developed and se
vere weaknesses that call for remediation. Because 
academic and social weaknesses cause the most diffi
culty in school, remediation is often the primary goal 
in the classroom. As a result, the exceptional abilities 
of gifted students with learning disabilities may never 
be addressed. If strengths are addressed, it may be 
only after all other assignments are completed. Udall 
(1991) calls this the "contingency plan." In effect, we 
are telling students that "we care most about what 
you cannot do." The focus of this article is to explore 
strategies that provide acceleration and/or enrichment 
(fast forward) and remediation (rewind) simulta
neously. 

Rewind 
Basic school skills such as reading, writing, spell

ing, sequencing, and paying attention pose difficulties 
for some gifted children because of a neurological pro
cessing disorder, most often referred to as a "learning 
disability." It may be necessary to "rewind and play 
back" instruction in some of these areas in order for 
children with learning difficulties to achieve mastery 
of the skills. 

Ironically, gifted children with learning difficulties 
may speak disparagingly of schoolwork that they have 
not mastered, calling it "boring" or "stupid" (Betts & 
Neihart, 1988). They may vehemently deny that they 
are having difficulty. Like their gifted peers, giftedJId 
children have a high internal standard of success. 
Routine, simple tasks needed to remediate a disabil
ity may not be seen as an accomplishment by the child 
who regularly masters complex tasks outside of school 
(Baum, 1988). These children are perceptive of the 
fact that they should be able to perform, and may be 
perplexed and visibly upset when they cannot 
(Gunderson, Maesch, & Rees, 1987; Rosner & Seymour, 
1983). 

Fast Forward 
How can a child needing "rewind" possibly be able 

to "fast forward" at the same time? Silverman's (1989) 
research illuminates this paradox. She found that 
the harder the task, the better giftedJId children per
form. On intelligence tests that progress from simple 

to complex, gifted/ld children will often fail simple items 
while passing the difficult items. Outside the class
room, gifted children with learning difficulties demon
strate superior abilities in creativity (Lovecky, 1994; 
Webb & Latimer, 1993; LaFrance, 1995), problem solv
ing (Barton & Starnes, 1989; Tannenbaum & Baldwin, 
1983, Silverman, 1989), and task commitment (Baum, 
Emerick, Herman, & Dixon, 1989; Weinstein, 1994; 
Reis, Neu, & McGuire, 1995). 

Classroom Strategies 
The paradox of superior abilities and extreme weak

nesses presents a challenge. Ignoring superior abili
ties results not only in a loss to the child, but to society 
as well if the gifts are never nurtured and channeled 
into authentic products. Ignoring severe weaknesses 
handicaps the child in the expression of his or her gifts. 
It is important for educators to employ classroom strat
egies which will create what Rawson (1992) calls a 
"therapeutic climate." In a therapeutic climate, expec
tations are high and clearly stated, but support is al
ways available. Following are strategies for teaching 
gifted students with learning differences. 

Implement Curriculum Compacting 
Curriculum compacting calls for assessment before 

instruction in order to credit the student with knowl
edge or skills already mastered. Curriculum compact
ing also involves acceleration when a student is capable 
of quick mastery of new material. For the gifted stu
dent with learning difficulties, curriculum compacting 
validates and values the stores of information he pos
sesses and acknowledges his potential for learning. The 
giftedJId child can then work ahead and develop in ar
eas of strength. 

Allow Higher Level ktivities to be Done Before Basic 
Skills are Mastered 

Gifted/ld children may be capable of complex think
ing in an area before the basics are in place (Silverman, 
1989). For example, a child may be fascinated with 
complex math concepts such as infinity or negative 
numbers before all math facts have been memorized. 
You may have to feed the passions while laying the 
groundwork. 

Vary Methods of Remediation 
Because they share characteristics with other gifted 

children, gifted/ld students are easily bored and frus
trated with rote and repetition. Be familiar with strat-
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egies used to build skills in children with learning dif
ficulties and adapt as needed. Investigate sequential 
reading programs based on phonics for children with 
visual-motor integration difficulties such as dyslexia 
(Brown-Mizuno, 1990). Present directions in a vari
ety of ways and use attention directing techniques (Dix 
& Schafer, 1996). Be aware that gifted/ld children of
ten have an auditory sequencing component to their 
disability (Silverman, 1989) and may need to have di
rections repeated. 

Use Strengths to Demonstrate Mastery 
Students having difficulty with written output may 

shine orally. Allow these students to take tests or give 
reports orally when possible. Word processing is a 
valuable tool for the child with complex, creative ideas 
but who has weak handwriting and spelling skills. 
Like most gifted children, gifted/ld students have area 
of interest in which they are passionate and are an 
"expert." Use student selected topics as vehicles to 
teach basics of reading comprehension, research skills, 
study skills, and mechanical skills such as spelling, 
capitalization, and punctuation (Clements, Lundell, & 
Hishinuma, 1994). 

Bypass Disabilities 
It is crucial that educators realize when to stop 

remediating and when to begin teaching adaptive tech
niques in order to bypass a disability. Technology (com
puters, calculators, tape recorders, and electronic spell
ers) can help students compensate for weaknesses. 
Other strategies include using earphones to block out 
noise, making lists to help remember things, using 
books on tape and documentaries for poor readers, and 
utilizing a note-taker in class (Silverman, 1989; Dix & 
Schafer, 1996). 

Encourage Success 
Gifted/ld children need success everyday. Do not 

make participation in areas of strength or interest (art 
class, science fair, or the gifted program) contingent 
on success in another area. Timed tasks and volumi
nous writing assignments may frustrate and impede a 
child on an assignment in which she might otherwise 
be successful. Build self image by allowing gifted/ld 
children to "shine" in front of their classmates. Pro
vide biographies of successful individuals who achieved 
in spite of a learning difficulty (Udall, 1991; Williams, 
1988; Silverman, 1989). 

Strategies for Parents 
When the school day is over, it is parents who are 

first-hand witnesses to the distress and frustration of 
the high ability child with learning difficulties. It is 
also parents who witness a pure, authentic display of 
talent, thinking, and creativity by their child in a natu
ral setting. Perhaps parents are the most bewildered 
by this child who seems to need both fast-forward and 

rewind. Following are strategies that parents can use 
to support a gifted child with learning difficulties. 

Equip Yourself 
Learn all you can about your child's learning dis

ability. Think of the school as a resource center and 
learn all about the services it Can or cannot provide. 
Schools mayor may not give comprehensive, individual 
aptitude or achievement tests, especially if a child is 
"getting by." A comprehensive battery of tests done out
side school can give an accurate picture of a child's 
strengths and weaknesses. 

Homework Assistance 
Make special tools (spelling dictionaries, electronic 

spellers, tape recorders, word processors) available for 
homework. If reading is difficult, read books, texts, 
and assignments to him. Seek outside support, such 
as tutoring or counseling for your child (Nielsen, 1996). 

Be Active 
Get to know your child's teacher. Make friends, vol

unteer, participate, have coffee with him or her. Do all 
you can to maintain a positive relationship (Nielsen, 
1996; Hallowell, 1996). Ask for an Individual Educa
tion Plan (IEP) for your child and consistently check 
to see ifit is being carried out (Nielsen, 1996). Work to 
get your child into special programs he or she needs, 
whether it is the gifted program, accelerated classes, 
special education, or all of these. 

Examine the Fit 
Thoughtfully evaluate the fit between your child and 

the school (Hallowell, 1996). Find out if the teacher or 
school accommodates learning styles. Will reasonable 
modifications be made to accommodate the needs of a 
high ability child with learning difficulties? Are edu
cators aware of the unique emotional needs of gifted! 
Id children? Ask about policies concerning double iden
tification--gifted and learning disabled. Investigate 
whether children with learning disabilities are being 
served in the gifted program. If accommodations can
not be made, you may need to consider a change in 
teacher Or schoo!. 

Dual Dh'ections 
We study, investigate, differentiate, and advocate for 

gifted students because they learn differently than 
their peers. We do the same for students with learn
ing difficulties because they learn differently, also. As 
we look to the future of education for the gifted, let us 
not overlook the fact that some children have both su
perior abilities and extreme weaknesses. When teach
ers and parents employ strategies that nurture 
strengths and provide support for weaknesses, we Can 
fast forward and rewind - at the same timel 

(See RAY. poge 38) 
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EXCEPTIONAL OPPORTUNITIES FOR EXCEPTIONAL HIGH 
SCHOOL STUDENTS AT THE ADVANCED ACADEMY OF GEORGIA 
Diane Boothe 
Beheruz N, Sethna 
State University of West Georgia 

Stewart Jenkins is a very personable young man 
who is a second"year student in the Advanced Acad
emy of Georgia at the State University of West Geor
gia. The Advanced Academy (1996, 1997) is a unique 
program for gifted high school juniors and seniors, in 
which they become full-time students in residence at 
the University, taking college courses to complete their 
high school requirements, This enables them to gradu
ate with their high school class, but when they do so, 
they typically have sufficient college credits to be a 
college junior, Stewart is one of these students - he 
turned eighteen in the middle of his second year in 
the Academy and has already accumulated enough 
credits to be a college junior before he has graduated 
from high school. 

Stewart's high school GPAof96.587, and his PSAT! 
SAT sCores (re-centered) provide compelling evidence 
of his exceptional abilities: 

PSAT, 1993, ninth grade: 48 verbal, 67 math 
SAT, Dec.,'94: 560 verbal, 700 m.ath 
SAT, May, '95: 630 verbal, 750 math 
SAT, Dec" '95: 680 verbal. 760 math 
SAT, May, '96: 620 verbal, 740 math (large type institutional). 
SAT II, Ma.th 800; Physics 800; Writing 710. 

Stewart is visually impaired; he has ocular albinism, 
a secondary condition of the albinism. He describes 
the aids that he has used thus: 

Over the years, I obtained several different visual 
aids. At first, I used simple magnifying glasses 
which made it possible for me to perform many of 
my tasks, provided I was reading large print. 
Then, about five years ago, I discovered a new type 
of visual aid that took full advantage of the devel
opments in the field of optics, This device, named 
the Ocutech, consisted of a miniaturized six-power 
telescope mounted on the top of a pair of glasses, 
The Ocutech greatly increased my ability to per
form many tasks: images from overhead projec
tors became visible, and it became easier for me to 
recognize people, The most helpful of scientific 
creations was released about a year and a half ago. 
It integrates the knowledge of modern electronics 
and optics that science has given uS over the last 
couple hundred years or so, The Low Vision En
hancement System (LVES) has allowed me to see 
things I had never noticed before, such as a person's 
facial features, a flock of birds flying south for the 

winter, and many other marvels of nature. LVES 
(he calls it 'Elvis') is an electrical device that fits 
over my head, takes in images through the Cam
eras, and sends the image to a small computer I 
wear around my waist, This computer enhances 
the contrast of the image, and allows me to adjust 
the magnification, This enhanced image is then 
sent to two sCreenS in front of my eyes. 

LVES was developed at Johns Hopkins, and Stewart 
goes back there in the Summer to learn of upgrades 
and new features. According to his mother, Stewart 
did not obtain LVES from Hopkins until June 1995, 
just before he came to The Academy, Prior to the trip 
to Hopkins and the new equipment, they were afraid 
that Stewart would not be able to read the blackboard 
in his college classes. However, LVES intensifies the 
contrast, and Stewart can accomplish this task, 

Earlier, before Stewart and his teachers had a full 
appreciation of his disability, he sometimes got grades 
lower than expected, to his surprise, Teachers did re
duce his assignment pressure (e,g., giving him every 
alternate problem to do rather than every problem), 

In the fourth grade, Stewart was identified as a can
didate for the Gifted Program, He was given the quali
fying test usually administered - it was in large print 
for him, but nO special accommodation was made in 
terms of time, As a result, he did not complete the test 
in time, and did not qualify for the Gifted Program. In 
the sixth grade, he took the test again and, this time, 
waS accepted for the Gifted Program, 

Stewart considered himself just going along with 
everyone else in the Gifted Program, until the Duke 
Talent Identification Program (TIP) in the seventh 
grade, He earned SAT SCores of 590 (Math) and 450 
(Verbal) as a seventh grader, was recognized in the TIP 
Program, and received an invitation to go to Duke for 
the Summer. That seemed like a wonderful opportu
nity, and he attended the Duke program for three sum
mers, studying Math and Physics. That was the time 
he began to think of himself as being exceptional. 

By the time he was in the eighth Or ninth grade, 
Stewart had adapted better to the disability and did 
not need time accommodations. He was doing very well 
in high school, but was beginning to find that there 
were not many more courses that he could take there. 
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For example, as he says, "The high school had only 
one Physics course, and I had taken it!" 

When the opportunity to join the Advanced Acad
emy of Georgia came along, Stewart and his parents 
very wisely recognized this as being well suited to meet 
his needs. He joined the Academy in the Fall of 1995 
and is enjoying this opportunity to expand his hori
zons. 

At the end of Winter Quarter 1997, Stewart has 
earned 109 quarter credit hours with a 4.0, including 
25 hours credit by examination. He is enrolled in 16 
hours Spring Quarter, including a senior level physics 
course. He has been active in the University Honors 
Program, was named the Outstanding Freshman Hon
ors Student at last year's Convocation, and has par
ticipated in the annual honors field trip to Washing
ton, D.C. Attesting to his high level of motivation to 
achieve academically, during the summer, he completed 
an independent study of calculus-based PHY 256 and 
PHY 257 - simply for the pleasure of doing so. 

Stewart is known by his professors as an ideal stu
dent, always prepared, inquisitive, intelligent, hard
working, and exceptionally polite. The Coordinator of 
the Academy, Ms. Pat Hughes, says, "I can't say enough 
about Stewart's cooperative spirit, dry wit and great 
sense of humor, and his strong and caring friendship 
with the other Academy scholars." 

Stewart particularly regards Physics and Math as 
being "fun." One of the more interesting stories of his 
success in the Academy concerns his work in Math. 
He took a competency test in the first Math course, 
College Algebra. Based on his score of 5 on the AP 
Calculus test taken as a tenth-grader and on his own 
assessment of Stewart's abilities, the Department 
Chair, Dr. Chatty Pittman, placed him directly into 
Calculus III. Then, based on early evaluations in the 
course and further appraisal by Dr. Pittman, he was 
moved up to Calculus IV, in which he earned the high
est grade in the class. Not only did Dr. Pittman say 
that Stewart was the most gifted student in math ever 
to cOme through the University, he authorized Stewart's 
advisor to register him for any math or physics course 
he desired to take, regardless of the level or the pub
lished prerequisites. This confidence has not been mis
placed-Stewart has made Ns in MAT 420 and 421, 
senior level mathematical statistics, MAT 300, Discrete 
Structures, and Physics 332, Electric and Magnetic 
Fields. 

In addition to math and science courses, Stewart has 
successfully completed honors sections of U.S. History 
I and II, English Literature, Computer Science, and 
Philosophy, and regular sections of World Literature, 

American Literature, Physical Education, and Latin. 

Stewart's own characterization of how the faculty of 
the Academy have helped him is so well put, no fur
ther amplification is necessary. He says, "In school, help 
was a 'helping me get by' thing; in the Academy, help 
is a 'helping me get ahead' thing." 

Get ahead, he certainly has, As we look at the list of 
very impressive courses in the preceding two para
graphs, we have to keep reminding ourselves that 
Stewart is eighteen and, were it not for the Academy, 
would have been a high school senior. 'Ibday, though 
he has yet to receive his high school diploma, he has 
sufficient credits to be classified as a college junior, 

Even in the area of social interactions, the Academy 
has helped Stewart obtain "broader access to social
ization," 'Ib understand this, one has to look to Stewart's 
childhood days, When Stewart was much younger, be
fore he had COme to understand his disability, when 
other children met him and said, "Hi, Stewart," he had 
no idea who they were and that tended to hinder so
cialization. In early elementary school, he played with 
neighborhood youngsters, and his best friend lived 
across the street. In the third grade, his family moved 
away into a less densely populated area, and his best 
friend was a mile away. In fact, there was a signifi
cant distance from other children, Now that Stewart 
is in the Academy, his friends live in the same resi
dence hall, some right next door. Many take the same 
classes; others study together, others come to Stewart 
for help in math and physics, On Thursday nights, all 
Academy students eat together, and participate in lead
ership development activities and programs, These ac
tivities certainly enhance social interactions, 

Stewart wants to major in physics or computer en
gineering, or perhaps a combination of both-he cer
tainly expects to complete graduate studies after his 
undergraduate program, He sees himself working in a 
field that involves computers, because "computers are 
neat," He wants to make his share of contributions to 
society, With the dry wit that has made him famous at 
the Academy, he says, "Given my interests, I suspect 
that my contribution is more likely to be by way of a 
new technological development to improve some pro
cess, but it may very well end up in the creation of a 
new philosophy that makes everyone happy and leads 
to world peace," 

Stewart works in the computer lab of the College of 
Arts and Sciences and in the Math Lab; he also helps 
his colleagues in physics and math, 

Stewart has received acceptances to many fine Uni
versities for his bachelor's program, including Duke 

(See BOOTHE & SETHNA. page 37) 
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MEETING THE NEEDS OF THE GIFTED STUDENT 

Christine Harmon 
North Hills School. Irving, TX 

The Self-Contained Classroom 
Districts across the state are beginning to imple

ment a variety of programs to address the needs of 
gifted students. As with any newly created program, 
districts are faced with a multitude of approaches that 
range from pullout options, a school-within-a-school, 
to self-contained classrooms, During the 1996-1997 
school year, the unique opportunity to teach a self-con
tained gifted class of 21 fourth and fifth graders dur
ing the district's first year of implementing a newly 
designed gifted program became available. The.u~i~ue
ness of a self-contained classroom was not Imtmlly 
apparent until the instructor later faced a group of 
mixed ability students that included gifted students. 

There is often a misconception that gifted students 
will be gifted in all subjects <Borland 1989) which was 
not the case even in this self-contained classroom. As 
was evident in this situation, an instructional approach 
was needed that would be flexible yet meet the needs 
of all students. The instructor used a specialized cur
riculum for math and for the language arts and an 
interdisciplinary approach to incorporate the other 
subjects from the district's curriculum. The utilization 
of the interdisciplinary approach allowed the instruc
tor the opportunity to accelerate the students as needed 
or to readdress certain academic areas if necessary. 
The district's curriculum needed to be viewed as a con
stantly evolving and changing palette that meets the 
nature and the needs ofthe learners (VanTassel-Baska, 
1988). Therefore, the instructor was faced with the 
necessity of extending and bringing depth to the regu
lar curriculum in order to meet the variety of gifted 
learners within the classroom. Acceleration of the 
materials was often necessary for the more advanced 
students, and the opportunity for independent stud
ies was given to all, regardless of age or grade level. 

Despite the disparity in ages and grade levels, the 
majority of the students worked as a class and as a 
group of friends. Work waS often jointly done in re
gards to writing activities, the humanities, and cre
ative group projects. The students interacted vora
ciously during classroom discussions and critical think
ing activities, while becoming competitive in nature. 
Students enjoyed learning opportunities more when 
they study with peers of similar abilities, developing 
positive attitudes about themselves a~d about scho~l 
(Clark, 1992). With the constant creativIty and appll
cation of critical thinking, the academic record and use 

of thinking skills by the lower qualifying student no
ticeably improved as the year went on. These students 
became risk-takers and developed the emotional sta
bility that was necessary for true learning to take place. 
It waS apparent that these students felt less isolated 
and benefited from having full day contact with stimu
lating students much like themselves. It was obvious 
that the emotional, affective realm of the self-contamed 
classroom did much to support the students' learning. 
According to VanTassel-Baska (1988), "affective de
velopment plays a unique role in the curriculum. By 
utilizing a flexible curriculum, the instructor was able 
to create a context for focusing on the affective con
cernS of the students (VanTassel-Bask, 1988). There
fore an interdisciplinary approach in a self-contained 
gift~d classroom gave the students a forum oflike play
ers with whom they interacted academically and so
cially which enabled them to voice their concerns and 
doubts. Consequently, the students grew as individu
als and as learners. 

One prime concern of parents and educators when 
faced with the concept of a self-contained classroom 
for gifted students is the lost opportunity to interact 
within a heterogeneous grouping. The very nature of 
their needs in regards to curriculum, the acceleration 
of materials and possible scheduling difficulties sepa
rate both th~ teacher and the students from the main 
flow of the school. One cannot deny that a heteroge
neouS grouping affords students with the opportunity 
to develop certain social skills; however, a school's goal 
should be to provide experiences for students to 
progress in their education and to learn from others. 
The gifted student should have the opportumty to de
velop the ability to understand the needs of others an:d 
the skills of working with others (Clark, 1992). In thiS 
particular case, the self-contained class was separated 
from their peers through scheduling difficulties. Bro
ken into small groups of 5 to 6, the gifted students par
ticipated in physical education, music, and art with 
other classes. For the fourth graders, these classes were 
outside of their grade level and comfort zone, At no 
time did the self-contained class participate in these 
outside classes together, as a group. Oddly enough, 
during recess and lunch, two important times for peer 
interaction the class remained as a homogeneous group 
and intera~ted only with each other. There was little 
desire on their part to interact with others outside of 
their class, even when given the opportunity to do so. 
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Certainly, the gifted child has a need to be with, and to 
enjoy the benefits of their intellectual peer groups 
(Clark, 1992), yet it is hard to support this premise 
when in the real world, we are not always afforded 
that luxury. 

Inclusion within the Regular Classroom 
Depending upon the school district, teachers may 

face having gifted students within their regular class
room. Frequently these students' needs are met from 
a variety of methods, such as a pullout program, are" 
source room, or other provisions that are made within 
the regular classroom, There is a new charter school, 
located in Dallas County, which is serving grades 5 
through 8. This school has geared its curriculum to
wards the International Baccalaureate Middle Years 
Program and by the very merits of the curriculum, 
the school has attracted a large number of gifted stu
dents from the surrounding districts. The teachers 
are now faced with meeting the needs of the gifted stu
dents within a regular classroom setting where many 
students are not recognized as being gifted. 

There is a wide diversity of students that Can be 
found in a particular fifth grade class at The North 
Hills School. Out of 21 students in this class nine stu
dents have been identified as gifted by their previous 
school and/or district. Consequently, this particular 
teacher must rely upon her ability to challenge these 
students while maintaining a supportive learning en
vironment for the other students. According to the 
Thxas State plan for the Education of Gifted I Talented 
Students, (Texas State Plan, 1996), part of a district's 
program design should incorporate many specific learn
ing opportunities for the gifted student There should 
be flexible grouping patterns and independent inves
tigations that are offered to these students, allowing 
them to learn at a pace and level that is appropriate 
for their skills and abilities. In keeping with this un
derstanding, the students in this particular group have 
been put into clusters within certain classrooms. 

With clustering, students work with their cognitive 
peers within a curriculum that is accelerated and fle"
ible enough to meet their academic needs. Yet, as Clark 
(1992) pointed out, whereas clustering might provide 
an appropriate learning environment for the gifted stu
dent, it might not provide the appropriately differenti
ated curriculum unless the teacher is aware of and tries 
to meet this need. Therefore, the curriculum is con
stantly undergoing development and expansion as the 
teacher tries to address the special needs of these stu
dents. The curriculum and delivery of instruction 
should provide the students with options in intellec
tual, creative, or artistic areas, with flexible pacing and 
modifications implemented in order to meet their needs 
(Texas State Plan, 1996) Therefore, the use of inde-

pendent activities, an interdisciplinary approach to the 
curriculum's materials, and the acceleration of students 
are utilized within this classroom. One student leaves 
for her accelerated algebra class where for 90 minutes 
she interacts with her intellectual peers while in the 
regular classrooms students are grouped according to 
their abilities in math with the opportunity to move 
vertically within the program. Within this same class
room, another group is working with their cognitive 
peers researching particular culture while others are 
independently researching their own interests with 
specific guidelines and supervision of the teacher. 

The Buccess of this delivery of services is directly 
dependent upon the teacher. If the teacher does not 
have the management skills for such a complex struc
ture of a classroom environment, there is only a small 
chance for success (Clark, 1992). As for the other stu, 
dents who have not been identified as being gifted, they 
too must function within this classroom and have their 
needs met. Much like the self-contained classroom 
where the ability levels of the gifted students varied 
greatly, these students range from special needs stu
dents working on a modification plan for success to 
those who strive for perfection. The clustering of such 
a large group of gifted students has not inhibited these 
students in their academic work or products. In actu
ality, these students seem to benefit from the modifi
cations that are being made for the gifted students, 
taking part in their own independent studies. When 
teachers learn how to provide services for the gifted 
students, there are opportunities that naturally arise 
for the entire class, thereby raising the level of learn
ing for all (Winebrenner, 1994). That is readily appar
ent in this classroom as all students enter into learn
ing with an eagerness and an anticipation that is not 
often Been except in classrooms where all needs are 
met and the regular students receive an enrichment 
that is often missing within the regular classroom. 

While the self-contained classroom is seen as an ideal 
situation, clustering within an inclusive classroom with 
a knowledgeable teacher can provide a program op
tion for the gifted student when none might seem avail
able. One noticeable difference between the self-con
tained classroom and this particular program, is the 
limited or lack of opportunities for full class disCUS
sions and verbal activities that transcend the e"pected 
norm. The conversations and verbal activities are con
strained by the levels of the students' abilities, and 
while the teacher continues to engage in them, it is 
quickly apparent that there is a lack of motivation and 
ability among the unidentified students. This makes 
things very difficult for the teacher as she strives to 
meet the needs of the gifted students without losing 

(See HARMON. poge 38) 
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GIFTED EDUCATION: ARGUMENTS AND ANSWERS 
WRITTEN BY A PARENT ••• FOR PARENTS 
Colleen Elam 
Ft. Bend, TX 

Scoring the touchdown, the quarterback spikes the 
ball. The crowds rejoice thunderously as their team 
wins the Super Bowlll Meanwhile . .. who won the 

Nobel Prize in physics? 

Perhaps the problem with gifted education is the 
term "gifted." Who among us easily digests that word? 
Consider the success of the gifted program for athlet
ics. The gifted who display their talents, who project 
a positive attitude, who work persistently, are awarded 
a place on the '~team. II "Team" is a term concept out 
society has evolved to embrace. From T-ball to pro
ball, people cheer on those gifted, the "team." The 
search is continual for the best of teachers/coaches. 
The gifted are given every opportunity to reach their 
highest potential. They push on with unflagging sup
port from society. People extol those physically gifted, 
They honor them with fame and fortune. 

Imagine our world if everyone strove for an academic 
team. Imagine children competing for Little League 
Academians. Imagine high school students attending 
the Friday night current event debates to support their 
school team. Imagine televised broadcasts of engineer
ing feats, newspaper accounts of mathematical 
progress. 

TEAM - Together Everyone Achieves Morel To
gether let us root for the team! Together let us open 
every opportunity for the gifted. Athletics or academ
ics, what's the difference? Body vs. mind, physical vs. 
mental capacity. In our U.S. cultural mindset, provid
ing gifted programs in athletics is universally endorsed 
whereas providing gifted programs in academics is met 
with antagonism. Why? 

The United States competes with Japan in baseball 
just for fun. We enjoy the competition. We send over 
our All Stars, our most gifted, our most nurtured, and 
we win - most of the time. 

The United States competes with Japan in technol
ogy, in business for GNP. They enjoy the competition, 
They send over their stars, their most gifted, their most 
nurtured, and they win - most of the time. 

Why do the gifted of mind have to plead for every 
crumb ofinstruction and coaching in our country? Why 
do those in charge proclaim that everyone is of equal 
ability in this sport? Why are teamslclasses for aca-

demically gifted discouraged politically, socially, psy
chologically? If the gifted minds that have the poten
tial to handle the great challenges of tomorrow are not 
nurtured today, all of us in our country will lose. 

What is the focus of our schools? Our forefathers' 
respect for education and emphasis on hard work and 
enduring attitude led them to envelop their harsh ag
ricultural schedule with school for their children. For 
years, school was just the 3R's - reading, writing, and 
arithmetic. Today in our technology era we still con
duct school on an agricultural schedule, Today in our 
technological and medical crisis we put money into ath
letics and pay lip service to academics. Perhaps the 
problem with gifted education is not the term "gifted" 
but the attitude with which we treat the academically 
gifted. 

Consider the following most common arguments 
against gifted education in academics. 

"Those G I T parents want their kids segregated. 
Who do they think they are 1" 

"Segregation" conjures nightmarish visions. "Seg
regation" is a volatile word, No child of the 50's, 60's, 
or beyond wishes any association with its connotations. 

"Segregate" as defined by the American Heritage 
Dictionary of the English Language, Third Edition, 
means: 

1. Th separate or isolate from others or from the main 
body or group. See synonyms under isolate. 

2. Th impose the separation of (a race or class) from 
the rest of society. 

The parents of gifted children do not want their chil
dren isolated from society or from other children. The 
act of enrolling their children in public schools is an 
acceptance and endorsement of society. 

"Who do they think they are?" They know they are 
parents. Like other responsible parents, they want 
what is best for their children. They are citizens, They 
feel a responsibility to the community, to the country, 
to the world. Enabling these gifted children to learn 
as much as they wish enables these children to better 
our community, our country, our world. Enabling ev
ery child to learn as much as he/she wishes about what 
helshe wishes enables these children to better our com-
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mUnity, our country, our world, However, sacrificing 
any of these children for the benefit of others is unac
ceptable, This is not the goal of gifted education. Nor 
should it be the goal of any educational program. 

What is the overall goal in education? To produce 
responsible citizens? To enable each child to develop 
into a contributing partner in society? To allow each 
individual to develop to their potential? Or to teach 
every one the same thing regardless of his or her unique 
individual capabilities, talents, and wishes? In the 
endeavor to give each individual an equal amount of 
instruction in school, we are treating all individuals 
unequally. 

There is infinite knowledge to be acquired. Our 
insistence that all students be taught the same sub
ject matter at the same pace is counter productive. Give 
each one all that each one can assimilate. Do not push 
anyone too fast or too hard; do not hold anyone back 
to wait. We are mortal. We do not have infinite time. 

"Why should THEY get special priuileges? There 
are only one or two gifted kids in the school. The rest 

aren't any smarter than . .. " 
How many gifted are there? Quoting Dr. James 

Webb (Webb, 1992), "How dark blue does navy have to 
be before it is navy?" Based on a U.S. population of 
226,000,000 the IQ distribution would be: 

904,000 people or .4% are exceptionally gifted/genius with 
IQ's of 140 or above. 

4, 520,000 people or 2% are gifted to highly gifted with 
IQ's of130-139. 

16,362,000 people Or 7.24% are superior to gifted with 
IQ's of 120-129. 

36,708,000 people or 15.8% are high average or fast 
learner with IQ's of 110-119. 

Figure 1 and 2 show the normal curve and population 
range (Webb, Meckstroth, and Tolan, 1982). 

Figure 1. Distribution of Intelligence Quotients 
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Figure 2. How Many Gifted Are There? 
(Based on a U.S. Population of 226,000,000 
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Does one size fit all? Do we line all these individu
als up, place them randomly into classrooms, rubber 
stamp OUr curriculum to be sure all receive exactly the 
same, and mass produce millions of little citizens 
equipped to ... equipped to what? Equipped to take over 
the responsibilities of the country? Or are we going to 
evaluate and meet the needs of all on this curve? Do 
we demand that the students with IQ's of 70 and be
low be given the Same instruction at the same pace in 
the same classroom as the majority of students? Do 
we insist daily that they hurry to keep up with the 
rest of the class? Why do we demand that the stu
dents with IQ's of 140 and above be given the same 
instruction at the same pace in the same classroom as 
the majority of students? Why do we insist that they 
slow down to wait for the rest of the class? Or do we 
recognize that both groups have different needs and 
different capabilities? And do we respect those indi
viduals with different needs and capabilities as such? 
Or do we exclaim, "Why should THEY get special privi
leges?" No one is asking for special privileges. Public 
schools are governed to serve the majority. The mi
nority need education also. What works for most does 
not work for all. Let us all respect each other. We are 
all worthwhile human beings. 

"G / T students must be in heterogeneous classes 
because they are needed to be role models! This will 

help with our discipline problems.» 
Is being a role model the reason any child goes to 

school? Is it the job/responsibility of gifted children to 
be role models? he they the "perfect" children? No. 
No. And no, there are no "perfect" children. Adults 
are role models - parents, teachers, and community 
success figures. 

A classroom of gifted students is a heterogeneous 
class. What a diverse group the "gifted" are! These 
children are not all equal and the same. They have 
different backgrounds, interests, abilities, personali
ties, goals. How are they the same? They are in
tensely intense, super sensitive, and critically critical. 
They are extremes of extremes. They possess an in-

28 Texas Association for the Gifted and Talented· Tempo • Winter 1998 



Ace ~LLI</\IIUN /\NI) (-;IKllJr'INC 

trinsic energy that is either in full speed or at full stop. 
There is no middle ground. They have an incredible 
memory and a maximal attention span. They set high 
high standards of performance for themselves and for 
others. Compromise is difficult. Judgment lags be
hind intellect. Are these the perfect role models? Truly, 
the job/responsibility ofrole model belongs to adults. 

Is it the responsibility/function of our gifted chil
dren to handle our discipline problem children? No. 
We adults - parents and teachers and administra
tors - need to enforce the discipline codes unilater
ally on every campus in every classroom. We will not 
pass this buck to any children. 

In fact, many children with discipline problems are 
gifted. Why? Several reasons. They are under stimu
lated therefore underachievers in school. Often they 
are two to three grade levels behind where they could 
have been if they had received the same degree of 
stimulation the great majority ofstudents enjoy in the 
regular classroom. Gifted in heterogeneous classrooms 
spend 114 to 1/2 of their time waiting for others. When 
material is not challenging enough or paced qUickly 
enough, their brains have time to wander, to be dis
tracted, to pull them off task. Academically gifted have 
such high self-expectations that they usually can not 
fill them. They become diSSatisfied with themselves 
and at times respond to this frustration with unac
ceptable behavior. They are ultrasensitive to problems 
- personal, community, world. They see the world with 
panoramic vision. They feel paralyzed by these prob
lems and the unscalable obstacles preventing them 
from solving them. They are prone to existential de
pression and peer relation problems due to their char
acteristic intensity. They think differently, envision 
differently, respond differently. They can not under
stand why everyone else is different from them! When 
they become frustrated how do they cope? Some im
merse themselves in numerous activities. Some with
draw. Some lash out in anger-our jails house a dis
proportionate rate of gifted. Finally, some commit sui
cide. 

Let us not add adult responsibilities to the load these 
children inherently carry. Let us help them so they 
may help us all. 

"G / T students are the leaders. They are needed in 
the regular classrooms to balance the groups." 

Are the GIT students the leaders? Do all the other 
students look up to the GIT students and aspire to be 
like them? Are theirs the lunch tables that are crowded 
with kids? Have you heard of a nerd? Some of the 
academically gifted are also gifted in leadership abili
ties. Many who are gifted with leadership abilities 
are not academically gifted. If we truly want to dis-

perse the "leaders" throughout the classrooms, we must 
first identify them, then train them, then offer them 
the opportunity and charge them with the accompany
ing responsibilities. Leaders are respected by their 
peers; GIT students are often taunted. 

How would gifted students "balance" the groups? 
One ofthe most often voiced complaints by the parents 
of high achieving gifted students is in relation to group 
projects. When placed in groups and assigned a project, 
many members ofthe group do little or nothing. The 
project is often done by one or two in the group, usu
ally by those high achievers. Yet, all the students are 
given the same grade. Why is this scenario repeated 
year after year through our lives and our children's? 
First, some students, at all ranges of academic ability, 
are not motivated. If they are not self"motivated or 
parent"motivated or teacher-motivated to perform aca
demically, can we expect that academically gifted stu
dents can motivate them? If this is an attempt at peer 
motivation we must remember all classmates are not 
considered motivators; friends are. Second, gifted stu
dents set such high standards for themselves and for 
others. They feel intensely that they must do a com
prehensive job. Thus, when one group member does 
nothing and another scribbles a quick response and 
another hands over a crumbled page, then those three 
joke and jive, what does that gifted achiever do? The 
whole project. Begrudgingly. The gifted achievers are 
not willing to compromise their personal standards. Do 
we want them to? They do not want to jeopardize their 
grades. Do we want them to? Instead oflearning tol
erance and respect and team spirit, they are learning 
intolerance, betrayal, and self reliance. Did we e"pect 
otherwise? 

"Gifted students should peer tutor to help all the kids 
in the class understand / keep up / learn faster. 

Besides, everyone knows that the best way to learn 
something is to teach it to someone else." 

Every student deserves the right to learn to the lim
its of his or her abilities and desires. Students are not 
teachers. Peer tutoring has a role in education but it 
is not fair to gifted students to place them in a class of 
mixed ability students, teach a lesson that they under
stand the first time, then ask them to reteach it re
peatedly and to wait repeatedly. Their job is to learn 
not to teach. Their nature is to forge ahead at full speed. 
Every time they wait, they lose momentum and inter· 
est. Every time they wait, the world loses potential. 

It is not true that all students can learn the same 
material given enough time. Some students will never 
learn calculus regardless of how much time you give 
them. The students who will consume calculus need 
the opportunity to reach that subject matter quickly 
enough so they Can reach beyond. Time is of the es-
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sence! How many years of study are required to be a 
brain surgeon? 

Every student has the right to learn to his or her 
potential-even if that student is gifted. Gifted stu
dents are a whole group of underachievers. They are 
capable of so much mOre than we offer them. Why are 
we not concerned abou,t the gifted underachieving when 
we are concerned about any student who are is not 
achieving national norms? Each individual has indi
vidual capabilities. Because gifted students are scor
ing in the 99" percentile in national norm referenced 
tests, does not mean they are learning to the extent of 
their capabilities. 

Let us allow students to learn and teachers to teach. 
Let us encourage every student to reach hislher poten
tial but not at the expense of others. 

"Special Ed is mainstreamed. Why isn't G / T? If you 
put G / T in special classes all the other heterogeneous 

classes will be pulled to the low end / unbalanced. 
That's not fair!" 

What is best for the goose is not always best for the 
gander. What is best for the goose? What is best for 
the gander? What is best for the future of the flock? 
What is fair? What is fair to each individual student? 
Should we sacrifice some students? Who? Should we 
seek alternative solutions? 

Recent law specifies that special education students 
must be taught in the "least restrictive environment." 
For some of the special ed students, the least restric
tive environment is determined by the parents andlor 
learning disability specialists to be the general class
room. The result is "inclusion." For each student iden
tified with a learning disability and placed under the 
heading of special ed, the school is required to write 
an Individualized Educational Plan (IEP) that details 
the modifications the teacher or school must make so 
the special ed student can succeed in the general class
rOOm Or wherever the least restrictive environment is 
determined to be. For instance, Some special ed stu
dents placed in general education classrooms must 
have a teacher's aide sitting with them throughout the 
school day to modify each lesson. The current law is a 
sizable tax investment in giving special ed students 
every opportunity to maximize their individual abili
ties. 

Perhaps we should consider expanding the scope of 
the law to apply to all students so that all students 
would be taught in the least restrictive environment 
and all students would have annual IEPs. Each and 
every student has the right to learn to his or her indi
vidual potential. The success of each and every child 
is an investment in our future. Let us smooth the path 

for every student, not erect obstacles. Let us enCour
age every student to reach his or her potential but not 
at the expense of others. The more variations in stu
dent abilities we place in a classroom, the less time 
the teacher has to devote to any child. Is this the opti
mal learning environment for any child? 

The TAGT Position Statement On Grouping states, 
"The Texas Association for the Gifted and Talented 
believes that the most effective way to serve gifted stu
dents is to group gifted learners with their intellec
tual peers and to provide appropriately designed cur
riculum that addresses the learning and affective needs 
of this unique population" (TAGT, 1993). Dr. Karen 
Rogers states in her research synthesis, "The Relation
ship of Grouping Practices to the Education of the 
Gifted and Talented Learner," that "students who are 
academically or intellectually gifted and talented 
should spend the majority of their school day with oth
ers of similar abilities and interests." (Rogers, 1991). 
Why do we resist placing gifted children in classes with 
similarly gifted children headed by a teacher trained 
in gifted education? 

An investment in educating gifted students to their 
individual abilities would offer a substantial return on 
our tax dollars. Our investment in education is an in
vestment in our country's future and therefore has a 
direct bearing on our personal futures. We must de
termine how to reap the best return on our tax invest
ment. We must maximize the opportunities for each 
and every child to reach potential. It can be done. It 
must be done. Only by working positively with educa
tional professionals to provide an appropriately paced 
and challenging education for each and every child will 
it be done. 

"They already have English and math G/T classes. 
Now they want science and social studies tool" 

Are there no students gifted in science or social stud
ies? Or is it the world has no science or social prob
lems to which gifted could apply themselves? 

"The gifted have to learn to live in the real world. In 
the real world everyone is mixed together." 

Does everyone mixed together in the real world work 
on the same problems? Or do some work indepen
dently? The gifted are living in the real world now. In 
the real world, U.S.A. athletically gifted are showered 
with accolades. Academically gifted are not. In the 
real world, there is disease and hunger and poverty 
and oppression and torture. Gifted kids see this, know 
this, are consumed by this. They are passionate in 
their desire to improve the world, to solve these hu
man problems. Is our response to them to be, "Wait!" 
"Stop!" "Do it our wayl" "Slow down!" jjYou must do 

(See ELAM, page 37) 
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ACCEPTING AN ABILITY GROUPED ENVIRONMENT 

Katherine Georges 
Houston, TX 

I am parenting an exceptionally gifted child, and I 
would like to share my views regarding the concept of 
grouping. "Grouping means placing students in edu
cationalsettings that have curriculum specifically de
signed to challenge them and meet their needs" (Say
ler, 1994). The decision to educate my child within a 
grouped environment was primarily based On neces
sity, a necessity to fill a void in my child's life that 
could not be filled otherwise. 

When my sOn was three and a half years old, we 
placed him in a traditional classroom at a school bent 
on the philosophy of instilling conflict resolution tech
niques. The teachers did not accept my son's abilities 
which were on a first grade level in most areas accen
tuated by an exceptional understanding of physical 
science. The atmosphere was teacher centered and 
not developmentally appropriate for my son. Being 
unable to identify with his teacher and peers but still 
feeling a need to be accepted, my son adapted in order 
to cope with the stress in this environment. As a re
sult, he regressed in his behavior, academic level, and 
social development. Attempts to work within the school 
to satisfy my son's needs led us to a myriad of alterna
tive educational facilities ranging from a Montessori 
school, private tutoring by Rice University graduates, 
commercial learning centers, and homeschooling. 

By the age of five-and-a-half, my son was in great 
need of relationships and acceptance by his age and 
intellectual peers. He was also in need of mentors hip 
and reaSsurance of his individuality outside of his fam
ily. Academically, he was moving at an incredible pace 
yet lacking the emotional connections that only friends 
can provide and schools can offer. He was dys
synchonous on many levels. Instinctively, he wanted 
to bridge the gaps that existed in his emotional, so
cial, and intellectual development. The dilemma was 
to select a learning environment that could meet the 
needs of an exceptionally gifted six year old child (who 
academically was between fourth and seventh grade). 

After researching the literature regarding the highly 
gifted, investigating the local private and public 
schools, and using my experience in developing cur
riculum and programs, I considered a gradeless envi
ronment where advancement is based on a child's abil
ity. Before enrolling my son, I had to develop an Un
derstanding of what ability grouping is within the 
educational setting. Ability differs from the word ap-

titude, in that aptitude refers to natural talent and 
suitability. In my assessment, ability could be seen as 
having the skills necessarY to handle oneself in a spe
cific environment. These skills are not only academic 
but emotional and social. To then define a group based 
on ability, certain similarities and variables among chil
dren had to be identified. 

Kazemi and Goldstein (1993) define ability grouping 
as "the practice of identifying students of varYing aca
demic achievement or aptitude and separating them 
into. , ,groups". Whereas, Sayler (1994) suggests, 
"Grouping is defined as the regrouping of students for 
instruction that has been specifically designed (e,g. 
differentiated) for that particular group. Effective 
grouping supports the moving of students in and out of 
these groups as their needs and performance change." 

Ability grouping is not curriculum centered. It is 
learner centered where the child, the adult facilitator, 
and the curriculum form a triangle permitting the child 
to be at the top. The program is driven by the child's 
developmental level at any given time allowing for 
times when the child is out of synchrony. (being 
dyssychronous in development is a characteristic of 
highly gifted children and possibly exists in everY child's 
development). Recognizing similarities in students' 
abilities would allow for a group to materialize, link
ing a common bond among learners. 

In reviewing how educational systems have used 
grouping during this century, a framework developed. 
In the 1920's, Stone's Silent Reading suggested that 
"experimental use of the material in this volume indi
cates that it is of the right level of difficulty for aver
age fourth grade groups. It may be used to advantage 
with superior third grade groups and with inferior fifth 
grade groups" (Stone, 1926). Single classrooms and 
countrY school houses provided education for different 
aged children within one room. "Leta Hollingworth's 
descriptions of classrooms ofthe 20's and 30's makes it 
clear that ... slow children were held back in grade and 
bright children were skipped ahead" (Tolan 1991, 1992), 
Grouping was based on ability and acceleration was 
common. This was ability grouping in its purist form. 

By the 1940's, the language referring to different 
groups began to change. DeGrout and Young (1940) 
reflect this change in the introduction to Iroquois New 
Standard ArithmeticB stating, "To Teachers of Arith-
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metic: recognizing the important fact that individual 
abilities vary, these books give challenging and enrich
ing work to the talented pupil while providing for all 
the needs of the average and the slow pupil." As soci
ety and education moved from a rural setting where 
all the students fit in one room to a larger urban set
ting, age was chosen as the criteria for appropriate 
grouping in order to accommodate the larger student 
population. At each school's discretion, the practice of 
ability grouping was used only for reading and math
ematics. The talented pupil became motionless, locked 
into a system that did not value him for his abilities. 

As society changed over the following decades, terms 
for defining groups gave rise to labeling practices. In 
the 50's, the educational system was influenced by mass 
production in industry. This led to defining and main
taining standards. Though testing was often rudimen
tary in the classroom, grouping was becoming defini
tive: "the superior student ... the better student ... 
and the slower student" (Smith and Ulrich, 1956). 
Small rural schools began to consolidate and curricula 
was beginning to address different learning needs. By 
1961 through 1972, the terms remedial, regular, ad
vanced, and honors identified different group levels. 
Although labels were designed to define and address 
varying individual needs, the perceived use of labels 
gave rise to elitism and prejudices. 

Today, textbooks refer to limited English proficiency 
students and at-risk students; as well as high-ability 
students, average students, and advanced learners 
(Ray, 1997). A student may also follow a career track 
(Miller and Levine 1998). Even instruction is labeled 
as core, standard and enrichment courses or for the 
gifted and talented (DeSpezio, 1997). Researchers in 
the education ofthe gifted use labels to refer to levels 
of giftedness based On IQ scores for the exceptionally, 
profoundly, and significantly gifted children (Gross, 
1995). 

The shift in language for labeling learners and the 
varying teaching methods coincides with the changes 
in society's view of diversity and learning modalities. 
Such diversity in defining groups is driven by the need 
to suit all groups; yet, in defining diversity, do we move 
further away from society's ultimate goal to be united 
in the acceptance of our differences? By understand
ing each individual's needs, everyone expects their own 
needs to be met. Thus, standards, traditional cultures, 
values and morality meld together until the signifi
cance for an individual can disappear. 

In the educational setting, does a child placed in a 
traditional classroom, designed to meet the needs of 
each individual, meet the needs of anyone? Does the 
child lose his identity, his value, his significance? On 
the other hand, does the child who is placed in an abil-

ity grouped classroom of varying ages with similar in
tellects and backgrounds find significance? Significance 
is a word I use to describe a child's ability to under
stand, assimilate, and to find value in an environment 
(in this case, the environment is the classroom). The 
experiences of the child in the child's indigenous envi
ronment (the home and surrounding community) de
termine what and how a child will respond in a new 
environment. Significance happens and becomes part 
ofthe child when he can process new information in a 
familiar way. Then learning truly has taken place, it 
is relevant to his life. By using a variety of grouping 
arrangements (e.g. multi-age, by subject, cluster) a 
child would have a greater chance of having his intel
lectual needs met. When a child is unable to assimi
late or find value within the classroom environment, 
the child is incapable of accepting the new experience. 
DeLong (1997) describes this learning experience as 
"without the cultural understanding that makes the 
book something worthy of reverence or even desire". 
'Th assess the process oflearning, a teacher or facilita
tor must have an intimate understanding of the child 
that is more intuitive than detached. 

After evaluating an ability grouped environment and 
its appropriateness for my child, I believed significance 
would take place. I now had clearly defined goals in 
placing my son in an abmty grouped environment. 
Immediate and direct communication with his teach
ers remained necessary on a daily basis. His accep
tance of the new environment would determine the 
success of this decision. 

Placing my child in an ability grouped environment 
now allows him to develop his esteem and sense of self 
worth. Knowing that he has something to offer to oth
ers, which was diminished in his previous school expe
riences, gives him a sense of achievement that goes 
well beyond academic knowledge. The teachers at his 
school design the curriculum for each child. Accelera
tion, between-class grouping, cross-grade grouping, and 
student cooperative teaching are all taking place at 
his school. This flexibility allows the teachers to COn
tinually adapt to each child's changing needs. 

It is my experience that ability grouping meets the 
needs of a gifted child when the environment and phi
losophy of teaching are particularly appropriate for that 
child. Yet, the decision to place a child in an ability 
grouped environment remains a very intuitive one for 
the educator and the parent. 
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JEFFREY'S LEGACY: THE ACCELERATED OPTIONS 
REPRESENTATIVE IN OUR Gfr PARENTS SUPPORT GROUP 
Leslie Davis 
Katy, TX 

I was in the bathroom one morning, and Jeffrey, ten 
months old, was in the room with me. He tried to open 
the cabinet door, which had a childproof latch on it. 
He closed the door, opened it again, and then disen
gaged the latch. I had to laugh at the expense and 
caution that had just gone down the drain, As the 
years passed, I became more aware of Jeffrey's talents, 
abilities, and knowledge. Because his brother, Philip, 
was two grades ahead of him, I waS fortunate enough 
to be able to preview Jeffrey's future curriculum. I 
realized that the curriculum would not adequately 
meet Jeffrey's needs. The action that I took I now know 
is called accelerating and grOUping. All I knew then 
was that Jeffrey needed to be educated on his level, at 
his pace. 

At the very beginning of his education, Jeffrey com
plained that the half-day that he spent in kindergar
ten was not long enough for him to learn anything. 
During kindergarten, the teacher observations and 
G/T screening test scores confirmed that Jeffrey was 
working well beyond his age level. The principal ob
tained permission for Jeffrey to go immediately to the 
first grade Challenge class, a one day a week pullout 
program, instead of waiting until first grade. He loved 
it. 

That same year, Philip was in second grade. As I 
would drill and practice math with Philip, Jeffrey did 
the same work on his own, only quicker and without 
instruction. I questioned that if Jeffrey was easily able 
to do second grade math while in kindergarten, what 
would he do in first grade? 

I spoke with the principal about my concern. She 
agreed to test Jeffrey and place him accordingly. Jef
frey took that test the first two days of first grade. 
The principal advised me that the only questions he 
missed were over material he would learn the first six 
weeks of third grade math. Each day, Jeffrey left his 
first grade class and went to the third grade class for 
math. He loved it and thrived. We had both acceler
ated and grouped him according to his ability. The 
next year was even better, as he was placed with other 
high achieving fourth grade math students. 

As first grade was progressing, it became more ob
vious that accelerating Jeffrey in math and placing 
him in Challenge class were not enough. He needed 
to attempt to skip the second grade. In fact, it was the 

principal who first broached the subject of his skip
ping second grade. I am deeply appreciative of how 
involved she was through the entire process, even the 
difficult and trying times. 

As expected, Jeffrey tested out of second grade very 
easily. Jeffrey fit right into third grade, quickly made 
friends, and has never looked back. In fact, I periodi
cally ask him ifhe ever wishes that I had left him alone, 
and he always responds emphatically, "NO!!" Jeffrey 
began to love school that year, and he began to blos
som. 

Through the years, I have always been involved in 
the Katy Parents of Gifted and Talented Students. 
Sometimes I hear sad stories from parents of how their 
child hates school. Often, parents feel the heteroge
neous grouping in the classroom is "holding their child 
back". Repeatedly, I have shared my story of guiding 
Jeffrey's education through these tricky waters. This 
year, I decided it was not enough to sporadically share 
the lessons I had learned. I suggested that we add 
another position to our Katy Parents ofthe Gifted and 
Talented Board. The Accelerated Options position was 
created to provide specific information to parents of 
gifted children about credit by examination opportuni
ties and other methods of meeting the educational 
needs of advanced learners, 

As I work with parents, I am careful to utili~e the 
proper chain of command; and I try to keep up to date 
with school district policy. I have spoken with parents 
who have been extremely frustrated with the attempts 
to educate their student. The problem, frequently, is a 
lack of encouragement to pursue nontraditional av
enues. Too often people downplay the "plight of the 
gifted child." We have administrators and teachers in 
our district who work with the gifted students, but they 
are limited in what advice they can give. As a parent, 
I do not have those limitations. 

In my volunteer capacity as Accelerated Options 
Representative, I listen to the parents' stories and ask 
questions about the options they have explored. I try 
to debunk myths that have been spread. I offer advice 
on choices of words to use when speaking with educa
tors and administrators. It is very critical that every
one is on the same wavelength. I follow up with the 

(See DAVIS. bottom of page 34) 
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WE KARE: LEARNING THROUGH SHARING 

Peggy Malone 
Paris ISD 

'~Service Learning", a unique form of community ser
vice that combines meaningful work with training and 
regular on-going reflection, has been found to be a valu
able school experience for today's students. A new di
rection is necessary to meet the challenge of develop
ing a curriculum that provides for planned community 
service experiences. Success for all is the foundation 
for these activities. 

Beverely Fortner, the talented and gifted teacher for 
grades three through five in the Paris Independent 
School District realized this need and organized the 
We Kare Team in 1995. Students participating in the 
existing elementary Socrates program focus on diverse 
aspects of giving individual time and creativity to make 
their schools and community a better place to live and 
learn. The themes of the grade level units are on-go
ing throughout the year and allow for volunteer op
portunities in a familiar environment. We Kids Are 
Responsible for the Elderly concentrate On providing 
cheer to area nursing home residents. Approximately 
500 cards, letters, and mobiles have been created by 
fifth graders at each holiday season for this project. 

We Kids Are Responsible for the Environment is 
spearheaded by the third grade classes and focuses on 
ecological needs. Aluminum cans are collected and 
recycled, and the money from the sale of these cans is 
used to purchase classroom extras and fund the projects 
of other We Kare Teams. 

Fourth grade students organize and present puppet 
skits On bike safety for every classroom on two elemen
tary campuses. Appropriately named We Kids Are Re
sponsible for Each Other provides fun informative ses
sions on bike safety rules for 1,500 students in grades 
one through five. Coloring books are also available to 
reinforce this learning activity. 

Two activities have recently been added to Service 
Learning. New student welcome bags are being made 
and distributed by third grade We Kare members. 
Fourth grade students are coordinating the Acceler
ated Reader Book distribution through the school's li
braries for our English as a Second Language students, 
learning disabled students, and visually-impaired stu
dents. We Kids Are Responsible for Empathy and Yie 
Kids Are Responsible for Education are the names cho
sen for these activities. 

Students helping other students and community 
members is a positive way for Paris LS.D. students to 
connect to their peers and share their talents. Stu
dents participating in these Service Learning experi
ences best describe the We Kare Teams in the follow
ing ways. "r like helping others because it makes me 
feel better about myself." "I have a good feeling in my 
heart. A small act of kindness could turn out to be 
something really big for someone." These simple truths 
are the heart of the We KARE program. 

T 
-------------- ,-_._-------------------

(DAVIS. from page 33) 

parents after they have met or spoken with an educa
tor. I feel this is important because speaking about 
our children's education can be very emotional; how
ever, we must be rational. I help parents determine 
the options that are available. I have investigated such 
programs 8S the Texas Academy of Mathematics and 
Science and the EGPY program (Educational Programs 
for Gifted Youth) offered by Stanford University in 
addition to nontraditional options within the district; 
therefore, I feel that I can help parents evaluate the 
options that are available. Sometimes, I just provide 
an ear to listen to what they have to say. 

I have undertaken this endeavor selfishly. I feel that 
if I can help one person, one child, then I will have 
repaid all of the people who helped me with Jeffrey's 
education. I strongly believe that every child deserves 
the opportunity to reach his or her full potential. It is 
easy to allow the system to determine the direction 

and "education" our children receive, but it is not the 
right way. We must have the strength and courage to 
change those things we can, When it COmes to our 
children's education, there is so much we Can do if only 
we know where to begin. Offering to help other par
ents and students find their way through these tricky 
waters is my way of ensuring that we do not lose any of 
our bright stars. The schools have an obligation to teach 
each and every student and sometimes a parent has to 
choose to take the tough road to make sure that the 
student learns. These are not easy choices, but when 
a parent calls back to say that a principal has agreed 
to advance her child, it is worth all of the tears that 
were shed. Through accelerating or grouping, one more 
child has avoided becoming a gifted and talented un
derachiever, One more child has avoided unhappiness; 
thereby, society has gained a more brilliant and pro
ductive person for the good of mankind. 

T 
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CARPENTER, from page 4 

Accepting this paradigm, the charter school educators 
created an administrative process that utilized con
tent or discipline acceleration, combined classes, cur
riculum compacting, and credit by examination. 

Using both national and local normed instruments 
as well as qualitative information to determine the stu
dents' mathematical ability and skill performance lev
els, the educators assessed the 5" through 7th grade 
students. As a result of the assessment, some of the 
6th and 7th grade students qualified for the regular Or 
accelerated Algebra I course. In fact, one of the 5th 

graders qualified for the accelerated algebra class. Al
gebra I is the specified math course for the 8th grade 
students. Two students (one 7th and one 8th grade) aC
celerated to Geometry based on credit for Algebra I at 
their previous school. Grade level distinction for 6" 
through 8" grades dissolved as the math program be
came more learner-centered. The educators deter
mined ability and skill groups for the remaining 5th 

grade students. These students move out of their in
clusive, self-contained classrooms to attend these abil
ity grouped math classes. The fluid nature of these 
groups permit students to progress to a mOre challeng
ing class with demonstration of concepts and skills 
mastery. This educational decision making reflected 
the views of researchers who have reviewed controlled 
studies and reached favorable conclusions concerning 
the effects of acceleration (Benbow, 1991; Braggett, 
1992; Kulik & Kulik, 1992). Robinson (1983) advo
cated the use of acceleration to pace educational pro
grams in response to the competencies and knowledge 
of individual children, The intent of this program is 
to challenge mathematically gifted students, to in
Crease the efficiency and effectiveness oflearning, and 
to increase student productivity. 

These charter school educators also used the IB Di
ploma Program requirements and standards to design 
other areas of the educational program; therefore, each 
grade level has its global focus for the language arts, 
social studies, and science curriculum. The 5th and 6" 
grade levels focus On the world. Their studies inte
grate Language Arts and World Literature I & II, World 
History, World Geography, Science and Technology, and 
Earth Science. The 7th graders study Language Arts 
with Texas Literature and Folklore, Texas History, and 
Life Science. The 8th graders' curriculum consist of 
several high school credit courses including English I, 
Physical Science, and Health. The 8" and future 9th 

graders integrate their American History social stud
ies curriculum with their American Literature focus 
in English I and II. The plan for the 10" grade is to 
return to the world emphasis in preparation for the 
IB Diploma Program. Teachers use flexible, cluster, 
and cooperative groupings as well as independent 

study options to provide opportunities for the GIT stu
dents to work with their cognitive peers, with students 
of varying abilities, and by themselves as required by 
the state GIT plan. 

This charter school requires that every student take 
a foreign language each year. The 5" graders take 
Exploratory Languages that consists of nine weeks each 
of French, Spanish, Latin, and an independent inves
tigation of a language of choice. Currently, Spanish 
and French are offered to 6th through 8" graders. The 
8th graders must study Latin as well. Beginning in 9" 
grade, the students select a specific language to study 
for four years. The foreign language teachers instruct 
in a total immersion environment using the total physi
cal response technique. The school's philosophy con
cerning foreign language courses reflects brain based 
learning research as well as best language acquisition 
practices. The foreign language classes are not distin
guished by grade level. This foreign language program 
provides opportunities for linguistically gifted students 
to telescope their curriculum and progress at their own 
pace. The educational program is designed to provide 
increased options for academic exploration, to expose 
students to new peer groups, and to recognize abilities 
and accomplishments. These are some of the benefits 
of curriculum acceleration as advocated by leading re
searchers in the field of gifted education (Feldhusen, 
Proctor, & Black, 1986; Clark, 1988; Davis & R;mm, 
1988). 

Although charter schools are new to the educational 
scene in Texas, their purpose is to offer an option or a 
choice to traditional school environments. During their 
infancy, charter schools are much like children--. open 
to exploration of ideas and unfettered by certam re
strictions or regulations inhibiting older, established 
institutions. They can explore and implement innova
tive programs for target populations, but the charter 
schools are still accountable to their stakeholders and 
to the state. The charter school described in this pa
per has integrated acceleration and grouping as two 
options in its array of educational services. When the 
effectiveness of this charter school is determined, per
haps its curriculum and educational plan will demon
strate how appropriately the acceleration and grouping 
puzzle pieces fit into the educational picture in Texas. 
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ongoing for some time, the Public Relations Campaign. 
Through this campaign, we shall inform the general 
public of the existence of gifted children and adults, of 
what makes them unique and why their special needs 
must be addresses, and why doing so is in the best 
interest of all children across the state, This may be 
one of the most significant initiatives ever undertaken 
by TAGT, This is the means by which we will make our 
purpose clear to the public consciousness, 

The third point of our foundation is another mli\ior 
undertaking this year and for some time to COme. In 
keeping with the TAGT Professional Development 
Plan, we will be developing a series of regional work. 
shops and Summer Professional Development Insti. 
tutes. These will be funded by the generous contribu· 
tions and support of the Houston Endowment and Bell 
Telephone, and other supporters who will no doubt be 
lining up to participate. It is through these means that 
we shall provide training to those who are--and those 
who should be .. interested in the needs, characteris
tics, and opportunities and challenges of the gifted, and 
how to identify and appropriately provide for the de
velopment of their potential talents and abilities to the 
fullest possible extent. It is through education concern
ing the gifted and talented that our vision will be real
ized. This project may have the most far·reaching im
pact of any initiative ever undertaken by TAGT, 

As I anticipated assuming the Presidency of TAGT 
this year and all that we are undertaking, specifically 
the importance of these projects to the success of our 
vision, an analogy came to mind, This is a metaphor 
that I applied to my daily life frequently in the last 
two years, especially since becoming an assistant prin
cipal in a junior high school and moving out of my nice, 
comfortable situation at the central office into the 
never-ending rushing mad river of campus activity, 
This same metaphor might apply to what is necessary 
for us, as the leadership and membership of TAGT, to 
successfully negotiate our adventure. 

For the past two summer, I have had opportunities 
to experience whitewater rafting on the Snake River 
in the Grand Canyon of the Snake River in Wyoming, 
just out of Jackson Hole, This is a serious river, with 
about 12 rough rapids in a short, 15·mile stretch, some 
of which are rated IV, or even V (VI is extremely dan
gerous, maybe Niagara Falls), Such an adventure is 

Robinson, H.B. (1983). A /;:aae for radical acceleration: P1w;rams of the 
Jo~ Hopkina Univen;lity and the University ofWashington. In "C.P. Benbow 
& J,e, Stanley (Bd.,), Academic p,.cocity: Aspects of its development, Balti· 
more, MD: Johns Hopkins University Press, pp. 139·159. 

'Iexas Educationkency Division of Advanced Academic Services (1996). 
Thxas state ylan for tM education of tM g~d/ talented studentS. Austin, 
TX: Texas Bducation Agency Publications. 

VanTassel·Baska, J. (1992). Educational decision making on accelera-
tion and grouping, Gifted Child Q=rterly, 36, 2, 68-72. T 

not undertaken lightly, without preparation or plan. 
mng, 

First, you must have a guide, SOmeone with some 
knowledge of the river, sOmeOne who has been on that 
stretch of dangerous water many times before and who 
knows to anticipate, who knows where the hazards are 
likely to be and how best to negotiate them and sur· 
vive, We have such a guide: our Executive Director, 
with her staff, has been through many years of prev;. 
ous alerts and alarms; she knows the Legislature and 
Austin and TEA and can help us avoid the most treach
erous threats, or at least she can prepare us in ad
vance to meet them and be successful. A successful river 
adventurer knows how to seek the advice of the guide 
and to listen to the guide, 

Second, you must go with the gear you need for the 
trip, The river is cold, 45 degrees, so you wouldn't go 
without a wet suit, slicker pants and jacket, proper 
covering for your feet, and a lifejacket. You expect to 
get wet, soaked, perhaps even thrown into the river. 
So you learn first how to sit balanced on the edge of 
the raft with your feet well tucked under the edge, how 
to grip the rope if you fall out, how to rescue each other 
should the need arise. You go on the river ready to en
joy the adventure, but armed with knowledge of what 
you are about to do. You go with confidence in your 
own competence, and with trust in that of your fellow 
adventurers, This is no place for foolish ego or self
importance, You pay attention to the guide as she in
structs you in how to respond instantly, how to work 
together to move the raft forward, backward, left or 
right as a team, without hitting each other or falling 
out of the raft or flipping over or losing that very im
portant item, your oar. You learn to trust strangers, 
because you may depend on them to save your life. 

And then you are on the river, and the water is rush· 
ing and whirling and spray is flying and the adven
ture is exciting and thrilling and stimulating, and you 
see enormouS white water rapids ahead and think, Oh 
help, How did I get myself into this, and will I make it 
through? Suddenly you are in the swirling, bouncing 
rapids, and you concentrate with all your effort, focused 
on the singular goal of keeping the oar in the water, 
working together and responding as one, and SUC· 
CESS! You are through that rapids, you are exhila-
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rated and soaked and thrilled and laughing and gasp
ing--and ready to take on the next one, along with your 
new best friends. 

In our TAGT adventure, we are prepared, We have 
years of experience, of education, of negotiation, of 
working with students and parents and administra
tors and the public in our COncern for the gifted child. 
We are competent, and we are confident in our compe
tence and that of our peers. We know there is no place 
here for foolish ego or self-importance, Our job is too 

(BOOTHE & SETHNA, from page 24) 

University, Williams, Georgia Tech, and the State Uni
versity of West Georgia. Because of his strong inter
est in engineering, he is likely to go to Georgia Tech, 
where he will receive full credit for all his courses taken 
at West Georgia. Thus, the Academy experience has 
been a "win-win-win-win-win-win-win~~ situation (1) for 
Stewart who has given his career an excellent start, 
(2) for his parents who have saved two years of educa
tion costs, (3) for his high school which received the 
benefit of his scores without the cost of having to teach 
the advanced science and math courses, (4) for the State 
University of West Georgia which has benefitted from 
his presence and participation, (5) for Georgia Tech 
which will admit an excellent student, (6) for the Uni
versity System of Georgia and (7) the State of Georgia 
which have retained a truly exceptional student, and 
(8) for the taxpayers of the State who will have saved 
two years of the cost of education and will get the ben
efit of Stewart's productivity two years before they 
would have done otherwise. Naturally, these eight 
"wins" apply to all Academy students. 

Certainly, much of the credit for Stewart's sucCess 
goes to his supportive family. His mother, who works 
for the U. S. Post Office, is always on the lookout for 
exciting opportunities for Stewart. His father, a tech
nical writer for a medical technology company, used to 
spend his entire lunch break at the library looking for 
information on visual aids to help amplify his son's vi
sual abilities. His brother is a tenth grader in high 
school. 
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important; it requires the best of all of us. Even though 
we Come from different places and different experiences, 
we have the most important element in common--our 
advocacy for the gifted. We must work together, trust 
each other, support each other, and keep our oars in 
the water and the raft facing forward, and we shall not 
only survive the adventure, but emerge exhilarated and 
laughing and ready to take on the next challenge--along 
with our new best friends, 

T 

(ELAM, from page 30) 

this before you do that." ''You must practice this skill 
20 times before you move on to the next." "Relax! Why 
are you so serious? Lighten up!" "Chill!" ''You know 
you can't do anything about that!" "Hello! Earth to 
Mars!" "Who do you think you are? You need to learn 
to get along with everyone. Why do you want to be 
different?" ''You know that can't be done!" ''What makes 
you think you can do that when nO one else has?" 
"You're too young to do anything about thatl" "Why 
don't you watch some television? All that reading is 
getting to you." 

Why? 
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(HOLT, from poge 17) 

difficult for even gifted sixth grade students. (It was 
replaced with a non fiction book entitled Water Sci
ence.) Students and parents will be given a choice on 
two versions of Bradbury's Martian Chronicles, one 
with the offending passages, and a later edition with 
the offending words omitted. 

It is interesting to note that most teacher, parent and 
even student complaints come from the idea that "the 
old way was the better way." One must keep in mind 
that once the "old ways" were the new ways. Perhaps, 
when the dust settles, Science Technology, the El Paso 
model will be a model for all districts to emulate, and 
not a model for controversy. 
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(HARMON, from poge 26) 

the regular students in the classroom. The classroom 
teacher knows she is responsible for conveying a body 
of basic skills and knowledge to this heterogeneous 
group of students. Even the most competent teacher 
soon realizes that they cannot meet the full needs of 
all of their students and they end up trying to meet 
the greatest needs of the greatest body of students 
(Borland, 1989), Despite this. the clustering of these 
students allows the teacher to give the gifted student 
the opportunities to work with their intellectual peers 
while developing the social skills necessitated from the 
heterogeneous grouping. The success of this class of 
students will be directly related to the teacher's knowl
edge and skills, the teacher's attitudes conveyed to the 
students, and the teacher's acceptance of the students 
and their work. When the self-contained classroom is 
not available for the gifted student, a classroom where 
differentiation, clustering, and acceleration is the norm 
is conceivably the next best thing. 
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SUMMER 1998 
GIF'IEDNFSS IN'IHE FOUR CORE 

CONTENT AREAs 
Parents and educators have long known that gifted chil
dren manifest their abilities in a variety of ways. With 
the state mandate to offer services in the four core con
tent areas, Texas schools have a unique opportunity to 
enhance services to gifted students. The summer issue 
of Tempo will deal with giftedness in language arts, so
cial studies, science, and mathematics. What outstand
ing programs currently exist to meet these needs? How 
can the regular classroom teacher successfully serve 
these students? How can parents nurture talent in these 
areas? 

The deadline for submission of articles is March 1, 1998. 

FALL 1998 
GIF'IEDNESS: A TExAs TRAnmoN 

The Fall Tempo features articles related to the upcom
ing Conference theme, Giftedness: A Texas Tradition. 
This theme encourages us to look to the best of gifted 
education in Texas and in each of our families and 
schools. It also suggests writing about new and excit
ing future experiences for gifted education. Tempo seeks 
articles related to these areas for our fall issue. Addi
tionally, individuals who are presenting sessions at the 
Fall conference in Dallas are encouraged to submit 
manuscripts related to their conference presentation. 

The deadline for submission of articles is June 1, 1998 

Guidelines for Article Submissions 
Tempo needs your manuscripts. We can only print what we receive. Other school. and parents should hear 
the about the good things you or your schools have done. We are not harsh critics, but work with all of our 
authors to develop and polish their manuscripts. 

When submitting manuscripts: 
1. Write about 1000-2500 word. on an upcoming i.sue theme (see list above). 
2. Double space your manuscript and us. 1 1/2 inch margins on all sides. 
3. Us. APA style if you know it; if not we will help you once we receive your manuscript. 
4. Include a cover sheet with your name, address, daytime telephone and FAX number or E-mail address if available. 
5. You do not need tc •• nd a copy on diak at the time of initial sub mis. ion. 

Send all submissioDII or requests for more Information to: 
Michael Cannon, TAGT Editorial Office, 5521 Martin Lane, EI Paso, TX 79903 
Phone: 91& 778-3988 

r--------------------------------------, TEXAS AsSOCIATION FOR THE GIFTED AND TALENTED MEMBERSHIP ,ApPLICATION 
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Individual ........ $25 ( ) Family .............. $25 ( ) 'Student ..... " .... $15 ( ) ,~ Must in.clude verifiable campus, district, and grade. 

Patron .............. $100 ( ) 1"I"Inetitutional .. $100 ( ) Uf.time ............ $400 () Parent Affiliate $45 ( ) 

4,4, Institutionl;Ll m~mber8 receive all the benefits of re~ular membership, plus may send four representatives to all TAGT conferences at 
the member rate, regardless of individual membershtp status. 
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I Membership Service • 
• Tempo quarterly journal and newsletter • Insights Annual Directory ofScholarehipe & Awarde • TAGT Capitol NeuJsletter- monthly update 

I during Legislative Session· Professional development workshops with inservice credit. General Management'Leadership Training • School 
I Board MemberTraining • Parent services and information· Legislative representation & networking. Reduced registration feee for conferences 
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