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opies of a lesson plan were distributed to teachers who were 
to critique it to detennine its relevance for gifted emergent 

~Etngl~shlanguage learners. The objective of the lesson was to teach 
.', the skill of drawing conclusions from clues presented in a narra
'. tive form. Within the lesson was the following: 

Thacher: Read the excerpt from this story. What clues 
would you use to draw a conclusion? What is the conclu
sion? 
Excerpt - Mary looked at the clock. She felt a ripple in her 
stomach. 

,'UJlle ()I ttle teachers attending the staff development session stated 
it was . to ask students who were just learning 

~i!!Jigl~sh, to l:ead an excerpt with words such as ripple and stomach. 
teacher reinforced the comment complaining that the text 

;,!:,)bollldha,'e been easier for these fourth graders. Another teacher 
!;!t::~that words like ripple had multiple meanings for culturally 
Iir' students who are newly acquiring the English language. 

teacher continued by saying that the word ripple is the name 
a beverage, a movement in a body of water, a feeling, a twinge 
the body, etc., and that it was unfair to use such sophisticated 

wJallgt1~e with even a gifted emergent English language learner. 
vignette depicts the most controversial issue confront

the education of gifted emergent English language learners, 
ultimately, it defines a prejudicial point of view about these 

students. Addressing this issue offers alternatives to educators 
,', ~~~~~~ to the needs and abilities of the emergent English lan
,j" "_j'~ learner and can serve to eradicate rnisperceptions regard

teaching and learning expectations for these gifted students. 

GIFI'ED AND ENGLISH LANGUAGE LEARNER 

While this could be considered to be a semantic rather than a 
,~~~~s::~ or pedagogical argument, the coupling of gifted 
t.; tanl~al~e learner without the insertion of the word AND 
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HISPANIC ISSUES IN GIFTED EDUCATION 

From the President 

We Stand for 
Children ... 

Colleen Elam 

Our mission, as the Texas Association for the Gifted and Talented, 
is to promote awareness of the unique social, emotional, and in
tellectual needs of gifted and talented students and to impact the 
development of appropriate educational services to meet their 
needs. As we continue our mission, we have our gifted children 
in Texas always on our minds and forever in Our hearts. 

We stand for children ... 
who live to leam, 
who thrive on discovery, 
who rise before dawn to greet the birds by name, 
who read late into the night with flashlights under covers, 
who collect rocks and feathers and bugs and quotes, 
who question details of life and death and God and man, 
who immerse themselves in a passionate pursuit of life and 

living, 
who know no time limits, who concentrate with such intensity 

they are oblivious to hunger Or thirst or sleep 
or mere physical needs. 

We stand for children ... 
who consume data and remember it, 
who detect patterns in chaos, 
who communicate in their own language before they can speak, 
who dive into science projects and emerge months later, 
who write from their hearts and express ours, 
who solve math problems, construct bridges, and create 

kingdoms in their daydreams, 
who tread long distances for small clues, 
who peel layers and expose essence, 
who research and sort and focus and ponder, 
who reach tirelessly, 
who commit entirely, 
who seldom sleep. 

We stand for children ... 
who are driven to achieve, 
who are stubborn, literal, vocal, and concerned, 
who are innovative and creative, 
who are organizers and planners and passive resisters, 
who are independent and intolerant of interference, 
who are ultrasensitive to people, 

to situations, 
to surroundings, 
to the world. 

(see ELAM, page 31) 
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Executive Director's Update 

TAG T to Launch Statewide 
Public Relations Campaign 

Vision and action are considered the hallmarks of 
any successful organization. In this regard. TAGT 

has always been right on track. From the beginning. our 
members have envisioned great opportunities for gifted and 
talented students. And for the past 21 years we have taken 
actions toward making our 

Connie McLendon 

How TIlE PLAN WILL WORK 

In seeking a higher public profIle, we ask for the contin
ued conunitment and help of TAGT members. The Public 
Relations Campaign is a grassroots movement and we will 
be calling on the membership to participate in "getting the 

word out." Success in edu
dream happen. In the con
tinuing quest to promote 
gifted and talented educa
tion in public schools, the 
TAGT leadership has taken 
a bold new step, one that I 
am excited to tell you 
about. 

GOALS OF THE TAGT 
cating the public will de
pend on mobilizing volun
teers in every part of the 
state . PUBLIC RELATIONS PLAN 

• Define the terms" gifted and talented" for 
the general public 

From the TAGT of
fIce, we will be coordinat
ing the public relations 
outreach and providing in
formation kits to partici
pants. Media/legislative 
training workshops will be 
held to enhance our com
munication effectiveness. 
We will reach out to vari
ous populations, such as 
corporate leaders and 
elected officials, in phases 
or "waves." With the 76th 

PuBLIC INFORMATION 

CAMPAIGN LAUNCH 

• Educate the public and key decision makers 
about gft issues 

At its September, 1998 
meeting, the TAGT Execu
tive Board approved 
launching a public informa
tion campaign in 1999. The 
fIrst of its kind for our or
ganization, this undertak
ing will reflect TAGT's 
overall mission: (1) to pro-

• Establish the need for more resources for 
gft p rag ra ms 

• Gain a higher legislative profile and obtain 
increased funding 

• Promote grassroots support 
• Build lasting relationships with businesses 

and other strategic partners 

mote awareness of the 
unique social, emotional and intellectual needs of gifted and 
talented students, and (2) to advocate expansion of current 
educational oppOitunities for these students. 

Our public relations efforts will be broad-based and on
going. We have a large number of people to reach, includ
ing students, educators, parents, policy makers, corporate 
executives, and the general public. We also know that 
people's attitudes change gradually. Through hearing about 
gifted and talented students from various sources, we an· 
ticipate that citizens will begin to understand the nature and 
needs of this population of children and the value they hold 
for our communities, state, and nation. 

The TAGT leadership has selected Buckalew & Asso
ciates Public Relations, a respected Austin fInn, to guide 
our public relations efforts. They specialize in helping edu
cation and health-related associations get their messages out 
through the mass media in cost-effective ways. In the brief 
time since being hired, Buckalew has already developed in
formation kits and written newspaper articles promoting 
g/t awareness. 

Session underway, we are 
on a fast track to get the 

attention of legislators. We have developed strategies and 
are finalizing materials that will get glt information into their 
hands, and, hopefully, their heads and hearts. 

COMMUNICATING OUR MESSAGE 

With Buckalew's help, we are crafting messages which 
we believe will reach each of our targeted populations. These 
messages can be used in several ways. They can help pre
pare uS for speeches or media interviews by helping us fo
cus our ideas. The campaign will utilize two types of mes
sages: (1) core messages and (2) key talking points. Both 
are designed to engage the general public, whether a legis
lator or television viewer. 

A core message is the central idea we want the audi
ence to remember from a presentation. One of the core mes
sages we have developed for the Public Relations Campaign 
is the theme of reaching out: We have a clear obligation to 
fully educate gifted and talented students. These are our 
future leaders. researchers, innovators and artists. Texas pub
lic schools must reach out to them for their sake and 
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Mundos Unidos/Connecting Worlds: A Two .. Way 
Bilingual Immersion Program for Gifted Students 

T his article documents the early stages of a pilot 
bilingual gifted and talented (GT) project 

that incorporates state-of-the-art instructional methodolo
gies and a thorough evaluation design. The process and the 
planned evaluation research are of interest to gifted educa
tors who wish to provide defensible programs for all their 
gifted students, including those whose English proficiency 
is still limited. 

PEDAGOGICAL BACKGROUND 

In recent years, there have been a number of develop
ments in the field of GT education. One of these is the move 
towards the inclusion 
(Kauffman, 1989) of GT stu-

Ernesto Bernal 

(Lockwood, 1998). 
In a two-way program, the children are not formally 

taught a language in the way that foreign language classes 
are traditionally taught. Instead, academic content is taught 
through the media of two languages. Translation is not al
lowed and the languages are never mixed. Initially commu
nication is assured through the application of a method called 
"comprehensible input." Thereafter, each language is 
matched to different topics and unit., so that the lessons are 
not duplicated in the other tongue. Instruction, then, is di
vided about 50 percent in each language. To ensure high 

levels of literacy, reading and 
writing in both languages are 

dents in the regular classroom 
for all of theirinstruction under 
a classroom teacher who has 
been trained to differentiate the 
curriculum according to indi
vidual students' needs (Johnsen, 
Haensly, Ryser, Ford, Christian, 
Davalos, Griffin, Purdy, & 
Witte, 1997). Another has been 
the apparent growth in extra 
school programs for enrichment 
and acceleration, such as week
end programs (Phemister, 
Goertz, & Bemal, 1996), Space 

This ... program is designed 
to provide a cooperative set

ting in which GT students in a 

required throughout the Cur
riculum. In the enriched and 
fast-paced gifted and talented 
classroom, the two-way pro
gram is a rigorous one indeed. 

special classroom help one 
another acquire a second 

language, develop bicultural 
understandings, and extend 

their cultural horizons. 

DEVELOPMENTS 

IN EL PASO ISO 
During the 1996-97 school 

year, the EI Paso ISO finalized 
plans to pilot an elementary bi
lingual immersion project to 
meet the needs ofLEP GT stu-

Camp, Voyager, governors' schools, and accelerated sum
mer programs in mathematics and science. Still another is 
the expansion of GT programs to include the administra
tion of the Advanced Placement program in high school or 
the addition of the International Baccalaureate. 

One recent attempt to solve the problem of excluding 
celtain gifted children from GT programs-<:me of the prob
lems that inclusionism has tried to address-has been to 
provide a special option within the GT umbrella (Bernal, 
1998) for a transitional bilingual GT curriculum for gifted 
students of limited-English proficiency (LEP). More re
cently, this model has been expanded to bring native-En
glish speaking (non-LEP) GT students together with LEP 
GT students in a two-way bilingual immersion program, 
the goal of which is full bilingualism for both sets of chil
dren. Using the latest bilingual and second language meth
odologies, this type of program is designed to provide a 
cooperative setting in which GT students in a special class
room help one another acquire a second language, develop 
bicultural understandings, and extend their cultural horizons 

dents without segregating the 
non-LEP GT students in the process, that is, by offering a 
bilingual option to the parents ofnon-LEP GT children. One 
of the GT teachers at Mesita Elementary School, herself 
fluently bilingual, initiated a request for such a project, and 
this was suppOlted by her principal, who pressed the re
gional administration in the district for permission to pro
ceed. The district's administrative leadership considered 
making this request into a pilot schoolwide project, so the 
principal of Mesita School became an integral part of the 
district's planning. The project would have several advan
tages, including economy of size, early selection of LEP 
students, and ethnic integration. The project would be pi
loted in one school with the goal of making all the partici
pating GT children, regardless of ethnic and first language 
backgrounds, bilingual in English and Spanish. 

Later it was agreed that Mesita School would host the 
pilot project. It was felt that its multi-ethnic student body, 
the variety of socioeconomic strata represented, the pres
ence of a successful GT program, and the close ties between 
the school and its community would give the project every 
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chance to succeed, yet expose any major deficiencies or ar
eas where perfonnance might be lacking. The faculty of 
Mesita was contacted to receive their consent and coopera
tion, because the pilot project would not only require their 
assistance in nominating chiJdren but also because such an 
innovative program would perforce spend a disproportional 
part of the school's budget at startup and probably give the 
participating teachers a lot of pUblicity. The option for GT 
children to enroll in this bilingually differentiated curricu
lum was then explained to the parents, and to everyone's 
surprise, all of them agreed to place their children in the 
new program. In fact, many of the parents had been request
ing Spanish instmction for their non-Spanish speaking chil
dren, while also requesting a more comprehensive or whole
day GT program for the early elementary grades. Mundos 
UnidoslConnecting Worlds, as the project at Mesita School 
would come to be called, became the entire GT program in 
grades one to three, with provisions to add one grade per 
year. Three teachers were initially selected, including the 
teacher whose idea had led the district to this point. 

The GT students were basically selected according to 
the district's general practices. The only changes were that 
(1) priority was given the students who had attended Mesita's 
kindergarten program; (2) authentic assessments and a re
view of successful performance settled any questions of 
admission of students in the "grey area" or on appeal, espe
cially for LEP students; and (3) the parents of the selected 
children had to commit to keep the children in the program 
through grade five by signing a contract. 

A consultant was retained for some further planning 
and to ensure that the questions of interest to the fields of 
bilingual education and GT education would be addressed. 
Working with the designated internal evaluator, the consult
ant drafted and, after circulation and input, later finalized 
the plan to evaluate the first year's project and establish a 
basis for any subsequent evaluations. This plan included a 
provision to consider all of the first year's students as Co
hort 1. Three subgroups representing the different grade levels 
and further divided by their LEP/non-LEP status would help 
monitor Cohort 1's progress on a longitudinal basis, and simi
lar arrangements could be made for any later cohorts and 
expansion to other grade levels. In this way the successes 
and experiences of the Mesita project would guide the dis
trict in deciding whether this approach is a viable way for 
other schools in the district to offer to integrate the educa
tion ofLEP GT students with non-LEP GT smdents. 

The three Mundos Unidos teachers were given some 
limited time to visit innovative bilingual programs in the 
west Texas area as well as other GT programs. During the 
summer of 1997, the three teachers received extensive train
ing at the district's expense on GT and bilingual eduation. 
Among the materials the teachers studied were the follow
ing: 

• Smutny, Walker, and Meckstroth's Teaching Gifted 
Children in the Regular Classroom. 

• Johnson's The Faces of the Gifted. 
• Winebrenner's Teaching Gifted Kids in the Regu

lar Classroom. 
• Lazear's Seven Ways of Knowing: Teaching for Mul

tiple Intelligences. 
• EPISD's Schoolwide Enrichment Training, a manual 

that includes Renzulli's Enrichment Triad. 
• Various handouts from Schoolwide Enrichment Ex 

tra (a newsletter from Renzulli's Confratute) and from 
the Texas Association for the Gifted and Talented 
(TAGT). 

• Starko's It's about Time: Inservice Strategies for 
Curriculum Compacting. 

• EPISD's GT Handbook on differentiated curricu
lum, writing, thinking skills, the affective domain, 
etc. 

All three teachers are endorsed in both bilingual and GT 
education. They completed the district's GT course, the 
district's bilingual course, the work or experiential class
room hours as needed, and took a special topics course at 
the University ofTexas-EI Paso (UTEP) on two-way bilin
gual education. 

In addition the three teachers received considerable pro
fessional exposure during the project's first year and a half. 
The Texas Education Agency's (TEA) Office of Advanced 
Academic Services visited the program twice, the frrst time 
with the Commissioner of Education, and the second time 
with several visitors, including the Executive Director of 
TAGT and several GT coordinators from other parts of the 
state. The teachers presented at the Bilingual Education with 
Emphasis on Math and Science Conference (BEEMS), 
which was held on the UTEP campus, on integrating lan
guage into math and science, and at the West Texas Asso
ciation for the Gifted and Talented. During the fall 1998-99, 
these teachers presented at two conferences, one sponsored 
by TEA in September, the other by TAGT in December. 
The teachers report that they like the attention and the op
portunity to expand their skills to include presentations at 
professional meetings. All of the Mundos Unidos teachers, 
including those new to the project this year, have continued 
to receive some specialized training from a faculty member 
in UTEP's College of Education. 

FEATURES OF TIlE EVALUATION PLAN 

The Mundos UnidoslConnecting Worlds Project is a 
pilot GT program that involves a two-way bilingual immer
sion methodology and both native English-speaking and 
Spanish-speaking children. The plan has, then, the charac
teristics of a gifted program and an innovative bilingual pro
gram. Indeed, the use of two languages as media of instruc
tion in an ethnically and linguistically integrated setting is 
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Early Entry College Experiences from the Perspective 
Of Gifted Hispanic Students 

Donna Fleming, Karen Scharff, & John M. Henderson 

Stroll into McConnell Hall, the dormitory which 
houses smdents atthe Texas Academy of Mathemat

ics and Science (TAMS) at the University of North Texas, 
and you will notice large and small groups of smdents talk
ing, studying, and generally "hanging out." What you will 
also notice is an exhilarating mixture of apparel, hair styles, 
skin tones, physiques, and personalities reflecting the di
versity of the TAMS community. The expeIience of living 
and learning in the TAMS environment was descIibed by 
TAMS graduates who were interviewed in a recent article 
for a publication by the UNT alumni association. Came 
Ives, class of 1993, in reflecting back on her TAMS expeIi
ence, stated, "I was definitely 
exposed to a lot of diversity and 

early college program. In addition, it is our objective to 
present themes of expeIience that were common to the stu
dents interviewed in orderto better understand the challenges 
that they faced. As suggested by Frey (1991), interview 
questions targeted social and emotional aspects of adjust
ment in addition to academic issues. 

Since the students maintain their high school class stand
ing while also attending college, they are juniors and se
niors. They represent the diversity of TAMS. and of His
panics who attend TAMS. The juniors, David Garza, Rob
ert Gonzales and EIica Esqueda, are 16 years old. David is 
from Houston, where his father works for an airline and his 

mother works as a substitute 
teacher. He hopes to become 

people with backgrounds differ
ent from mine. That has served 
me well.~l Vanessa Flores, a 
member of the class of 1995, ex
pressed a similar opinion. "The 
academy was a great expeIience 
forme. Not only has it broadened 
my mind with knowledge, but it 
has also opened my eyes to many 
different cultures and back
grounds." 

... Several of the students 
interviewed have found that 
TAMS provides them with a 
genuine opportunity to get 

a research scientist so he can 
pursue his interests in phys
ics and astronomy. Robert's 
parents are teachers in 
Laredo, and he expects to fol
low the family tradition and 
become an educator. prob
ably a professor. Although he 
considers himself Hispanic, 
Robert notes that his father 
has German ancestry. Elica 

to know peers, learn ways of 
relating to people, and be

come more self-reliant. 

Maintaining a diverse stu
dent body representative of all 
regions of the state of Texas is a primary mission of TAMS. 
However, in spite of diligent efforts to spread the word about 
the TAMS opportunity to qualified students in all regions of 
the state, Hispanics apply in proportionately fewer num
bers when compared to Caucasians and Asian-Americans. 
Given the high percentage of Hispanics in Texas and par
ticularly in the South Texas and Border regions. this dispar
ity in the applicant pool has been of concelll to us. In order 
to gain infonnation that would be helpful in the recruitment 
and outreach process, a survey of qualified students who 
did not apply was conducted by TAMS admissions and re
search staff. One finding was that Hispanic students who 
responded to the survey indicated more reservations about 
their ability to academically succeed here than did students 
in other ethnic groups. Interestingly, a strong desire to re" 
main at their home high school was not a deterrent to the 
application process. 

The purpose of the current discussion is two-fold. First, 
excelpts from interviews of Hispanic students enrolled at 
TAMS provide insight into their motivation to apply to this 

grew up in Mission, where 
her father works in the air 

conditioning business, and her mother teaches math. She 
remembers being encouraged to apply to TAMS after talk
ing with another TAMS student she knew from home. 
MiIiam Mendoza, also 16, is a senior. She was born in 
Laredo, spent her first six years in Mexico, and moved back 
to Laredo in the second grade. Her father is an assistant 
restaurant manager, and her mother is a homemaker. She 
plans to study biology, and is consideIing medicine or some 
type of scientific research as a career. Luis Tapia and Sara 
Oyarce are seniors, both age 17. Luis grew up in Killeen. 
His father is retired from a Career in the army followed by 
work as a prison guard, while Luis' mother has worked at 
home raising Luis, his twin sister, and other children she 
baby sits in the neighborhood. His parents are from Puerto 
Rico. Luis has always wanted to be in the army and hopes 
to attend West Point. Sara was born in Peru. Her father is 
Peruvian, and her mother was born in Colombia. She came 
to the United States when she was three years old, and spent 
most of her childhood in FaIt Worth. Sara's father teaches 
computer science at the university level,and her mother is a 
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kindergarten teacher. Sara hopes to become a mathemati
cian. Chris Suarez of Grand Prairie is 18. His father works 
as a billing clerk, and his mother is a receptionist. He as
pires to a career in psychology and perhaps eventually poli
tics. 

When asked to discuss their motivation to enter the pro
gram, most of the students conveyed their desire to seek an 
education that would challenge them and that would help 
them get a head start on their college years. Luis relates that 
after being recognized as one of the best math students in 
the state, he was a freshman when " .. .I got a letter in the 
mail about it, and I thought it (TAMS) was kind of cool. So 
did my parents ... I have a twin sister, and they knew that 
both of us would be going to college at the same time, so it 
would be better-you know, less financial worry, if I went 
two years early, and of course with the scholarship, they 
thought it was a good idea." 

For other interviewees, their motivation was encour
aged by dissatisfaction with their previous high school edu
cation. According to Sara, her hometown high school did 
not provide a challenging environment. "At myoId high 
school there was absolutely no motivation in anyone. The 
students had no goals." She learned about TAMS as a fresh
man, as well as from a family friend. Robert was a fresh
man when he toured UNT and visited TAMS with his par
ents. He decided that TAMS seemed a better choice than 
continuing his education at his hometown high school. David 
also attended a preview day, and was impressed with the 
presentation made by Dr. Brent Jones, Director of Admis
sions at TAMS. Like Luis, Chris was recruited due to his 
math ability. Chris saw TAMS as an opportunity to be chal
lenged academically, but had mixed feelings about leaving 
his childhood friends, especially his friends he knew from 
high school band. "My friends from band were basically 
like another family because we did tons of trips and activi
ties together. Going to TAMS was like leaving behind an
other family besides my blood relatives." Miriam reported 
no mixed feelings about leaving her best friend behind but 
acknowledged that she first applied to TAMS" to prove to 
myself that I could do it-I wasn't stupid. It was a chal
lenge to see if I was smart enough to get in." 

In addition to the appeal of a quality education and the 
thought of increased marketability for college admission and 
career opportunities, the students interviewed reported that 
their parents supported their attendance at TAMS. In each 
situation, parents viewed TAMS as a valuable and worth
while opportunity to advance the education and careers of 
their children. David notes, I asked my father, and he gave 
me encouragement and direction." Robert remembers that 
!tis parents were so enthusiastic about the possibility that 
they "brought me up here and showed me around my fresh
man year in high school." Luis, Erica, Sara, and Chris recall 
that their parents supported their application to TAMS be
cause they knew their children would benefit from the ex-

perience. Including the family in the recruitment process 
appears to be an important strategy when encouraging His
panic students to apply to the TAMS program. Sara, David, 
Erica and Miriam remember that although their parents sup
ported their educational goals, they expressed concerned 
about their children leaving home to live so far away. Re
ports David, "My father was for it; my mom was more con
cerned. She didn't wantto lose me so quickly, but she knew 
I'd be happy up here." Asked if being a girl might have 
affected their feelings about letting a c!tild attend school 
away from home, Sara replied, "It didn't matter. They just 
didn't want to lose me so young." 

Once here at TAMS, the students interviewed seemed 
to agree that the academy offered the challenge and educa
tional rigor they were anticipating. Robert reports that at 
TAMS, "If you're not sleeping, you're studying." Miriam 
recalls that her first semester at TAMS was one big aca
demic stress, a drain to her emotional and cognitive spilit. 
"I was homesick. It was very stressful. The second week I 
went to Dr. Fleming (TAMS Director of Counseling and 
Research) and told her I wanted to go back home. She told 
me to give it another week and see what happened. Then a 
senior started tutoring me a lot and she really helped me 
emotionally and academically. When I look back on my 
first semester, I don't know how I made it." Sara recalls 
"Last year I didn't study at all except for one class, and that 
wasn't good for my GPA. Tltis semester I've been studying 
for everything. It's really cool. I've been learning about lots 
of stuff." Sara adds that it is important to distinguish be
tween wanting good grades and wanting to learn, and that 
people at the academy. students and faculty alike, are too 
concerned about grades and not concerned enough about 
leaming. Erica reports that she had difficulty adjusting to 
the academic demands at TAMS, but she made "friends that 
always kept me in high spirits." 

From a social perspective, several of the students inter
viewed have found that TAMS provides them with a genu
ine opportunity to get to know peers, learn ways of relating 
to people, and become more self-reliant. Luis believes he is 
developing interpersonal skills that would not have flour
ished as they have if he had remained at his high school. He 
explains, "Since you live with everybody, you have to de
velop social skills to talk with all these new people around 
here ... Now it's a lot easier for me to go up to somebody 
and say, 'Hi, my name's Luis, what's yours?' It's something 
I probably would not have learned until after I got into col
lege if r would have stayed (in Killeen)." The relaxed and 
friendly nature of the TAMS environment has been a relief 
for David, allowing !tim to be !timself and enjoy the TAMS 
community. A disadvantage to living in the TAMS com
munity, according to Robert, is that you rarely have a time 
and place of retreat. He points out, "Although you do see 
your friends every day, the people who annoy you-you 
See them every day too." Sara reports that the emphasis 
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-------------- HISPANIC ISSUES IN GIFfED EDUCATION 

many students place on their social lives can often result in 
a sort of bum -out, because they may not realize that "people 
can just be cool by being themselves." 

It has been a big change for all of these students to leave 
their high schools, Coming from South Texas, Robert, 
Miriam, and Erica grew up as members of the etlmic major
ity, and have now joined a more diverse, though Anglo
American majority community, As Robert notes, "It's just 
different here. My high school is predominantly Hispanic. 
Coming here ... Wait! Diversity!" Asked whether they had 
experienced anything negative from their peers about being 
Hispanic, the students said that race did not seem to be an 
issue at TAMS, except as Sara points out, some students 
"don't understand that you don't have to he Mexican to be 
Hispanic." For Miriam, Erica, and Luis, the fluent Spanish 
speakers of the group, they have to wait to get home before 
they can speak Spanish with friends and relatives. 

In conclusion, we attempted to capture and clarify the 
experiences of Hispanic students who are participating in 
the TAMS program. One apparent finding from our dis
cussions with the students is that their parents value high 
educational and career goals for their children. These goals 
were shared by the students who voiced dissatisfaction with 
their current educational enviromnents and need for greater 
challenge. These goals and needs superceded any fears or 
concerns of parents and students about leaving home to at
tend college early. For most of these students, living away 
from home meant being separated by great distances, such 
as the 550 mile drive from Mission to Denton. Another 
finding is that the academic curriculum was indeed chal
lenging, but as the students adjusted to the rigors of college 
classes, they gained confidence in their abilities and increased 
their knowledge of how to study and learn. The personal 
growth that results from mastering such challenges is diffi
cult to measure, but it will certainly help prepare these young 
men and wOmen as they pursue future goals. In addition, 
the students have experienced social and emotional devel
opment which is a byproduct of living fairly independently 
among a group of peers. These skills should also serve them 
well as they leave TAMS for other educational and residen
tial settings. 

In further evaluating these interviews, it is noted that 
the experiences of David, Robert, Erica, Miriam, Luis, Chris, 
and Sara are not unique to them because they are Hispanic. 
For example, our data collected from student satisfaction 
surveys indicates that about 75% of the students find the 
academic work highly challenging, and 85% feel that TAMS 
provided them with educational opportunities they would 
not have gotten at home. Follow-up surveys with TAMS 
graduates indicate that they rate the social and emotional 
development they experienced at TAMS as one of the great
est benefits they received, and our demographic surveys in
dicate that a large majority of our students come from par
ents who are well educated. The only difference noted for 

some of the Hispanic students appears to be the first-time 
experience of minority identity within a diverse commu
nity. However, nO cOncernS were expressed by the students 
except for the decreased lack of opportunity to converse in 
Spanish with family and friends. In fact, being part of a 
diverse student community appears to provide another op
portunity for personal growth for the six interviewees, as 
well as the other 380 students who reside at TAMS. Hope
fully in future years they will echo alumnus Cartie Ives' 
sentiments: "That has served me well." 

For the TAMS program, these interviews, as well as 
other information-gathering projects, have helped us under
stand what attracts youth from diverse backgrounds to this 
accelerated academic program. We know that we need to 
keep emphasizing family involvement in the recruitment and 
retention process. Since the students develop strong peer 
relationships here and frequently support each other in the 
adjustment process, we are increasing the student and alumni 
participation in spreading the word about the TAMS oppor
tunity. In addition, we are tracking and surveying our gradu
ates so that we can report to prospective students and their 
families about the progress and success of our graduates. 
We want bright and motivated students to know that they 
can achieve their goals just as David, Robert, Erica, Miriam, 
Luis, Chris, and Sara are doing, through hard work and 
perseverance. 
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Cada Uno Agradable 

E ducators who are involved in services for gifted 
students have an enormous responsibility. 

They not only must find all the students who need advanced 
level services. they must also assure that those services are 
inviting to all students who need them. In Texas. more than 
many states, this responsibility means reaching out to large 
numbers of non-

Evelyn L. Hiatt 

that they were remarkably similar and combined them into 
a list of seven non-negotiables (see below). 

It is important that the two groups both stressed the need 
for services to be relevant and meaningful for the learner 
and stressed that educators must hold high expectations for 
all students who participate in them. The task force recog-

nized that if it 
English speak
ing families and 
students and 
providing op
portunities for 
them to both 
show and de
velop their 
strengths. 

BILINGUAL AND GIFTED NON-NEGOllABlES 

was important 
to identify 
speakers of 
other languages 
for advanced 
level services, it 
was equally im
portant to assure 
that the services 
had been 
adapted to be 
compatible with 
the cultural mo
res of the stu
dents. Note 
that "adapting" 
does not indi
cate ~\lowering!! 

standards. Both 
educators of 
gifted and bilin-

Often, when 
we begin discus
sions on ser
vices to non-En
glish speaking 
students, the 
conversation 
immediately fo
cuses on student 
assessment. 
While there is 
little doubt that 
student assess
ment is an issue, 
it is one that has 
been explored 

• Assessment instruments and procedures should rely on both non
verbal quantitative measures and on information from parents, 
teachers, and students. 

• Educators in both gifted and bilingual education should be part of 
the assessment process. 

• Teachers and administrators who provide services for gifted bilin
gual students should receive training in both gifted and bilingual 
education. 

• The student's primary language should be extended or enhanced 
in services provided advanced level students. 

• Curriculum expectations should be high and the same student 
results should be expected for all students who receive advanced 
level services. 

·Services should be sensitive to the Cultural background of the 
students. 

• Parents should be informed and included in program planning 
and implementation. 

tremely high for advanced level students. 

gual students 
emphasized that 
expectations 
must remain ex-

extensively with various successful alternatives available. 
Rarely, however, do we talk about the services themselves, 
how we present those services to the parents and families, 
or how the community may perceive our services. If we 
do not analyze these topics, we may be identifying deserv
ing students only to discover that they do not want what we 
have to offer. 

Beginning in 1997, the Texas Education Agency initi
ated a GTlBilinguaJ Task Force that explored the issues sur
rounding services to non-English speaking students who 
were gifted. The task force was composed ofleaders in the 
field of either gifted or bilingual education. To start, we 
asked each group of educators to list the non-negotiables of 
their field. When we examined the two lists, we discovered 

What, then, do we mean by "adapting services?" It is 
far more than showing students different costumes or hav
ing them eat different kinds of food. The attributes of depth 
and complexity discussed in earlier issues of Tempo serve 
us well in this case. One way we "add complexity" is by 
exploring "multiple perspectives." Surely this is the most 
obvious way we adapt services, particularly in the areas of 
histoty and literature. How do different cultural groups view 
the family? What might we infer from a culture that uses 
the same word for "mother" that it uses for "aunt?" When 
we add depth to a discipline some of the things we study 
are the rules and details of that discipline. Students might 
discuss the rules that distinguish representative from totali-

(see HIATT, page 25) 
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Maximizing High Potential In Hispanic Students 

Historically there has been underrepresentation of 
students from culturally and linguistically diverse 

groups in educational programs for gifted students, although 
there is widespread agreement that outstanding talents and 
skills can be found in every ethnic and socioeconomic group 
(Baldwin, 1985; Clark, 1989; Perrine, 1989; Frasier, 1979; 
Gallagher & Kinney, 1974; Kames & Johnson, 1987 and 
Sisk, 1987). There have been a number of research studies 
on successful strategies for 
improving educational op-
portunities for the Hispanic 
student and two major strat- .'. 
egies emerge from these 
studies: early intervention 
with an emphasis on think-
ing skills, and parent in" 
volvement. 

EDUCATIONAL ISSUES 

RELATED TO HISPANIC 

STUDENTS 

Several misconceptions 
about Hispanic students 
need to be refuted. One mis
conception is that Hispanics 
are an underclass or subor- ..::. 
dinate (Ogbu, 1978), and 
educators tend to view these 
students from a remedial or 
deficit perspective. Second, some educators have not be
lieved Hispanic students can be gifted or have talents (Rod" 
riguez, Prieto & Rueda, 1984). Belief in their giftedness is 
essential if Hispanic students are to be identified and nur
tured in educational programs. A third misconception is 
that bilingualism is a deficiency (Rito & Moller, 1989). A 
paradigm shift in education is needed to view bilingualism 
as a strength and the development of bilingualism as an 
important focus for all gifted students. 

Many Hispanic families, whether they have lived in the 
United States for generations, Or arrived recently, reflect a 
different view of parental association with schools and the 
duties of the teacher than Anglo-American families. In 
Mexico and Central America, teachers receive enormous 
respect, and Hispanic parents do not feel they, as non-ex
perts in education, should make educational decisions. Many 
Hispanic pm-ents also feel uncomfortable visiting the class" 
room. Also, education is not considered a dynmnic force 
for socioeconomic mobility in Mexico and Central America, 

Dorothy Sisk 

and often a child is needed at home or in the workplace with 
education being interrupted or deferred until a later time. 
This particular ethic often carries over to the Hispanic cul
ture in the United States (Perrine, 1989). As a result, paren
tal support for consistent school attendance ti-equently is a 
problem, as is the provision of a time and place for a child 
to study at home. 

An additional complicating factor is that sometimes a 
communication gap devel
ops in the Hispanic parent
child relationship when par
ents conduct their lives pre
dominantly in Spanish, and 
their sons and daughters de
velop a predominant facility 
in English. As a child grows 
older, there is less sharing 
concerning issues and deci
sions facing young people. 
The family SUppOlt system, 
previously so important, 
may become perfunctory. 

ClIARACTERlSTICS OF 

HISPANIC GlF'rnn STllDENTS 

Noone profile of a 
gifted Hispanic child exists. 
The Hispanic culture in the 
state of Texas is composed 

of numerouS groups with differences in history, language 
and customs and length of residence in the United States. 
The amount of urbanization and political and social 
strengths are also important factors, as is poverty. Two 
key areas that distinguish the Hispanic student from the 
Anglo-American student are 1) language skills and profi
ciency, particularly for bilingual Or monolingual Spanish 
students; and 2) complex demands resulting from living 
in two cultures (Udall, 1989). 

One of the most efficient ways to increase the number 
of Hispanic students within a given gifted population ap" 
pears to be to focus on developing a pool of potentially gifted 
students who are taught thinking ski Us in conjunction with 
English as a Second Language (ESL) instruction (Maker & 
Tissot, 1995; Howells, 1998; Sisk, 1998). In this way, stu
dents who may be gifted do not have to wait to be assimi
lated into English speaking classes to receive instruction in 
strategies useful for the gifted (Rito & Moller, 1989). 
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EXAMPLJl.S OF SI.lCCES,WUL PROGRAMS 

This approach was demonstrated in Texas in Project 
STEP UP (Systematic Training for Education Programs for 
Underserved Pupils) directed by Sisk (1993) with project 
sites in Aldine ISD in Houston, EI Paso, McAllen, and San 
Antonio. In Florida, where the STEP UP project was intro
duced in Daytona Beach and Tampa, educators found that 

rent research on minority and culturally diverse students. 
The checklist with seven scales (Problem Solving, Social 
Sensitivity, Communication Skills, Responsibilities, Sense 
of Humor and Psychomotor) was used as a pretest/screen
ing instl1lment to identify high potential children for an ini
tial talent pool. Alternative tests were used such as the Raven 
Progressive Matrices, the Developmental Cognitive Ability 

FIGURE 1. TEACHER AWARENESS MINORITY CHECKLIST 

SOOAl SENSIVITY 

• Wisdom of life experience (Montgomery, 1989) 

• Keen sense of justice, quickly perceiving in
justice (Hillard, 1976) 

• Awareness and appreciation of people; in
terpersonal skills (Bernal, 1976; Renzulli, 1973) 

• Manipulative behavior (Torrance, 1977; 
Cronbach, 1977) 

• Willingness to help others, enjoying being 
helpful (Bernal, 1976) 

• Sense of the future (Wong & Wong, 1989) 

• Impatience (Locke, 1979) 

• Large social orientation (Montgomery, 1989) 

• Responding to external motivation; wanting 
to please (Baldwin, 19B5; Frasier, 1979) 

• Community-based entrepreneurship 
(Cronbach, 1977) 

by teaching critical and creative thinking skills to high po
tential Hispanic students, their ability to score above the 
130 IQ level on the Wechsler Intelligence Scale for Chil
dren-Revised version (WISC-R) was increased, and they 
increased their proficiency in their second language. At the 
conclusion of the three year project, over 50% of the stu
dents participating in the project were identified as gifted. 

Project STEP UP worked collaboratively with a num
ber of school districts to develop alternative criteria for iden
tifying the students, including a checklist (two of the seven 
scales are included in Figure I (Sisk, 1998) based on cur-

COMMUNICATION SKILLS 

• Articulateness in role playing and storytelling 
(Torrance, 1977; Darnell, 1979) 

• Recalling old legends (Maker&Schiever, 1989) 

• Attitudes unfavorable to participation in dis
cussion groups (Clark, 1989) 

• Proficiency in nonverbal communication 
(Hilliard,1976) 

• Frequently interrupting others when they are 
talking (Locke, 1979) 

• Formulating pertinent questions (Chen & Goon, 
1978) 

• Multilinguality (Montgomery, 1989) 

• Rapidly acquiring language when given oppor
tunity (Bernal, 1976) 

• Enthusiasm in class discussions (Chen & Goon, 
1978) 

• Engaging adults in lively conversations 
(Bernal, 1976) 

~iiiThlit':Ih"1~~'l!l~~t't1~,_if!·.~ .. ~ ... Il\'l. _n_ 
Test (DCAT) spatial subtest and problem solving tasks de
veloped by Maker (1995) based on the Gardner (1983) 
Multiple Intelligences model. New approaches to teacher 
training and professional development were used including 
the strategies of coaching, empowering, focusing, facilitat
ing, and transfonning. The curriculum focused on thinking 
skills, using the Guilford (1967) Stl1lcture of the Intellect 
(SOl) battery of tests to identify the students' predominant 
learning processes, an integrated language arts with arts 
curriculum developed by Carolyn Bronson in Project Suc-
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cess, Taba's inductive thinking strategies (Taba & Elkins, 
1964) and Pames' creative problem solving strategies (Par
nes et a!., 1977) interwoven into a thematic interdiscipli
nary curriculum. 

PROJECT TEAM: 
TEACIDNG ENRICHMENT ACTlVrnES FOR MINoRITIES 

Dade County in Miami, Florida with a significant His
panic population (41.7%), instituted a program to address 
the needs of high achieving minority students with an em
phasis on thinking skills. By providing students from lower 
socioeconomic (SES) backgrounds with encouragement and 
the skills needed for success in advanced programs, aca
demic achievement became a matter of pride for the indi
vidual families, peer groups and communities (Rita & MoI
ler, 1989). Inservice training was provided prior to pro
gram initiation and throughout the pilot project period. Train
ing sessions focused on the nature of intelligence and a de
tailed explanation of Guilford's (1967) Structure of the In
tellect (SOl) model. Teachers were trained in the adminis
tration of the SOl test, in the interpretation of the scores and 
construction of individual student profiles and in remedia
tion techniques using SOl and related materials. The Build
ing Thinking Skills program (Black & Black, 1985) with its 
Piagetian method of introducing each thinking skill was used 
along with anribute blocks and Venn Diagram manipula
tives. Students were encouraged to explain their reasoning, 
how they arrived at correct answers, and to give a rationale 
for not selecting the other responses. As the students de
scribed and elaborated on their answers, their language us
age was enhanced. Results of the Project TEAM were dra
matic; 28% of the original population of TEAM students 
were placed in classes for the academically and artistically 
talented after the first two years. 

PALM BEACH PCYrENTIALLV GIFIED STUDENT PROJECT 

The Palm Beach, Florida project was committed to the 
notion that standardized test scores and typical checklists of 
gifted characteristics fail to identify culturally diverse gifted 
students. Howells (1998) helped his teachers understand 
the cognitive and behavior strengths in their culturally dif
ferent students by engaging them in consideration of ques
tions such as does the student: 

1) Exhibit a high level of nonverbal fluency; 
2) Display leadership abilities; 
3) Learn well through the use of manipulatives; 
4) Show creativity in the visual and dramatic arts; 
5) Demonstrate proficiency at solving concrete, 

practical problems; 
6) Show ability to express feelings and emotions; and 
7) Demonstrate a sense of humor? 

Out of numerous discussions with teachers Howells identi
fied 500 candidates for the program. The next step was to 
asses those students' strengths and weaknesses. The Struc-

ture of the Intellect (SOl) Test ofLeaming Abilities (Meeker. 
1975) was used. Using test results and teacher reCOmmen
dations, five groups of 16 students were selected to partici
pate in the program experience when they entered grade 4_ 
The program was designed to include enrichment, affec
tive, and academic components. In the enrichment compo
nent, there was an emphasis On thinking skills using Black 
and Black (1985) Building Thinking Skills and Organizing 
Thinking II (Black and Black, 1990). The affective compo
nent focused on increasing students' self-confidence and 
reversing negative attitudes. In the academic component, 
the curriculum was presented in an accelerated manner, and 
students moved at their own pace. Cooperative leaming 
and team work were stressed, Results indicated that 25% 
ofthe students were able to qualify for the Palm Beach gifted 
program with IQs of 130 and above. Students also showed 
impressive gains in both reading and mathematics. A com
parison of their scores in grades 3 and 4 consistently showed 
average gains ofl2 to 15 percentile points. On the Peabody 
Picture Vocabulary Test (PPVT) 80% of the students 
achieved gains with an average gain of 10 points. However, 
the greatest gains were in thinking skills. Teachers in the 
project reported that the students' ability to think logically 
and concisely was greatly increased and they were able to 
write with clarity and use the thinking skills throughout the 
school year. 

PRoBLEMS F ACllD BV HIsPANIC GIFfED STUDENTS 

One problem that often emerges when Hispanic stu
dents are identified for the gifted programs is their low school 
Success. This may be due to gifted programs focusing on 
developing abilities valued by the majority culture. In this 
academic type of program a Hispanic student must work 
twice as hard to succeed. overcoming obstacles of differing 
value systems, behavioral patterns, inadequate academic 
preparation and differing language. 

In addition, large numbers of Hispanic students after 
placement in gifted programs withdraw upon experiencing 
difficulty with academic assignments. With limited English 
proficiency and disadvantaged backgrounds many Hispanic 
students have had limited experience with abstract, higher 
level thinking skills, advanced vocabulary, and communi
cation skills. Hispanic students enrolled in gifted programs 
also receive considerable peer pressure to drop out of the 
program and at the same time receive heavy parent pressure 
to succeed, resulting in considerable stress for the students 
(Rito & Moller, 1989); (Sisk, 1993). 

IMPoltl"NCE OF P "RENT INVOLVEMENT 

One way to combat the problem onow student success 
is parent involvement. Seminars for parents were devel
oped by Shannon (1993) to provide parents information On 
the key areas of focus in Project STEP UP: critical and cre
ative thinking. communication skills, and self concept. Each 

(see SISK, page 22) 
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Gifted Latinas' Experiences in a Magnet Program 

W hat is the impact Df the school socialization pro
cess for gifted Hispanic females (hereinafter re

ferred to as gifted Latinas, or GLs) in a gifted program? 
How are their cultural values affected and/or changed in the 
new multicultural setting? What are the difficulties experi
enced by Latinas attending a Magnet Program for gifted 
and talented (Gff) students in a school far away from their 
neighborhoods? What are the factors affecting these GLs, 

f' 

Ned Moss 

In a study by Werner and Smith (1982) it was found 
that positive self-concept can be a mental insulator and pro
mote better stress resistance over the long run for "hardier" 
children. For this study, it was hypothesized that this "en
try-level" image is a problem for the GL throughout her 
four years, although decreasingly as her confidence grows 
and her fears about the future and doubts about her emerg
ing gender-role within her own culture decreases. Specifi-

cally, five research questions were 
addressed: 

and what characteristics do they 
have in common that help them f' 

to survive all the affective disso
nances? This ethnographic study, 
conducted over a period of two 
years in a magnet high school for 
gifted students in a large urban 
school district, was designed to 
anSwer these questions, (For pur
poses of this article, the gifted 
magnet program will be referred 

, I What are the difficulties' 
experienced by Latinas attend

ing a Magnet Program for 
gifted and talented students 

in a school far away from their 
neighborhoods? n 

(1) What life experiences had 
GL had that they perceive as rel
evant to their gender roles? 

(2) What factors motivated 
the GL to anend a college-prep 
program especially designed for 
gifted students? 

(3) To what extent, if any, did 
GLs experience dissonance be
tween home gender roles and the 
program gender roles? 

to as the program.) 
The program was located in 

a predominantly black high school in which the program 
student population constituted approximately 15% of the 
total school population. The program student population 
was 50% African- American, 15% Latino, 29% Anglo, and 
6% Asian. At the time of the study, the Latino population 
was in the minority, both in the program and in the school. 

This study waS conducted with GLs who were juniors 
and seniors in the program during 1994-95, and Latinas who 
were graduates of the program between 1985 to 1993. The 
major question addressed was how the socialization in gifted 
education affected these young women. 

The initial entry into a secondary gifted program is a 
time of uncertainty, confusion, and self-doubt for many stu
dents because of the change in environment and the chal
lenge of advanced academics. In a study of the program 
conducted by Hailes, Quintana, and Vincent (1989), this was 
confirmed for all ninth graders, but the process of attending 
the program for four years often alters this entry-time self
doubt into a positive, achievement-oriented self-image. 
Their findings further showed that girls in the magnet pro
gram became more "inner- directed" the higher the grade 
level. The entry-level syndrome of uncertainty and intel
lectual doubt was alleviated somewhat if the ninth grader 
had previously been in a middle school magnet program 
and even more so ifhe or she had attended one of the middle 
school gifted magnet programs in the large urban south
western school district. 

(4) What people and experiences in the program cul
ture influenced GLs' aspirations for the future? 

(5) To what extent has the dissonance persisted follow
ing high school? 

To address these questions, the GLs in this study were 
interviewed extensively using the key informant process of 
the ethnographic interview. The interviews were transcribed, 
categorized, and analyzed by domain and taxonomy. In 
addition, the Attitude Toward Women Scale for Adolescents 
(AWSA) was administered to a random group of alumni 
(n=40) and to the entire student body (n=243) during the 
spring semester, 1995, to measure the attitudes toward gen
der roles in the program (see J. T. Spence, 1984 originating 
the AWSA, and A. Valenzuela, 1993, for studies using the 
AWSA with Hispanic populations in schools). 

The research methodology for the first three questions, 
dealing with the life experiences and belief systems of the 
GLs and the teachers in the program, was ethnographic. In 
order to understand the culture of a particular segment of 
our society, the people must be understood. In order to un
derstand the cultures of the GLs, the investigator must be
come a student of the people involved and strive to see the 
world through their eyes. Ethnography is the work of de
scribing a culture. The essential COre of this activity aims to 
understand another way of life from the native point of view 
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(Spradley, .1979, p. 3). In this study the ethnography meth" 
odology was divided into several steps, including gathering 
institutional records of the "key informants" (the GLs), ob
servations of their "natural habitat" (the school), and ana
lyzing it. The critical ethnographic interviews of the GLs 
provided the "life stories" during which accommodation and! 
Or resistance techniques were revealed from elementary 
through the then-current status of each of the young women, 
both students and graduates of the program. The analysis 
of the data gathered in the above steps was divided into steps 
also, some of which required re-interviewing some of the 
GLs, when further explanations of obscure or unknown 
terms, situations, and/or cultural patterns were needed. The 
on-going and multiple analyses were divided into three types, 
reconstmction, domain, and taxonomic. These analyses in
volved describing the system relationships that the infor
mants identified during tile interviewing process. On the 
basis of reconstruction, domain analyses, and taxonomic 
analyses, certain commonalities and categories are noted 
by the ethnographic analysis. This is where the student in
formant located herself within the systems in which she 
operates. In other words, how did the GL operate in other 
systems away from the classroom, that is, in her own groups 
at lunch, dnring extra-curricular activities, at home, church, 
in college life, at social functions, Or at parties? The eth
nographer analyzed the behavior patterns, looking for dif
ferences and similarities. This is where cnltural patterns of 
identity were detected and compared with data obtained in 
the earlier stages. 

Part of the third research question and questions four 
and five investigated the culture of the school, including 
some of the attitudes of the other students. The AWSA, a 
qualitative instrument, helped to determine the nature of the 
culture of the school and the degree of liberal attitudes to
ward gender roles held by the students and graduates of the 
program, both male and female. The Attitude Toward 
Women Scale for Adolescents questionnaires were admin
istered to the entire progrmn population. The AWSA ques
tionnaires for the alumni who were available were collected 
with the additional notations for year of graduation, ethnicity, 
and gender. 

REsULTS 

The hypothesis that attitudes toward wOmen became 
more" liberal" with each progressive grade level was proven. 
There was no significant difference between females of dif
ferent ethnic groups within each grade level. The AWSA 
data showed that males in the program also became more 
"liberal" each year, but there were significant differences 
between males and females at every grade level with the 
females being the more liberal in their attitudes. 

The interviews showed thaI the GLs begin the program 
with self-identities of themselves as aspiring, smart, 
hardworking students. The GLs stmggled to achieve their 

separate self-identity throughout the middle school years. 
The conflicts they encountered originated within their cul
ture, with regular education females, with relatives, and 
sometimes with their fathers. However, they reported that 
they generally had the support of their families, at least in 
the area of education. 

The results can be divided into the five main domains 
of the study, as they relate to the reporting and perceptions 
of the GLs regarding (1) home and family, (2) self and peers, 
(3) K-8 educational experiences, (4) high school and be
yond, and (5) the culture at the high school. 

The study revealed that the role of the family (Domain 
One) in their culture is paramount and primary. The per
ceptions of all of the GLs confinned this, from how they 
played the roles they were assigned (or rebelled, using vari
ous resistance methods) until they graduated from high 
school. College years helped them to define family in dif
ferent ways, as well as establishing for them the beginnings 
of independence, or full realization of self in some cases. 

The relationship of each GL to her peers and her con
cept of "selt" (Domain Two) was interesting in how it re
vealed how each was influenced positively and/or negatively 
by those she knew as friends and classmates. The "self' 
tenn means how she perceives herself, what she says abont 
the kind of person she sees herself to be, and inevitably, 
what type of personality she believes she has and/or exhib
its to others. There was never an interview question that 
asked "How do you perceive yourself?" or "What kind of 
person are you?" and so forth. Every young woman volun
teered that type of information at one time or another 
throughout the course of the interview. Part of what we 
found much of the time is the same type of social and emo
tional characteristics that are found in many gifted students, 
social awkwardness, diftkulty in relating to peers outside 
of the ability group, low self-esteem until her high-ability 
group membership was confirmed, low confidence in her 
ability level, etc. early in life_ Much of this was amelio
rated, however, when they discovered their "self-hood," 
which seemed to occur in most the the young women when 
they realized they were different from most other people in 
the family and/or school setting, academically and/or so
cially. What the alumni revealed in retrospect was an emer
gence of a competent, confident self-identity, the beginning 
of long term achievement-oriented aspirations, and how 
much attending the program facilitated the development of 
that self-identity. 

Domain Three summm-ized their educational experi
ences prior to attending high school in the program. It ap
peared that all of the GLs left elementary (5th grade) with 
the beginning of a self-identity that had been nurtured by 
teachers and family, and that would grow strong in their 
adolescent years in the program. Interestingly, educational 
passages of many of the students had diftkult beginnings. 
Mmly stmted in private or Catholic schools in a lm'ge urban 
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school district. Six of the fourteen started in their zoned 
public school, one started as an English as a Second Lan
guage student (ESL), two started in gifted programs, one in 
a South American country, and one in another state. By 
middle school they were all in public schools, and all were 

or who were "too social" for them. 
Domain 4 included retlections and perceptions of the 

educational and social experiences in the program and be
yond. At this point in their lives, their stories were so differ
ent it was difficult to generalize. Many of them came to the 

SUGGESTIONS FOR WORKING WITH GIFTED LATINA STUDENTS 

• Recognize and develop their academic gifts early; 
• Give responsibilities, in and out of the classroom; 
• Separate academically gifted, or high achieving Latinas, from their 

non-achieving peers, at least by middle school; 
• Visit families as early as possible and bring them into the school com

munity, encouraging them to permit wider latitude in the social lives 
of their young daughters; 

• Place gifted/advanced learners into a multicultural gifted program; 
gifted students should be in honors or equivalent classes at least by 
middle school; 

• Select nurturing teachers and have small gifted classes; 
• Diversify the student population since a multicultural student body 

lends the necessary support; 
• Develop specialized counseling and/or awareness training for 

counselors, teachers, and administrators about the role of the family 
in Latino life. 

in honors in their zoned school or in magnet programs away 
from their neighborhoods. Their early years in school were 
generally positive; all made good grades and were treated 
well by their teachers and their classmates, except for two 
who had trouble with classmates. Middle school was a dif
ferent story for almost all of the GLs. They all encountered 
discrimination because they were gifted or because of their 
being Latino.This discrimination came mostly from peers. 
Many of the GLs began practicing deceptions because of 
the strictness of their parents' controls. They were not per
mitted to do many of the social and some of the educational 
things the other students did. Most social interaction out
side of their families occurred only at school. Several were 
even forbidden to talk on the telephone, unless it was for 
school reasons, a rule which was covertly violated by some 
of them. All of the GLs related that they were increasingly 
isolated from their non-gifted peers; they were not forced, 
but they just couldn't relate to former playmates, triends, 
neighbors, and relatives who were not as ambitious as they 

program because they believed it offered them a better edu
cational opportunity for the future. Some made the choice 
by chance, or because they had an older sibling there. Some 
came to the program from a gifted middle school. For them 
the transition was not as difficult as it was for those who 
were attending a gifted program for the first time. These 
newcomers to gifted had come from schools where they 
were the smartest, the brightest, the favorite to succeed, and 
sO on, and now for the first time they were in classes with 
students who were as smart and often smarter than they. 
Even though most of the GLs indicate there was no ethnic 
division and no ethnic discrimination Or favoritism in the 
program, there was still the need to relate to some type of 
group of peers. Socially, the young women were looking 
for some sense of belonging, some social identification. 
Even though in the program they had found academic and 
intellectual peers and believed they were in excellent posi
tion to pursue their aspirations, some still had difficulty find
ing a group with whom they could relate. This was so 

(see MOSS, page 24) 
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Guidelines for Planning and Implementing a Gifted and 
Talented English/Spanish Dual Language Program 

W ith the approach of the millennium and the explo
sion of technology, schools must be prepared to 

offer challenging and diversified programs of instruction to 
the gifted minority language students so that their voices 
will be heard. The millennium will bring a whole new spec
trum of occupations that will 
require not only the knowledge 

Rosa Milagros Higareda and Sandra Jenkins 

Research should be evaluated on the different dual language 
models and their success rates. 

During this year, research, planning, and preparation 
need to be undertaken. Information about dual Janguage pro
grams in school districts that have the same ethnic popula

tion as your community and 
have successfully implemented 
this program should be obtained of more than one language but 

also the ability to solve unfore
seen problems. The percentage 
of minority language students is 
growing at a very fast pace in 
the schools. By the year 2030 
the Hispanic population in 
Texas is expected to increase by 
257.6% (Center for Demo
graphic and Socioeconomic Re
search and Education at Texas 
A & M University). Therefore, 
it is imperative that minority lan
guage students be given ample 
learning opportunities which en
hance language instruction and 
literacy development. This en
deavor can be accomplished 
through a gifted and talented 
dual language education pro
gram designed to emphasize 
and promote language develop
ment in English and Spanish, in-

The goals of the pro
gram are for the gifted 
and talented minority 
and majority language 

and documented. According to 
the research of Collier and 
Lindholm, the dual language 
program requires a commit
ment to academic development 
of the minority language along 
with the majority language. The 
two main models to consider 
are the 90/1 0 and the 50/50. In 
the 90/1 0 model, in kindergar
ten and first grade, 90% of the 
instructional day is devoted to 
content instruction in Spanish 
and 10% to English. Thus, all 
content instruction OCCurS in 
Spanish and English time is 
used to develop oral language 
proficiency. Reading instruc
tion begins in Spanish for both 
language minority and lan
guage majority students. At the 

student to become 
proficient in both lan

guages, to be academi
cally successful, to 

understand and appre
ciate other cultures, 

and to communicate in 
the global community. 

terdisciplinary studies, higher-
level thinking skills, independent work and study skills, aug
mentation in creative thinking and problem solving activi
ties. The goals of the program are for the gifted and tal
ented minority and majority language student to become 
proficient in both languages, to be academically successful, 
to be able to understand and appreciate other cultures, and 
to be able to communicate in the global community. A three
year plan should be adapted in order to accomplish these 
goals. The plan should include research, visitations to dual 
language schools, training, identification, and implementa
tion components. 

In the first year of planning a gifted and talented En
glish/Spanish dual language program, data from research 
should be collected from published materials, the interoet, 
and interviews with professionals in the dual language field. 

second and third grade levels, 
students receive 80% of their 

day's instruction in Spanish and 20% in English. As in the 
previous grade levels, all content areas are taught in Span
ish. In second grade, English time is still largely spent in 
developing oral language proficiency and in introducing stu
dents to English literature to develop academic English to 
prepare them to begin formal English reading in third grade. 
By fourth and fifth grade, the students' instructional time is 
balanced (50/50) between English and Spanish. (The lan
guage of choice depends upon the needs of the commu
nity.) 

The 90/1 0 model requires initial emphasis of the mi
nority language, because this language is less supported by 
the broader society, and thus academic uSeS of this language 
are less easily acquired outside of school. For example in 
Mexico, English would be taught 90% of the time and Span-
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ish 10%, while in San Jose, California, and El Paso, Texas, 
Spanish would be taught 90% of the time and English 10%. 
By third grade both California and Texas students would be 
in a 50/50 ratio in both languages. At the secondary level, 
the students decide which language they would like to re
ceive instruction in their core subjects. Research studies on 
this model, in both Mexico and the United States, indicate 
that students' success rates on standarized tests are much 
greater than students receiving instruction in only one lan
guage (Lindholm & Molina). 

The 50/50 model can be implemented in a variety of 
ways. In one model, the student is taught to read in his/her 
home language; math is always taught in English, while 
social studies and science are taught in Spanish. The lan
guages are dispersed during the day for the announcements, 
calendar activities, and other curricular components such as 
Future Problem Solving, Odyssey of the Mind, Invention 
Convention, and Mathcounts. 

Another 50/50 model has every subject taught in both 
languages. Part of the day the student is taught in English 
using all the materials in that language, while the rest of the 
day the student is taught in Spanish. This material is either 
a continuation of the morning session or different activities 
using interdisciplinary curriculum for the same objectives. 
The schedule could be followed in several ways by alternat
ing the languages such as morning/afternoon, every other 
day or every other week. The students may express their 
ideas and questions in whatever language they prefer, but 
the instructor must speak in the language of the subject or 
applicable day. 

Information about these models should be put on a chart 
with pros and cons for each program (Collier, Thomas, 97). 
A team of teachers should visit various schools to learn first 
hand about their program. This team should observe both 
the 90/1 0 and 50/50 dual language models. A presentation 
on the combination of the research, school visitation infor
mation, and the different models of the dual language cur
riculum should be presented to a committee of parents, teach
ers, principals and representatives of the community to ob
tain their input and support. This group should reach a 
consensus about which model would be most effective for 
the students in their area. At this time a decision should be 
made on the number of schools, the grade levels, and the 
gifted population that should be served. 

In the second year of planning, teachers should be iden
tified and trained, student identification instruments selected, 
and students screened. The first step in identifying appro
priate teachers would be to get a list from the personnel 
office of all teachers who are certified both in bilingual and 
gifted and talented education. Next the principal, with the 
campus decision making team, should select the teachers 
for the dual language program. The teachers are one of the 
major keys to the success of any program. They must not 
only support it but should be willing to go the "extra mile" 

in acquiring the necessary instructional strategies of the dual 
language gifted and talented education program. A profes
sional development plan should be designed using interdis
ciplinary-thematic units emphasizing depth and complex
ity (Kaplan), Future Problem Solving, Odyssey of the Mind, 
Invention Convention, and other appropriate gifted and tal
ented Or dual language strategies (Tinajero and Ada). 

Assessment instruments should be reviewed and evalu
ated to determine the appropriateness of identifying stu
dents for participation in the program (Delp). According to 
the Texas State Plan for the Education of Gifted Students, 
there should be a minimum of three instruments that are 
objective and subjective in nature adrninistered to students. 
Some instruments of identification to consider would be 
teacher, parent, and student checklists; teacher observation 
forms; an achievement test; a non-verbal test such as the 
Raven Progressive Matrices; and an abilities test such as 
Structure of the Intellect (Renzulli, Delp). Students should 
be tested in the spring and identified for service for the fol
lowing year. 

Implementation of the dual language program begins 
in the third year with teacher and student participation. On
going training hours should be offered for teachers in both 
languages. Monthly meetings should be held for teachers 
to share ideas and make recommendations. An evaluation 
instrument should be distributed to teachers, parents, and 
students. Recommendations for improvements in the pro
gram should result from analysis of these evaluations and 
needed modifications should be implemented as soon as 
possible. 

Dual language programs help native and non-native 
speakers of English speak two languages proficiently 
(Collier, Lindholm). This is one way schools can help stu
dents become bilingual/biliterate, life-long learners. Dual 
language programs should resolve some of the concerns 
about creating English-only learners who are then expected 
to suddenly become bilingual in high school and college. 
Research is continuing to show that biliterate learners score 
higher on a variety of tests (Jensen). For those truly com
mitted to serving the gifted minority in the new rnillennium, 
these guidelines can help plan and implement a gifted and 
talented English/Spanish dual language program. 
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(from BERNAL, page 5) 

the differentiating characteristic of the program. 
The evaluation plan for the project is intended to satisfy 

two types of inquiry. The first is to address the program
matic needs of the project and of the district. The evaluation 
describes the status of this pilot project at different times in 
order to make timely corrections in its design (Provus, 1971). 
Later the evaluation will help determine the project's over
all level of success and its readiness to be disseminated to 
other schools in the district. Alternatively, the district could 
decide On making Mesita School a type of magnet school. 

Secondly, the evaluation addresses professional ques
tions of interest. Two-way bilingual methodology represents 
a theoretical formulation of language leaming within a so
cially and politically desirable context of integrated instruc
tion. Utilizing two languages as media of instruction, fur
thermore, is the most current pedagogical method to de
velop true academic-level proficiency in each student's sec
ond language while continuing to develop herlhis native lan
guage skills. To adopt both this method and the goal of bi
lingualism as the specific differentiating factors for a GT 
program is to attempt to prepare the best and brightest of 
the children from at least two ethnic-linguistic groups to
gether in the hope of achieving new levels of social under
standing and professional opportunity. 

Thus there are many questions that flow from this con
figuration of methods and goals. The prospect of delivering 
a type of classical elementary level education in two lan
guages (Bemal, 1998) merits a thorough evaluation. The 
following questions derive from the concerns of both fields
bilingual education and GT education-as well as the prac
tical interests of the El Paso I.S.D. 

I. How well are the fluent Spanish-speaking GT stu
dents--- those who were initially LEP and those who were 
initially bilingual---doing in the program? How does their 
academic achievement in both English and Spanish COm
pare over time to the srudents in the program who were 
initially English-monolingual? Are they acquiring English, 
and if so, how quickly do they reach the higher levels of 
proficiency? Are they losing their Spanish? At a later point 
in the program's development the evaluation will examine 
how well these sUldents do both academically (tested in both 
languages) and in English and Spanish proficiency com
pared to other initially LEP and bilingual OT sUldents who 
have been studying in the district's "regular" OT program. 

2. How well are the GT English monolinguals doing 
in the program? How does their academic achievement over 
time compare to other English monolinguals in all-English 
OT programs in the district? Do the project students ac
quire the Spanish language over time, and if so, how quickly 
do they reach the higher levels of proficiency? Do the En
glish monolingual students who entered the program at dif
ferent grades (at first, second, thired etc.) enjoy the same 
rate of Spanish acquisition, or does entry at certain grade 
levels Seem to have an advantage? How does their academic 

achievement tested in Spanish compare to their academic 
achievement tested in English? How does their academic 
achievement in Spanish over time compare to that of ini
tially LEP or bilingual OT students? 

3. There is a smaU number ofLEP students who were 
allowed into the project who did not satisfy all of the EPISD 
crIteria for admission as OT students. These special stu
dents qualified on the strength of their previous academic 
performance after an informal, authentic assessment of their 
school work. How well is this group doing academically in 
relation to the other students in the program? Do they stay 
in the program in a like manner to the regularly admitted 
OT children? How well do they seem to be adjusting so
cially and psychologically to the rigors of the program? Their 
Success could have implications for the identification pro
cedures to be used in the future. Indeed, this study could 
help shape the selection of allOT srudents specifically for a 
two-way bilingual immersion program. 

Students are organized by year-of-entry cohorts. Im
portant subgroups-such as by ethnicity, gender, first lan
guage, and grade level-are studied under each cohort. The 
resulting panel study should detect changes in these cohorts 
and in the efficacy of the program with similar groups over 
time. Language proficiency data (IDEA), achievement data 
(TAAS, because it is a state-mandated yardstick, and En
glish and Spanish versions of Terra Nova, which is a norm
referenced test that appears to have an adequate ceiling) can 
be used for formative evaluations in the short run as well as 
for summative evaluations Over several years. In addition, 
school records of students' artendance, grades, disciplinary 
actions, and transfers will also be monitored, as well as teach
ers' anecdotal records of students' creative achievements and 
participation in contests or other special activities. The min
utes of parent meetings are also being combed in order to 
detect any unanticipated programmatic effects. 

Curricular descriptions are also being gathered from 
teachers 'lesson plan books and classroom observations. Cer
tain implementation objectives, such as meeting the 50:50 
English:Spanish expectation, can be assessed in this man
ner. Students are often "partnered" at work tables according 
to their first language, so that they can work cooperatively 
to acquire and retine one another's native tongues. During 
the summer of 1999, the teachers and the instructional spe
cialist assigned to Mesita School will work together to give 
mOre specific form to their units and lessons, especially the 
Spanish lessons and activities, which so far have followed 
the thematic, integrated format specified by the district's 
OTprogram. 

CONCLUSION 
It is vitally important that OT programs evaluate their 

operations, especially any innovations or "experiments" or 
"pilot efforts" that they may undertake with a view to mak
ing some fundamental changes in their curricula, selection 
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procedures, scope, or operations. El Paso l.S.D.'s Mundos 
UnidosfConnecting Worlds pilot project represents illlova
tion in methods as well as in goals through a two-way bilin
gual immersion GT program. Its general design is of inter
est to GT programs that wish to serve language-minority 
students in a developmentally appropriate manner while they 
are still LEP, and to do so in a way that presents an option 
for parents of non-LEP GT students to leam another lan
guage to a high level of proficiency. Both the bilingual meth
odology and its application to GT settings are promising 
but unproven, however, so a rigorous evaluation of the 
program's planned and unplanned effects, both positive and 
negative, is fundamental to its immediate operational suc
cess and long-term acceptability for possible dissemination. 
Along the way El Paso l.S.D. hopes to make a contribution 
to both bilingual education and GT education. 
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Sandra Jenkins is a gifted/talented resource teacher who is 
in charge of assessment for gifted education and acceler
ated testing for Brownsville ISD. She is certified in gifted 
education with 29 years of experience in education, 13 in 
the area of gifted education. 
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(from KAPLAN, page 1) 
has inhibited rather than facilitated the type of teaching and 
leaming available to these students. In teaching the gifted, 
the emphasis should he on giftedness, not on the student's 
status as an emergent English language leamer. It is the 
emphasis on giftedness that has been the basis for fiscal and 
academic advocacy, and to deny its importance in teaching 
children with limited English language denies the very rea
son they have been identified for inclusion in a gifted pro
gram. 

Teaching the English language leamer who is gifted 
demands that the strategies outlined for teaching the gifted 
be applied without diminishment because a student is not 
proficient in English. Strategies demanded of evolving schol
ars and necessary for a mOre complex analysis of an area 
under study are: 

• questioning or inquiry, 
• developing the language of the discipline, including 

-decoding words with multiple meanings, 
-using figurative as well as technical language, and 

• reinforcing the ability to perceive from different 
perspectives. 

These strategies must be included in the learning process. 
The example of the excerpt using the word ripple could 

be an opportunity to use gifted strategies by practicing these 
and other learning strategies associated with a differenti
ated curriculum. The word ripple was included to challenge 
the gifted and emergent English language leamers. Ulti
mately, teachers and curriculum writers must resolve the 
educational dichotomy in which students are taught in a man
ner that denies their giftedness at the expense of catering to 
their level of English proficiency. 

TEi\CIDNG TO FILL IN THE GAPS 

A major complaint related to teaching smdents who are 
both gifted and emergent English language learners is that 
these students possess some recognized skill content defi
ciencies inhibiting the teaching of the traditional elements 
that constitute an exemplary differentiated curriculum. It is 
often perceived that the gifted and limited English profi
cient students may not have had the academic experiences 
that enable them to produce work necessary for the defined 
curricular expectations held for the gifted. Actually the stu
dents, and perhaps the teachers in some cases, need assis
tance to translate these experiences into those required in a 
differentiated curriculum of depth and complexity. With 
reference to the vignette, it is true that the word ripple meant 
little to some of the children. However, hecause it was a 
new word to them does not mean that it was not appropriate 
for the students. Rather than summarily discounting the 
word ripple and replacing it with another, the teacher drew 
a picture of a wavy line and described it as a ripple. The 
teacher then told the students that there are ripples we see 
and ripples we feel. That much of an introduction elicited 

illustrations of when and where the students personally had 
experienced the concept of a ripple. One student remarked, 
"My insides ripple when we leam new things ... I think 
ripple is like being scared." Another student described how 
he made ripples with his fingers when he washed the dishes 
for his family. 

Students who have made the transition from limited pro
ficiency to fluency in English have stated that once they 
were identified as gifted more was expected of them even 
though it had not been taught to them. One student men
tioned the disappointment expressed by a teacher who felt 
that the student would have difficulty participating in the 
oceanography unit because he had not been to the sea. Gifted 
and English language learner students need to be taught, 
and sometimes teachers of the gifted forget this need. The 
teacher has to assume the responsibility of bringing experi
ences to the gifted leamer and providing the academic tran
sition or bridge that is also afforded the child in the acquisi
tion of the English language. These transitions demand us
ing pictures, stories, and objects to simulate the experiences 
that act as a backdrop for leaming and enable the students 
who are limited in experience as well as language to partici
pate as gifted individuals. A teacher, noting that the stu
dents have no aWareness of the ocean, could collect sand 
from the playground's sandbox, bring in Some shells, playa 
tape of the sounds of the sea, and have the students taste salt 
water in order to compensate in experience and gain the 
knowledge and vocabulary these students need to pmiici
pate fully in an oceanography unit. 

There are many examples of how teachers can fill in 
the gaps to facilitate the participation of gifted and emer
gent English language leamers. All of these fill-in-the-gaps 
activities must be identified as inherent features of an ex
emplary differentiated gifted curriculum and not just as good 
teaching practices. Tho often, limited English language learn
ers who are gifted are either excluded from the differenti
ated gifted curriculum because of limited experience, or the 
experience is given to the students in a limited manner. Re
ferring back to the opening vignette, the teacher's comment 
about replacing the word ripple with a more common word 
used by children with limited English and experiences would 
be an illustration of teaching down rather than up to the 
children's recognized abilities. 

Some of the tlII-in-the-gaps activities that have proved 
advantageous to gifted and emergent English language leam· 
ers include the following: 

• Sequencing infonnation, or presenting information 
and skills in a developmental order, makes it easier for stu
dents to grapple with what needs to be leamed. Charting 
the meaning of a concept or the prerequisites necessary to 
acquire the skill can be instrumental in facilitating under· 
standing and attaining mastery . 

• Clustering is an activity that enables students to de
termine the connections among ideas and skills. Being able 
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to identify superordinate ideas and skills from subordinate 
ideas and skills facilitates comprehension and mastery. It 
also provides value for the whole and its related parts. 

o Paralleling is a technique that encourages students 
to use prior concepts or skills as the leverage to acquire un
derstanding of a new concept and mastery of a new skill. 
While the utilization of prior knowledge is touted as an im
portant variable for leaming, there is a difference between 
directly asking students what they already know about the 
topic and in assuming that they are applying prior knowl
edge without the teacher's prompts. Critical to the strategy 
of paralleling is helping students know what transfers or 
provides a key to understanding from one area of leaming 
to another. Knowing the water cycle could serve as the im
petus to understanding the concept of cycles and their ap
plication to life cycle, consumer/producer cycle, etc. An 
important feature of paralleling is leaming the significant 
concepts that generalize. 

• Key words are instrumental in helping students who 
are tentative start the learning process. These words are the 
,:",ords. that can be used as prompts to facilitate asking ques
tIOns, m1l1anng research, and/or defining the task. Key words 
may include: 

kinds 
purpose 
value 

types 
function 
conditions 
characteristics 

traits 
attributes 
reasons 

TEACIllNG BACKWARDS 

. This strategy is an imperative if we are going to appro
pnately teach gIfted students who are emergent English lan
guage leamers. It is based on the idea that we do not always 
have to teach sequentially, and that leaming does not have 
to progress from simple to complex as most educators have 
been taught. Students are curious and eager learners who 
are stimulated by the unknown and the abstract. than educa
tors previously have been led to believe. 

Backwards teaching is based on the idea that students 
who are gifted have an innate readiness to confront the in
depth and most complex aspects of high -end learning, which 
focuses on abstract thinking. It assumes that readiness is a 
starting point, the point of entry, and that in teaching back
wards, the leamer is motivated by the in-depth and com
plex, thereby being allowed to learn more easily the funda
mental facts and/or skills on which the complex leaming 
dep~nds. Backwards teaching is a matter of altering the 
startmg or entry pomts of learning rather than having sru
dents work up to the tenninal point. 

For example, in a study of the the Industrial Revolution 
the tenninal point or outcome of a differentiated curriculum 
emphasizing depth and complexity for gifted students is that 
they are able to identify the trends over time that contrib-

(see KAPLAN, page 25) 

(from McLendon, page 3) 

o~rs. This is an example of a strong core message; it's con
cIse, yet gets to the heart of the issue. 

Key talking points are the second type of message. They 
support the core message and are illustrated by facts, stalis
IIcs, examples or anecdotes. For example, talking points for 
the general public might include explanations of: (a) a defi
nition of what "gifted and talented" means, (b) falsehoods 
and myths about children in this population of srudents, (c) 
nsks of maintaining the status quo, and (d) why additional 
resources are needed for glt programs. 

By using the message model recommended by 
Buckalew & Associates, we will have a script to guide our 
presentations. Also, it will help us achieve consistency in 
our pubhc outreach to build trust and involvement. 

FINAL THOUGJITS 

We hope you will keep us infonned as you observe the 
public relations plan in action. Over the next nine months 
we would like to know about editorials and news stories i~ 
your area. We ask that you send the TAGT office newspaper 
cbppmgs and dates of broadcasts concerning glt srudents or 
gifted education programs. With all of us working to achieve 
the goals set forth in the Public Relations Campaign, we 
can succeed in our common vision for gifted and talented 
students-that they receive the understanding, recognition, 
and resources they need to reach their fullest potential. 

UPCOMING PUBUC RELATIONS 

ACTlVmES 

• Dissemination of recommended 
core messages regarding gft issues 

• Blitzing legislative offices with 
information and meetings with 
legislators 

• Scheduling newspaper editorial 
board visits and media interviews 

• Issuing news releases and 
proposing story ideas to journalists 
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(from SISK, page 12) 

of the seminars provided for active pmticipation, direct ex
perience with the topic, and group interaction. [n Recogniz
ing the Gifts, parents examined and discussed the charac
teristics and behav-

Several important principles for identification and pro
gram development emerged from a review of the projects. 

As gifted students from under-represented groups such 

iors of their 
children's learning 
gifts. Gardner's 
(1983) seven intelli
gences were intro
duced through a per
sonal inventory, fol
lowed by ideas for 
the parents to use in 
building the gifts. 
Divergent Thinking 
Skills had parents 
discuss how and why 
creativity is impor
tant for children and 
adults. Building 
blocks of creative 
thinking, fluency, 
flexibility, original
ity, elaboration, and 
evaluation were 
identified and dis
cussed. In Mind 
Siretching Strategies 
the parents learned 
strategies to generate 
ideas and solve prob
lems. Strategies in
cluded brain storm
ing, imagery, mind 

EMERGING PRINCIPLES FOR DEVELOPING PROGRAMS FOR 
HtGH POTENTIAL HISPANIC STUDENTS 

mapping, synectics, 
and SCAMPER. In 

• Focus on individual abilities; assist students to develop at their own pace the 
abilities they value, and to introduce and develop other abilities that will in 
sure success for them as gifted adults in two cultures. 

• In designing curriculum, the first step is to identify and plan for the individual 
student's strengths and plan experiences to work on the weaknesses. 

• Curriculum needs to be interwoven with the definition of giftedness in the 
school district and the identification procedures. 

• Provide an early and accelerated Spanish language and literature program, 
and provide Hispanic students with optimal language learning experiences 
through a differentiated foreign language program. 

• Strong counseling and affective development is important, and cooperative 
learning and other noncompetitive learning strategies are beneficial since they 
build on the collaborative dynamics of the Hispanic culture. 

• The Hispanic culture places a high value on family and personal relationships, 
so continued involvement of the family is essential. 

• Role models and mentors are important to serve as a source of motivation, 
opportunities for career exploration, and as an excellent way to involve the 
leaders in the Hispanic community. 

Creative Thinking Styles five creative thinking styles were 
introduced: being open to possibilities, breaking boundaries. 
seeing from a different point of view, making the familim' 
strange, and making connections/seeing patterns. In Atti
tudes Supporting Creativity, tlve attitudes that foster cre
ative thinking were used: choices, opportunities, encourage
ment, modeling, and trust/respect. In the last seminar, Ques
tions [or Kids, the parents examined the kinds of questions 
children ask, the purpose of questions, and how they could 
ask questions that would encourage thoughtful and creative 
thinking in their children. 

as the Hispanic population are identified and provided op
portunities to pmticipate in gifted programs, the diversity of 
these students' backgrounds will enrich the total district's 
gifted program and more adequately represent a microcosm 
of Texas. The equity gap is still with uS in Texas' gifted 
programs and in many aspects of life, but as educators iden
tify gifted and talented Hispanic students, tile gap will close 
with societal benefits. 
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(from MOSS, page 15) 

whether the GL is mixed ethnicity, one from another cul
ture, or one who had been rejected by their own culture 
before. 

The fifth domain, the culture of the program, is prob
ably evident after reading about the other four domains. All 
the the GLs found the program to be a place where they 
could relate, where they could belong, where they Were free 
from being judged, where they were encouraged to be them
selves, and where they saw most of the teachers as friends 
and/or role models. In reviewing the results of this domain, 
we used evidence from the interviews of the GLs, from the 
teachers, and the results of the AWSA. What the young 
women saw was their need to be separated from their nOn
high achieving peers, and that they had a nurturing environ
ment in the program, with small classes, academic accel
eration and questioning, freedom to pursue their own aca
demic interests, high expectations for their going on to col
lege, appreciation of who they were and of other cultures 
without concentrating on it, and warmth, friendships, and 
role models. It's true they felt embattled, both at home and 
with their other relatives, because they wouldn't access the 
traditional role of women in their culture and because they 
Were perceived by others as smart and ambitious and not 
interested in the social concerns and activities of many of 
their chronological peers (or not permitted to be involved in 
them by their parents). In addition, they didn't believe there 
was a conscious attempt to indoctrinate them, but rather an 
appreciation of who they were, the obligation to stand up 
for what they believed, and a developing need to help others 
like themselves or like they might have been had they not 
developed academically. 

An interesting finding was the gender role dissonance 
between the home and the school. Adolescence is the time 
that home rules are tested and modified. For most of the 
alumni and some of the current students (usually the first 
generation GLs with Mexican heritage in both groups), there 
was considerable dissonance, because they were under very 
strict parent controls with parents limiting their relationships 
and their activities at home and school and even assigning 
them chores and duties around the house because they were 
female. Most of the controls came from the fathers, with 
the mothers covertly supporting the GLs in their various 
resistance efforts, up to a point. However, most of the young 
women had relationships and participated in activities, but 
they did so deceptively, "handling their parents," Or just ly
ing. Those interviewees who were not first generation didn't 
have the same extent of dissonance between home and 
school. 

Another finding wa~ the difficulty the GLs had estab
lishing their identities as achievement -oriented young 
women. All of the GLs experienced dissonance because 
they were spumed and/or rejected by their non-ability group 
peers. Several of the Latinas were criticized by other Latinas 
and excluded from their groups for not speaking Spanish, 

for dressing differently, for being members of a gifted pro
gram in middle school, for not attending their neighborhood 
schools, and so forth. 

CONCWSIONS 
Considering the life stories of all of the gifted Latinas, 

several factors can be identified that contributed to their suc
cesses. Definite factors were identified that were common 
to most of the alumni supporting the middle class reference 
group theory oflow status students expounded by So (1987). 
So identified the Latino middle-class reference group hy
pothesis, in which he contended that the best scenario for 
the high-achieving disadvantaged student is to identify/adopt 
the values of his Or her own middle-class ethnic group. 
Because of the socioeconomic heterogeneity of the current 
GL students in the current study, however, some did not 
completely fit So's theories. Several of the GLs did have 
many of the characteristics that were identified in So's study 
as well as in Marhoun's (1990) and Cordeiro's (1993) stud
ies. Additional factors identified and explored in this study 
included the Latinas' being noticed and recognized as be
ing academically superior, although not necessarily spot
lighted, which appeared to be important for success for all 
the GLs interviewed. This recognition appeared to be es
sential in order for them to be motivated to pursue academic 
excellence. 

The findings of this study substantiate previous studies 
that show high-achieving Latinas need to he separated from 
their low achieving peers and identify with a high-achiev
ing peer group in order to sustain achievement levels, at 
least by middle school. The ethnographic interviews and 
analyses revealed the" lifeworlds" of the GLs, showing that 
they usually acquire a strong sense of self-identity by fifth 
grade through accommodation and/or resistance to the con
flicting messages they encounter. TItis sustains them in both 
their academic struggles and in the affective dissonance they 
experience when the home culture and the mainstream 
culture's values system clash in middle school and beyond. 
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(from HIATI. page 9) 
tarian governments. Specific countries might be selected 
for students to study to detemune how the type of govem
ment influences various careers, the press, and the opportu
nities of the population. In the area of science, students 
might study different ecosystems. How do climate and 
rainfall affect, for example, living conditions, kinds of em
ployment, governmental policies toward water usage? As 
students begin to study both their own and other cultures, 
they gain a much deeper respect and appreciation for their 
own heritage as well as a bener understanding of the heri
tage of others. 

But adapting services is only one part of the process of 
assuring that all qualified students feel welcome in a pro
gram. Parents and families must have a place in the pro
cess. Educators are well aware that some parents from other 
countries feel overwhelmed when confronting school au
thorities, particularly when their command of English is not 
high. If parents don't understand what services are avail
able or don't feel comfortable asking for assistance, we are 
eliminating a most important component ofthe assessment 
process. The Texas Education Agency and Region One 
Education Service Center have developed a videotape in 
Spanish that explains College Board Advanced Placement 
programs to parents. Another video, on assessing young 
gifted students, currently is being developed and will be 
released latedn 1999. These videos, presented in telenovela 
format, are an example of creating materials that target spe
cific audiences both in language and format. Training manu
als that accompany the videos are presented in a fashion 
that makes it possible for other parents, rather than district 
educators, to lead the session. 

Identifying students who are speakers of other languages 
for advanced level services is a noble goal. But it is only 
part of our obligation. The more difficult part will be mak-

ing parents and students feel as if these services were de
signed with them in mind. It is, however, critical that we 
accept this challenge. In the next several months, the Divi
sion for Advanced Academic Services is expanding its web
site to include a GTlBilinguai webpage. When it is com
pleted, we hope to provide information about resources and 
campuses that might assist others in enhancing their ser
vices to meet the needs of all students who receive services 
for gifted students. Look for it at www.tea.state.tx.usigted. 
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(from KAPLAN, page 21) 
uted to the onset and closure of this event. The traditional 
prerequisite understandings of what the Industrial Revolu
tion is and when/where it took place are ignored initially. 
The students are introduces to the concepts of "trends" and 
"over time" and the introduction or groundwork for the as
similation of the basic facts. Teaching backwards does not 
omit the need for fundamental leaming; it establishes the 
need for the basic facts. How could the students understand 
trends that contributed the Industrial Revolution without the 
facts? The traditional progression from simple to complex 
and the concern that gifted students eam the right to partici
pate in more in-depth and complex learning only after they 
learn the basics might ensure that these students never get 
that high-end curriculum. 

The emphasis on the identification oflinguistic and cul
turally diverse students for gifted programs has led to suc
cessful changes in the demographics of gifted programs. 
Now the emphasis must be on changing the marmer in which 
these students are taught. 

Dr. Sandra Kaplan, Clinical Professor, University of South
ern California, is President, NationalAssociationfor Gifted 
Children, past president of the California Association for 
the Gifted, former elementary teacher and coordinator of 
gifted programs. Dr. Kaplan also works as consultant to 
school districts and the Texas Education Agency on special 
projects. She is currently working with the Los Angeles 
Unified School District (Roosl!Velt Cluster) providing ad
vanced content for ESL gifted students, and on a lavits
funded grant in fourteen school districts within California 
providing advanced differentiated content in elementary and 
middle school social studies. 
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What the Research Says About 
Hispanic Gifted and Talented Students 

The under-repre~entation of Hispanic youth in gifted 
and talented programs has spurred much of the re

search in this area. Scholarn have primarily examined stu
dents characteristics, identification procedures, program
ming, teacher training, and other factors that influence stu
dent Success. For this review, articles published in Gifted 
Child Quarterly, Journal for the Education of the Gifted, 
Roeper Review. and Gifted and liliented International dur
ing the past ten years Were examined. To be included, at 
least 5% of the sample needed to be Hispanic. However, the 
sample across the articles is quite diverse. It includesAmeri
cans of Mexican, Puerto Rican, and Cuban descent, eco
nomically disadvantaged, Limited English Proficient (LEP), 
special education, migrant, and bilingual young children, 
youth, and adults from across the United States. The practi
tioner will therefore want to pay special attention to the quali
ties of the sample, generalizing the results only to groups of 
children in their schools with similar characteristics_ This 
overview will examine the common themes, issues, and re
sults across all of the articles. 

Diverse gifted students appear to share traits that are 
common to all gifted students, such as "interest in learn
ing," "problem solving," and "learns quickly" (Fernandez, 
Gay, Lucky, & Gavilan, 1998; Frasier, 1991; Scott, Deuel, 
Jean-Francois, & Urbano, 1996). However, they may ex
hibit them differently in various situations. Fernandez et al. 
(1998) found that teachers viewed musical, artistic, and ki
nesthetic characteristics as important to the Hispanic group, 
but not to the general gifted and talented population. They 
concluded that teachers may react to stereotypes regarding 
Hispanic children and tend to perceive language abilities as 
important characteristics of giftedness in general. 

Identification procedures should emphasize a broader 
conception of giftedness with the use of multiple criteria 
and nontraditional approaches that consider the culture 
(Borland & Wright, 1994; Coleman & Gallagher, 1995; 
Frasier, 1991; Johnsen & Ryser, 1994; Passow & Frasier, 
1994; Reyes, Fletcher, & Paez, 1996). Some of the recom
mended qualitative assessments include curriculum-based 
enrichment activities, classroom observations, portfolios, 
teacher nominations, dynamic assessment, interviews, self
identification, and community inventories. Traditional mea
sures that appear to be used and/or successful in identifying 
and placing more Hispanic youngsters in gifted programs 
include the SAGES-P Reasoning subtest (Johnsen & Ryser, 
1994). short forms of the WISC-R (Ortiz & Gonzalez, 1989), 

Susan Johnsen 

the Matrix Analogies Test (Reyes, Fletcher, & Paez, 1996), 
the TOlTance Test of Creative Thinking (Reyes, Fletcher, & 
Paez, 1996; Johnsen & Ryser, 1994); and the Raven Ad
vanced Progressive Matrices (Mills & Tlssot, 1995). How
ever, some researchers found that the factor structute of tra
ditional instruments may vary with different groups (Masten, 
Morse, & Wenglar, 1995) and may not predict school per
formance (Mills & Tissot, 1995). Therefore, practitioners 
need to be cautious in using traditional instruments without 
a careful examination of samples and validity studies in
cluded in the technical manuals. The literature does provide 
some new instruments that might be helpful in identifying 
Hispanic youngsters, particularly those with talent in dance 
and music (Baum, Owen, & Oreck, 1996). Researchers also 
provide useful guidelines for improving policies and/or the 
identification of talent among minority and disadvantaged 
student. (Borland & Wright, 1994; Coleman & Gallagher, 
1995; Frasier, 1991; Passow & Frasier, 1994). 

Only seven of the studies described the effects or types 
of programs for gifted and talented students. Johnsen and 
Ryser (1994) included simulations and creative problem 
solving in a summer enrichment program for fout to seven
year-old gifted children. The New Challenge Program pro
vided thematic, student-centered activities that focused on 
depth and opportunity for specialization and career explo
ration (Goertz, Phemister, & Bernal, 1996). This program 
was especially exciting because it involved practicing pro
fessionals in the community. The Skills Reinforcement 
Project emphasized leaming skills and found that students 
made gains in mathematics achievement (Lynch & Mills, 
1990). Other studies reported that minority students who 
were identified for gifted programs scored significantly 
higher On achievement measures (Cornell, Delcourt, 
Goldberg, & Bland, 1995; pursued more higher education 
opportunities (Smith, leRose, & Clasen, 1991); and com
pleted college more frequently (Griftln, 1992). Kitano and 
Espinosa (1995) offer some useful guidelines in working 
with gifted English language learners. 

Using qualitative procedures, some researchers were 
able to identify factors that appear to influence academic 
Success or underachievement. Along with personal or inter
nal factors, pl;mary external influences included the family, 
the school, and the community. Hebert (1996) described 
the importance of a strong self-concept, religious beliefs, a 
positive outlook on life, extracurricular programs, strong 
familial support, and extrafamilial SUppOlt from school staff. 
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Significant factors that led to success included perseverance 
Kitano, 1998; Thorne, 1995), support of faculty in higher 
education (Olszewski- Kubilius & Laubscher, 1996), pel'
sonal unconcern (Thorne, 1995) and attitudes toward 
achievement (Ogbu, 1994), Diaz (1998) as well as other 
researchers found that early appropriate academic experi
ences was the most significant factor in Hispanic students: 
future succeSS, 

Throughout the articles, researchers emphasized the im
portance of teacher training in the identification, program
ming, and support of Hispanic gifted and talented youngsters 
for example, multicultural education (Ford, Grantham, Har
ris Ill, 1996) and bilingual education (Kolesinski & Leroux, 
1992), This training also needs to address the variation in the 
population through programming options aligued with diverse 
identification procedures, "The primary concern of any pro
gram must be the careful selection of teachers and the dili
gent constmction of classes that have real meaning for the 
student" (Goertz, Phemister, & Bernal, p, 300), 

Baum, S, M., Owen, S. V., & Oreck, B. A. (1996). 
Talent beyond words: Identification of potential talent 
in dance and music in elementary students. Gifted Child 
Quarterly, 40(2), 93-101. Fifteen third-grade classrooms 
from two New York City elementary schools with a sub
stantial percentage of disadvantaged, bilingual, and special 
education students comprised the sample in this article, The 
ethnic composition was approximately 40% Black, 37% His
panic, 21 % white and 2% Asian, A Talent Identification In
strument (TIl) was developed to identify children talented 
in music and dance. Multiple judges rated students through
out a multisession audition. Strong agreement was found 
among raters. Validity procedures included a factor analy
sis and observations of future performance. This performance 
instmment may be useful in discovering hidden potential in 
the artistic domains. 

Borland, J. R., & Wright, L. (1994). Identifying 
young, potentially gifted, economically disadvantaged 
students. Gifted Child Quarterly, 38(4), 164-171. This ar
ticle describes project Synergy, a procedure for identifying 
economically disadvantaged, potentially gifted kindergar
ten students in urban schools. The approach emphasized 
the development of site-appropriate methods such as 
multicultural curriculum"based enrichment activities, class
room observations, portfolio assessment, teacher nomina
tions, dynamic assessment, a literature-based activity, a child 
interview, and the concept of best performance. It de-em
phasized the use of standardized tests. 

Coleman, M. R., & Gallagher, J. J. (1995). State iden. 
tification policies: Gifted students from special popula
tions. Roeper Review, 17(4),268-275. The authors report 
the results of two studies of state policies related to the iden
titlcation of gifted students from special popUlations. The 
majority of states have addressed the identification of gifted 
students from special populations through the development 

of wrinen pOlicies. Underrepresentation may be the result 
of a gap between the intent of state policies and local dis
tricts, interpretations, districts' concern about the increase 
in numbers of students included in the gifted program, and 
a lack of resources, and tenuous relationships with cultur
ally diverse populations. A closer examination of three states, 
including Texas, revealed that state mandates, economic sup
port, flexible policies, and broader educational context, i.e., 
association with school reform, support gifted students from 
special populations. 

Cornell, D. G., Delcourt, M, A. B., Goldberg, M. D., 
& Bland, L. C. (1995). Achievement and self·concept of 
minority students In elementary school gifted programs. 
Journalfor the Education of the Gifted, 18(2),189-209. 
This study reports on the standardized achievement scores 
and self-concept levels of African"American, Hispanic, and 
white elementary school students placed in gifted or regular 
school programs. The sample consisted of 946 second and 
third grade students (595 white, 299 African-American, 52 
Hispanic). Results indicated that minority students who were 
identified for gifted programs scored significantly higher 
on achievement meaSureS than minority students placed in 
regular classrooms. There were no differences in academic 
or social self-concept, although the author questions that 
the use of this construct with white students may not apply 
to minority students. 

Dlaz, E. I. (1998). Perceived factors Influencing the 
academic underachievement of talented students of 
Puerto Rican descent. Gifted Child Quarterly, 42(2), 105-
122. This qualitative investigation explored the self and 
environmental perceptions of six talented students oiPuelto 
Rican descent who were underacbieving in an urban high 
school in the northeastern section of the United States. Four 
factors were identified as influencing underachievement: 
family (strained relationships, unhappy home, inappropri
ate parental expectations, minimal academic guidance, in
consistency), school (inappropriate early curricula experi
ences, non-inspiring teachers, unrewarding cuniculum, ques
tionable counseling), community (hostile environment, 
gangs, prejudice, few constructive entertainment options), 
and personal (insufficient perseverance, low self efficacy, 
inappropriate coping strategies). The absence of early ap
propriate academic experiences appeared to be a major fac
tor in the students: future success, 

Fernandez, A. T" Gay, L. R., Lucky, L F., Gavllan, 
M, R. (1998). Teacher perceptions of gifted Hispanic lim
ited English proficient students. Journal for the Educa
tion of the Gifted, 21(3),335-351. This study examined the 
relationship between teachers, ethnicities and the way they 
rated characteristics for gifted Hispanic LEP students and 
any gifted student. There were 373 teachers from Dade 
County Public Schools, Dade County, Florida who partici
pated. Of tills sample of teachers, 162 were Hispanic, 137 
were white, and 74 were African American. Using the Sur-
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vey on Characteristics of Gifted and Talented Hispanic Stu
dents (Marquez et ai., 1992) and an adapted form that re
moved all of the characteristics that related specifically to 
Hispanic soodents, the researcher found similarities and dif
ferences in teacher perceptions, Teachers perceived the char
acteristics "is curious" as important across both groups; how
ever, teachers rated "has a large vocabulary" and expresses 
himselflherself well orally" differently for the two groups, 
While teachers do not view artistic, musical, and kinesthetic 
abilities as important characteristics of giftedness, they view 
these as more favorably for gifted Hispanic LEP students. 
Stereotypic impressions may influence ratings of students. 
Some variation was found in ratings by African American 
and Hispanics who viewed "likes to study" and "does well 
in school" as more important characteristics of giftedness 
than whites. The authors conclude that teachers tend to per
ceive language abilities as important characteristics of gift
edness, which may have negative implications for gifted 
Hispanic LEP sOOdents. 

Frasier, M. M. (1991). Disadvantaged and cultur
ally diverse gifted students. Journalfor the Education of 
the Gifted, 14(3),234-245. This article discusses what is 
known and unknown about the identification of disadvan
taged and culturally diverse groups of gifted students. She 
states that accurate assessment requires data from multiple 
sources and nontraditional measures. Gifted student. from 
diverse groups share traits common to all gifted students 
but may exhibit them differently. Frasier then shares her 
Talent Assessment Profile system that provides a way to 
collect, display, and interpret data from test and non-test 
sources. 

Ford, D. Yo, Grantham, t. C., Harris 111, J. J. (1996). 
Multicultural gifted education: A wake up call to the 
profession. Roeper Review, 19(2),72.79. The authors en
courage professionals in gifted education to give attention 
to multiculooral education. They recommend that teachers 
be trained to be more culturally aware and competent; that 
they be aware of their own biases, assumptions, and stereo
types; that they understand the world view from different 
cultures; that they try to create awareness and understand
ing among all students; and that they deliver more effective 
education to minority students. 

Goert~, M. J., Phernlster, L., & Bernal, E. M. (19%). 
The new challenge: An ethnically Integrated enrichment 
program for gifted students. Roeper Review, 18(4),298-
300. This article provided information about the New Chal
lenge Program, a Saturday morning enrichment program 
for gifted children at the University of Texas-Pan Ameri
Can. Of the students who attend the program, 55% are His
panic and 50% are economically disadvantaged. Each class 
is thematic, student -centered, provides depth and opportu
nity for specialization and career exploration. Many of the 
instructors are practicing professionals in the community. 
Students indicated that they liked the teachers, the challenge, 

the interest-based courses, and being with other gifted stu
dents. 

Grimn, J. B. (1992). Catching the dream for gifted 
children of color. Gifted Child Quarterly, 36(3), l26-130. 
This reprinted speech summarizes the work of A Better 
Chance, Inc. (ABC), a national academic talent search 
agency. This network of volunteers "scout minority com
munities throughout the country on a perpetual mission to 
find overlooked gifted children" (p. 126). They find chil
dren as they are about to enter high school and place them 
in public high schools in 23 affluent communities. Six to 12 
youngsters live in an ABC house that is funded by the local 
community. Critical variables for identification and place
ment include a performance indicator, an admissions as
sessment, a candidate self-assessment, a math/science as
sessment, a language a~sessment, the SSAT Verbal Score, 
Quantitative Score, and Total Score. ABC graduates reported 
that 96% had completed or were in progress of completing 
a Bachelor's degree; 38% a Master's degree; and 7% a 
Doctor's degree. 

Hebert, T. P. (1996). PortraIts of resilience: The ur
ban life experience of gifted Latino young men. Roeper 
Review, 19(2), 82- 91. The focus of this article is the life 
experiences of three gifted Latino young men who were 
students at south Central High School in a large city in the 
Northeast. Resilience seemed strongly connected to a strong 
belief in self, religious beliefs, and a positive outlook on 
life. All three of the young men had strong family support 
and extrafamilial support from a coach and a guidance coun
selor. All three also were involved in extra"curricular prO
grams during the academic year and special summer en
richmentopportunities on college campuses. Finally, all three 
had personal goals in their lives, to graduate from college 
and pursue a professional career. 

Johnsen, S., & Ryser, G. (1994). Identification of 
young gifted children from lower income families. Gifted 
and Talented International, 9(2), 62-68. This soody exam
ined the relationship among measures used in the identifi
cation for a summer program of 50 gifted and talented four 
to seven"year-old children from lower income families. Ap
proximately 38% were Hispanic. Identification procedures 
included parent nomination, teacher nomination, products, 
the Torrance Test of Creative Thinking, and the Screening 
Assessment for Gifted Elementary Students, Primary Ver
sion. The three best predictors of future achievement were 
the SAGES-P Reasoning, the parent checklist, and the 
teacher checklist. However, three years later, all of the stu
dents' scores on the ITBS dropped significantly with the 
identified children's scores decreasing at twice the rate as 
those who were not identified as gifted. 

Kitano, M. (1998). Gifted Latina women. Journal 
for the Education of the Gifted, 21(2), 131-159. The re
searcher examined the personal characteristics that Latina 
women displayed during their school years to indicate high 

28 TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED • TEMPO • SPRING 1999 



-------------- HISPANIC ISSUES IN GIFTW EDUCATION 

potential, factors that contributed to these gifted women's 
adult achievements, and strategies used in attaining achieve
ment. Interviews were conducted with 15 gifted Latinas who 
were drawn from a larger national retrospective smdy of 60 
prominent women, The author found that more than half 
received average grades during the K-12 years or inconsis
tently displayed their academic potential. The schools for
mally recognized few. In spite of the lack of support en
countered in school, the women had a strong determination 
to succeed. More than half cited discrimination as the major 
barrier to achievement during the adult years. The findings 
also revealed wide variations in patterns within the small 
group. She recommends that Latina smdents would benefit 
from early recognition and nurturing of abilities, the com
munication of high expectations for achievement, and con
tinuous advising. 

Kitano, M. K., & Espinosa, R. (1995). Language di
versity and giftedness: Working with gifted English Ian. 
guage learners. Journal for the Education of the Gifted, 
18(3), 234-254. This article summarizes research on lan
guage diversity and giftedness, recommending these new 
strategies for identification: a developmental program that 
"evokes" a gifted student's potential; a broader 
conceptualization of intelligence; alternative constructs of 
giftedness; and assessment models developed for specific 
populations. In addition, English language learners tend to 
profit from primary language instruction during the early 
grades followed by a two-way bilingual program for upper 
level elementary gifted smdents. Recommended instructional 
strategies include smdent-centered approaches, emphasis on 
language development, valuing of smdents, languages in 
strong content courses, and collaborative learning. Farnily 
and community involvement must recognize cultural 
strengths and respect family resources. 

Kolesinski, M. T., & Leroux, J. A. (1992). The bilin
gual education experience, French-English, Spanish-En
glish: From a perspective of gifted students. Roeper Re
view, 14(4),221-224. This article compares how French
English gifted smdents and Spanish-English gifted students 
are selected and educated in Ontario, Canada and southern 
Texas. The primary difference is that the goal for French
English gifted ~mdents is developing French proficiency at 
the expense of relevant programming, while for the Span· 
ish-English gifted student, the goal is to develop English 
proficiency at the expense of the native language. Teachers 
need to be recruited who are fluent in two languages, are 
trained to use flexible teaching alternatives, and use differ
entiated curriculum within the framework of a respected 
culture. 

Lynch, S., & Mills, C. J. (1990). The skills reinforce
ment project (SRP): An academic program for high po
tential minority youth. Journal for the Education of the 
Gifted, 13(4),364-379. This smdy focused on providing a 
Skills Reinforcement Project (SRP) for 45 sixth grade sm-

dents from Pasadena Unified School district who had scored 
in the 80·96th percentiles on the California Achievement 
Test. The smdents resembled the overall ethnic and socio
economic composition of the school district (41 % black, 
26% Hispanic, and 33% other). The SRP had three phases 
of academic instruction, classes on Sarurdays and a two
week slurunerresidential component. The SRP Group made 
significantly greater gains in mathematics but not in read
ing. The SRP group was able to qualify for screening into 
the Pasadena Public Schools, program for the gifted with
out affirmative action. 

Masteu, W. G., Morse, D. T., & Wenglar, K. E. (1995). 
Factor structure of the WlSC·R for Mexican-American 
students referred for intellectually gifted assessment. 
Roeper Review, 18(2), 130- 132. The authors assessed the 
factor strucmre of the WISC-R with Mexican American sm
dents referred for assessment into the gifted program. The 
smdents included 68 Mexican -American students. The au
thors, factor strucmre differed from previous research by 
Kaufman. They suggest that different interpretations of 
WISC-R scores may be needed with various samples. 

MIlls, C. J., & Tissot, S. L. (1995). Identifying aca
demic potential In students from underrepresented popu
lations: Is using the Raven Progressive Matrices a good 
idea? Gifted Child Quarterly, 39(4),209-217. Participants 
in the study included all smdents enrolled in ninth-grade 
English classes in a large urban bigh school in New York 
State. The sample was composed of 347 smdents and in
cluded 154 Hispanic (45%) smdents. The smdents were 
administered the School and College Ability Test (SCAT) 
and the Raven Advanced Progressive Matrices (APM). The 
smdents performed well on the APM, but did not perform 
as well on the SCAT. The mathematics grades for students 
identified by the SCAT were significantly higher then those 
identified by the APM. The SCAT was more correlated with 
school grades than the APM. The authors have concerns 
about using the APM because of normative information and 
its lintited relationsbip to school performance. 

Ogbu, J. U. (1994). Understanding cultural diver
sity and learning. Joumalfor the Education of the Gifted, 
17(4), 355- 383. This article argues that core curriculum 
and multiculmral education do not adequately address the 
problem of minority groups who have not traditionally done 
well in the public school. The crucial issue in culrural diver
sity and learning is the degree of diversity between the mi
nority cultures and the American mainstream culture. In
voluntary minority smdents, those who were previously op
pressed by the mainstream culmre, may resist academic 
succeSS because of their fear of "acting white" rather than 
"acting Chicano," and so on. The author recommends that 
smdents be taught attimdes and behaviors that lead to aca
demic success apart from attimdes and behaviors that lead 
to a loss of ethnic identity. Their families need to value aca
demic success as much as achievement in sports and enter-

SPRING 1999· TEMPO • TEXAS ASSOCIATION FOR THE GIFTED AND TALENTED 29 



-------------- HISPANI( ISSUES IN GIFTED EDU(ATION 

tainment and encourage their children to accept responsi
bility for their own leaming. 

Olszewski-Kubilius, Po, & Laubscher, L. (1996)_ The 
impact of a college-counseling program on economically 
disadvantaged gifted students and their subsequent col
lege adjustment. Roeper Review, 18(3), 202-208. This 
study explored the college adjustment of a group of eco
nomically disadvantaged minority students who participated 
in a college and career-counseling program. Most of the 
students were black or Hispanic (61 %). Tbe researchers 
found that in the pre-college phase, economically advantaged 
and disadvantaged gifted students differ only slightly in their 
aspirations, dreams, expectations and perceptions about col
lege. However, once at college, the economically advantaged 
and disadvantaged groups become more polarized with re
spect to the perceptions and views they hold about college 
and each other, The economically disadvantaged were more 
likely to have been employed during their freshman year, 
perceived a declining level of support from teachers, and 
had a lonely feeling on campus. 

Ortiz, V. Z., & Gonzalez, A, (1989). Validation of a 
short form of the WISC·R test with accelerated and 
gifted Hispanic students, Gifted Child Quarterly, 33(4), 
152-155, Subjects for this study were 96 students who were 
participating in an academic enrichment program developed 
and sponsored by Migrant Education in Fresno County. The 
WISC-R was used in this study. Results indicate that the 
Similarities-Vocabulary and the Picture Arrangement-Block 
Design dyads are potentially useful tools for screening His
panic students. However, the authors caution school per
sonnel to use multiple criteria in selecting Hispanic students 
for gifted classes. 

Passow,A. H., & Frasier, M. M. (1994). Toward im
proving identification of talent potential among minor
Ity and disadvantaged students. Roeper Review, 18(3), 
198-202, This article offers these ideas to guide the identi
fication of populations that are under-identified and 
underserved, including Hispanics: (a) no single "theory of 
giftedness" exists; (b) nurturing "schoolhouse giftedness" 
is an integral part of any gifted program; (c) gifted behav
iors appear in many different fonns; (d) talents are cultur
ally imbedded; (e) talents of minority children are not of a 
different order nor of a lower standard; (f) identification and 
cultivation of talent is integrated; (g) the sociocultural con
text must be taken into account; (h) it is necessary to under
stand the interaction of culture with environment; (i) re
sources and segregation have an impact; U) it is best to err 
on the side of overinclusion; (k) schools need to focus on 
talent identification and development; (I) One should exam
ine talent within minority groups; and (m) the model should 
be applicable to all students. 

Reyes, E., Fletcher, R., & Paez, D. (1996). Develop
ing local multidimensional screening procedures for 
Identifying giftedness among Mexican American border 

population, Roeper Review, 18(3),208-211, This article 
reports the results of screening procedures at two rural el
ementary schools located on the New Mexico-Texas-Mexico 
border, The ethnic composition of this school is 97% His
panic, 2% white, non-Hispanic, and less than .5% African 
American. The identification process included a training of 
local personnel that is designed for the particular commu
nity, a multidimensional screening that included student 
portfolios, the Torrance Test of Creative Thinking, the Ma
trix Analogies Test, student self- identification, and teacher, 
parent, and community inventories. 

Scott, M. S" Deuel, L. S" Jean-Francois, B, & 
Urbano, R. C. (1996). Identifying cognltlvely gifted eth
nic minority children. Gifted Child Qual1erly, 40(3), 147-
153. A survey was sent to white, Hispanic and black par
ents of children in the gifted and talented program of a large 
urban school district. The results indicated that there were 
few differences among the three parent groups in the at
tributes that they believed were current descriptors of their 
gifted child. Common descriptors included "seeks informa
tion," '\leams qu.icldy/' "school perfonnance~" "reading," 
"perfonns above peers~" "general memory," "interest in 
leaming," "problem solving," "communication skills," and 
"is aware of environment." However, more white families 
requested an evaluation of their child for possible place
ment in the gifted and talented program. The authors COn
clude that less referral among minority groups may result in 
fewer students in the gifted program. 

Smith, J., LeRose, B., & Clasen, R. E. (1991). 
U nderrepresentation of minority students in gifted pro
grams: Yes! It matters! Gifted Child Quarterly, 35(2), 81-
83. This article describes the Lighthouse Project in Racine 
Unified School District. The top-scoring 9% of each major 
ethnic group were identified before kindergarten as gifted 
and randomly assigned to either a gifted treatment or regu
lar progrmn. Twelve years later, not one of the 24 minority 
students who were included in the gifted program dropped 
out. Of the 67 equally able minOlity students who were not 
included in the Lighthouse Project 30 (45%) dropped out. 
Approximately 75% of the Milwaukee Program for the 
Academically Talented (PAT) Caucasians and PAT minori
ties planned to go to college. The authors conclude that had 
more minorities been admitted, more would have gradu
ated and planned for higher education. 

Thorne, Y. M. (1995), Achievement motivation In 
high achieving Latina women. Roeper Review, 18(1),44-
49. Sixty-three Latina women (43 doctoral graduates, 20 
completers of doctoral courses) were selected for this in
vestigation, which examined achievement motivation. These 
women were found to be intrinsically and extrinsically mo
tivated with various internal and extemal psychosocial fac
tors. Intrinsic motives of mastery, work competitiveness, and 
personal unconcern were associated with successful achieve
ment. The extrinsic motive of generativity was related to 
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achievements in Latino and professional communities. The 
Latina women in this sample were less sex-role traditional 
in their attitudes across achievement settings. On the other 
hand, they demonstrated greater sex-role traditional behav
iors in their homes. Professionals need to recognize the im
pOltance of family and institutional supports in meeting the 
goals of these women. 

Susan lohhnsen is Associate Dean of Scholarship and Pro
fessional Development at Baylor University. Editor of Gifted 
Child Today, she was the principal investigator of Project 
Mustard Seed. She is author of four tests that are used in 
identifying gified students: Test of Nonverbal Intelligence 
(TONI-2), Screening Assessment for Gifted Students 
(SAGES), Screening Assessmentfor Gified Students-Pri
mary Version (SAGES-P). and Test of Mathematical Abili
ties for Gified Students. She is a past President of the Texas 
Association for the Gified and Talented. 

(from ELAM. page 2) 

We stand for children who live to learn ... 
and who learn to live in an ambiguous world. 

We stand for children ... 
who see questions in solutions and solutions in questions, 
who strive for pelfection and struggle with existentialism. 
who demand supreme standards of performance for themselves 

and others, 
and who are dismayed when others do not share 

the same standards of performance. 

We stand for children. _ . 
who forge ahead then dawdle, 
who are one tracked then side tracked, 
who concentrate for hours on their project 

then overlook their permission form, 
who see the world in rainbows of color 

and judge themselves in black and white, 
who have high expectations for every endeavor 

and low tolerance for medioclity, 
who delight in puzzles and paradoxes 

and are puzzles of paradoxes themselves. 

We stand for children .. _ 
who envision a world devoid of poverty and war. 
who cry with the suffering and laugh with the jubilant, 
who emote empathy and exude compassion, 
who fight injustice and uphold truth, 
who care keenly with heart and soul, 
who dedicate themselves to contributing to the world, 
who work diligently to cross boundaries of thought 

and of action. 

We stand for children who long to make a difference ... 
and who are shunned as different, 

who are misunderstood by the public, 
who are taunted by their peers. 
who are deflated by their parents, 
who are regulated by their schools, 
who are belittled by adults, 
and who are their own worst critics. 

We stand for children 
who want to be wanted and who love to be loved. 

We stand for children 
who are fueled by a smile of encouragement 

and confused by mixed messages. 

We stand for children 
who are compelled to be themselves .. _ 

individuals in a confonnist society, 
intellectuals in an anti-intellectual world. 

We stand for children 
of whom society demands performance 

and from whom society deprives equity 
to ensure equality. 

We stand for these children who are our future. 
who are the core of our being, 

and who kindle our imagination, 
who are our challenge for today, 

and who are our opportunity for tomorrow. 

Our mission is to enable them to fulfill their potential . .. and 
ours_ Develop the gifts, enrich the future. 

Have you ever gazed atournight sky and marveled at the count
less stars shining above'? The stars evoke a sense of wonder and 
hope. I see the gifted children as the stars in our sky. There are 
brilliant stars and fading stars, lucky stars and falling stars, riSing 
stars and dying stars, stars we wish upon, and stars about whom 
we weave legends. They may look the same to an untrained eye 
but we have learned that each is unique. Even when we do not see 
them because our own star, our sun, beams above, the stars are 
there. No matter the time or the season, the stars shine bright ... 
allover Texas. They beckon us to our cause. They inspire us to 
work together toward the greater achievement. They guide us on 
our mlSSlOn. 

As we face the millennium and our future, we focus on our 
mission and we focus on our reason for being- the gifted and 
talented children. To the educators, to the legislators, to the par
ents, and to the public, we will promote awareness of the unique 
social, emotional, and intellectual needs of the gifted and talented 
students, and we will impact the development of appropriate edu
cational services to meet the needs of these children. 

Let's reach ... for the stars. 
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-------------- HISPANIC ISSUES IN GIFTED EDUCATION 

~ ANSWERS TO YOUR QUESTIONS 

Donna Corley 

In a program for bilingual gifted children, should the 
focus be to develop student ability in both languages 
equally or mainly to increase English proficiency? 

The focus on one language Or more than one language in 
programs for bilingual gifted children will depend on the 
philosophy of the local school district.; If the district 
philosophy supports dual or multiple language development, 
then the focus would be on developing the student's ability 
in more than one language. If the district philosophy 
supports the English language only, then the focus would 
be on assisting the learners to achieve proficiency in the 
English language as soon as possible. 

To what degree is speed in learning a second language a 
sign of giftedness? 

The speed at which a student leams a second language is 
the important indicator when looking for evidence of 
giftedness. If a child is truly gifted in language, only a 
minimum number of repetitions will be required as they 
acquire the many patterns, rules, and words. The fact that a 
child learns a second language, in and of itself, should not 
be the only thing considered, as so many other variables 
begin to have an effect such as age and environment. 

If the Spanish language gifted program is primarily 
reading-based, what testes) can be used for identification 
ifthe currently used Raven is unsuccessful In IdentifYing 
students that do well In the program? 

There is a promising new instrument available that was 
copyrighted in 1998. The Bilingual Verbal Ability Tests 
(BVAT) provides a verbal measure for bilingual individuals 
ages five-adult that can be administered in approximately 
30 minutes. The test is available in 16 languages. 
Information regarding this instrument can be found in the 
Riversidel999 Assessment Catalog. It is very important to 
use a variety of measures when predicting possible success 
for a student in gifted programming. Teacher feedback, 
srudent interviews and portfolioS can be very helpful. 

If the state institutes assessments for gifted programs as 
early as grade 4, in which case there are stili many 
students still In bilingual classrooms, will the assessments 
be conducted in Spauish as well as English? 

If Texas instirutes asssessments, they will be in the form of 
standards for advanced-level performances andlor products 
that will include exemplars and examples. The local school 
district will be in control of conducting assessments in any 
language that they choose that is appropriate to the area in 
which the performance andlor product relates. 

In my district, like many others in Texas, there are many 
parents who are not native speakers of English, and while 
they may be able to converse well enough to communi
cate with a teacher, they are unable to fill out the lengthy 
questionnaire that Is required to start the process of GI 
T testing. We need bilingual forms to help non-native 
speaking parents of Grr klds_ With all the talk of schools 
being ''inclusive,'' this overlooked issue needs to be ad
dressed. 

The problem in many districts seems to be that no one is 
available to translate either in print or in person and it is 
expensive to hire someone to do the translations. Another 
difficulty is that each district must, under Texas law, de
velop its own guidelines for identification and programing 
and this makes it necessary for the district to develop its 
own individual forms. Since this lack of bilingual forms is 
such an issue for some districts, perhaps it is time for the 
deveopment of a set of bilingual forms that could be used 
by any district that might need them. 

Donna J. Corley, Ph.D., coordinates gifted programs for 
Conroe Independent School District. She is also a mem
ber of the TACT Executive Board. Submit questions re
lating to gifted education directly to Donna Corley, 702 
N. Thompson, Conroe, TX 77301, Or bye-mail: 
dcorley@conroe.isd.tenet.edu 
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PRODUCT REVIEWS 
Test of Nonverbal Intelligence-Third Edition 
by Unda Brown, Rita J. Sherbenou, and Susan K. 
Johnsen. 

The Test 0/ Nonverbal Intelligence-Third Edition 
(TONI-3) is a nonn-referenced measure of intelligence, 
aptitude, abstract reasoning, and problem solving that is com
pletely free of language. The test requires no reading, writ
ing, speaking, or listening on the part of the examinee; it is 
non language based. The Texas State Plan for the Education 
of GiftedITalented Students (Texas EducationAgency, 1996) 
recommends that districts use a nonverbal measure to iden
tify students as gifted and talented who are from linguisti
cally or culturally diverse backgrounds. Unfortunately, there 
is much confusion about the nature of nonverbal measures. 
Therefore, this review will begin with a brief explanation of 
measuring intelligence nonverbally, followed by a descrip
tion of the TONI-3. 

Language is a skill that is frequently associated with 
intelligent behavior. People often take in, code, classify, store, 
and retrieve infonnation in a linguistic manner. Therefore, 
many intelligence tests have linguistic content and use lan
guage in the presentation and response fOimats. While lan
guage may be a requirement for perfonnance on many tests 
of intelligence, it is not a requirement for intelligence itself. 
There are intelligent people who do not have facility with 
some language functions. In addition, some intelligent be
haviors do not conspicuously use language or linguistic pro
cesses. However, this is only a presumption, as one can never 
be absolutely certain if SOme fonn oflanguage is being used 
by an individual to mediate, label, organize, categorize, and 
manipulate infonnation. Therefore, one cannot correctly re
fer to intelligence itself as being nonverbal. However, intel
ligence testing techniques can focus on content that appears 
to be nonverbal Or language free, such as abstract figures 
and designs, and can employ administration and response 
formats that are also nonverbal, such as pantomiming, point
ing, or manipulating objects (Brown, Sherbenou, & Johnsen, 
1997). 

When one begins examining nonverbal instruments, a 
great deal of variation is apparent in the presentation of the 
content, the method used to give directions to the examinee, 
and the response fonnats. Some nonverbal instruments re
quire an examinee to read written language, while others 
use spoken directions. Clearly some definitions are in Or
der. According to English and English (1958) nonverbal tests 
do not use words in the formulation of the test, do not re
quire them in the solution of any of the test's tasks Or prob
lems, and do not use any apparent verbal symbols. Sax (1989) 
states nonverbal tests are those that "de-emphasize the role 
of reading" (p. 23). Finally, Hammill, Pearson, and 
Wiederholt (1996) state, "In nonverbal testing the goal is to 
minimize the role oflanguage, not necessarily to eliminate 

it altogether, a task which might not even be possible" (p. 2). 
The TONI-3 uses a language-free fonnat, pantomime 

or gestural directions, and a nonverbal response fonnat
the examinee points to the correct response. This accom
modates the needs of individuals who do not read or write 
English well, due to disability or lack of exposure to the 
English language. The abstract/figural content of the test 
items ensures that each item presents a novel problem. There 
are no words, numbers, or familiar pictures Or symbols in 
the TONI-3 items. This feature in combination with the 
elimination of language reduces the cultural loading of the 
test due to instruction, training, or prior infonnation or ex
posure. The TONI-3 is individually administered to indi
viduals ranging in age from 6-0 to 89-11. 

The TONI-3 has two fonns, each with 45 items arranged 
in order of increasing difficulty and takes approximately 15 
minutes to administer. Raw scores are converted to percen
tile ranks and standard scores with a mean of 100 and a 
standard deviation of 15. Reliability coefficients range from 
.89 to .97. Exhaustive validity data are reported which docu
ment the test's relationship to other measures of intelligence, 
its relationship to measures of achievement and personality, 
its efficiency in discriminating groups effectively, and its 
factor structure. In addition, several bias studies were con
ducted to examine the degree to which the items on the test 
might be biased against subgroups based on gender and 
ethnicity. Items with bias were eliminated from the final 
version. 

The TONI-3 is a psychometrically sound nonverbal 
measure that can be very useful in the identification of stu
dents as gifted and talented. It must be individually admin
istered, a drawback for some school districts. However, the 
administration time is short, only 15 to 20 minutes. Some 
districts will want to use the TONI-3 with all students, while 
others may want to use it with subpopulations such as stu
dents with disabilities or those who are Limited English Pro
ficient. 
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THE LAST WORD 

If You Think '0 'tt XaAov \V1AOV act', 
You May Need to Think Again! 

Some things are difficult to understand. The 
title of this article, for instance, may pose 

some problems in understanding if you don'l know 
Greek. An unfamiliar language can be an almost in
surmountable bmTier to meaningful communication. 
Even with a Greek-English dictionary, translating word 
for word is difficult if you m'en't familiar with the verb 
tenses and sentence structure. 

Even when we translate Eurip-
ides' phrase, 'Ou xriJ..,ov '!'lADV m::t', 
into English- "A thing of beauty is 
a joy forever" - the meaning may 
still be unclear. Do we know what 
the author had in mind? What is the 
context of the line? And not only the 
words themselves, but a lack of 
knowledge of the cultural milieu of 
ancient Athens may also hinder our 
understanding. 

The same problems can occur in 
our own communications, especially 
those between school and home. 
Take a moment and look at the let
ters and forms that are sent to par
ents. While some are created for a 
specific event, many are used over 
and over again, and often a great deal 
of thought and planning has gone into the wording and 
language. These communications, especially the ones 
used for student identification, are carefully crafted and 
authors may covertly feel that each one is "a thing of 
beauty." But while beauty may be forever, it is a good 
idea to examine our forms and letters from time to time 
and be Sllre that the messages to the parents are not 
being unwittingly filtered in such a way that impedes 
understanding. 

The most obvious impediment to understanding is 
that of language. If the parent does not fluently speak 

Michael W. Cannon 

the language of the letter Or form, it doesn't matter how 
much thought, planning, and research go into the mes
sage. Translation of letters, program announcements, 
and parent checklists must be one of the non
negotiables in any gifted program. Imagine having to 
complete your own child's parent assessment if all the 
directions were in Greek. 

The meaning of the message may also be unclear 
if we fall into education-ese or the 
jargon of gifted education. Words 
that may be familiar to parents such 
as acceleration, enrichment, depth, 
differentiation, or complexity have 
specific meanings in gifted educa
tion, meanings that may need clarifi
cation if parents are to comprehend 
the sense intended. 

Good intentions, in addition to 
their well-known use as paving 
stones, are notoriously unreliable in 
conveying important messages. The 
intent of the message mayor may not 
achieve the desired end. U nfortu
nately, message sent does not always 
equal message received. 

Cultural differences may be 
overt, but often are subtle. For ex-
ample, some ethnic groups may find 

the gifted behavior descriptor "questions authority" to 
have such negative value in their culture that they may 
deny that it applies to their child even when il seems in 
evidence to the teacher. 

Take a detached look at your forms, checklists, and 
other messages home, and apply the communications 
cautions listed here. Improvement is often possible, 
and as you revise, rewrite, and (especially) translate, 
remember the words of Oiogenes Laerlius, MEAE'tV 'to 
nav.'" 

'" (Practice makes perfect) 
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Call for Articles 

Fall 1999 
The New Millennium -

Developing the Gifts, Enriching the 
Future 

Share your ideas for developing the talents and enriching the 
future of gifted children in Texas. Where should gifted educa
tion be going? What can we do in next millennium for able 
learners? In addition. individuals who are presenting at the 
conference are encouraged to submit articles related to their 
conference presentation. 

The deadline for submission of articles is June 1, 1999. 

Winter 2000 

Leadership 

Developing and encouraging leadership is one of the mandates 
for gifted education. Articles can address i'sue, of identifica
tion. specific programs (especially summer institutes and after 
school programs), female leader" minority concerns, as well 
as general or theoretical discussions of the topic. 

The deadline for submission of articles is September 1, 1999. 

Guidelines for Article Submissions 
Tempo welcomes manusc..-ipts from educators, parents, and other advocates of gifted education. 
Tempo Is a ju..-ied publication and manusc..-ipts are referred to members of the edlto..-ial board. 
Please keep the following in mind when submitting manuscripts: 
1. Manuscripts should be between 1000 and 2500 words on an upcoming topic (see topics above). 
2. Use APA style for references and documentation. 
3. Submit three copies of your typed, double-spaced manuscript. Use a 1 112 inch margin on all sides. 
4. Attach a100-150 word abstract of the article. 
5. Include a cover sheet with your name, address, telephone and FAX number andlor e-mail address. 

Send all submissions or requests for more infonnation to: 
Michael Cannon, TAGT Editorial Office, 5521 Martin Lane, EI Paso, TX 79903 

r--------------------------------------, 
Texas Association for the Gifted and Talented Membership Application 

Member Name(s) _____________ ----::::-______ Telephone,(H)----:: _____ (W) ______ _ 
MailingAddre!;!;;--= __ ;-;-----::::--c:-----:-=-,,--____ City ___________ ,State'___ Zip, _____ _ 
School District & Campus NarneJBu!iine~s Affiliation ESC Regiort __ _ 
Email address: ________________ _ 

PLEASB CHECK ONE: Q Teacher 0 Administrator Q Parent 0 School Board Meinber CI Other _______ _ 

Individual ........... $25 ( ) Family ........................ $25 ( ) +'Student ........ ,.,$15 ( ) -'Must include Ver!ficlltioll (camptIS, distl'iCl, grade) 

Patron .................. $IOO ( ) '" '~Institl1tional. .... , ...... $100 ( ) Lifetime ............. $400 ( ) Parent Affiliate ..... $45 ( ) 
'i<* Institutional members receive all the benefits afregular me.mbershlp, plus may send fOlll" represe.ntatlves (0 all TAGT cDllference~ at the. member rtlte, 
regardless o/in.dividual membership statu.~. 

In additiOn to your regular Membership. YOu are invited to join a TAGT Division for an additional fee, 
Choo~~ either or both: Gtr Coordinators""",,,''''''''',, ............... $lO ( ) Research & Development ............ , .. ,,,.,,,,$10 ( ) 

I Membership Service" 
I • Tempo quarterly journal- TAOT New!,;letter -Insights - Annual Directory of Scholarships & Awards I TAGT Capitol Newsletter-monthly update during 

Legislative Session I Professional d.evelopment workshops with in~ervice credit· General Manf1£ementlLeBdership Training I School Board Member 
I Training - Parent services and information· Legislative Representation & Networking - Reduced. registration fees for conferences and regional workshops 

I I Return form and dues to: TAGT, Dept. R, B, #0471, p, O. Box 149187, Au!';tin, TX 78789·0471. 
L ____________ ~ ___________________ ~ _____ ~ 
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