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Praise for Removing the Mask

“The latest edition of Removing the Mask provides a key update to an important resource in the field of gifted education. The underrepresentation of students of poverty in gifted and talented programs is a long-standing, complex problem that requires a multifaceted approach. Removing the Mask is a comprehensive volume that addresses identification, curriculum, and services while pushing the reader to evaluate the lenses through which educators view students and their behaviors. Using the tools provided in this update can help a school or district move toward equity in their gifted and talented program.”

Lynette Breedlove, Ph.D., Director, The Gatton Academy of Mathematics and Science in Kentucky

“Instead of seeing deficits, Removing the Mask uncovers the assets of gifted students living in poverty, leveling the playing field for identifying giftedness in all student populations. I find it especially refreshing that the social and emotional needs of gifted students are not overlooked, but instead are brought into gifted/talented services through the curriculum.”

Priscilla Ramirez Lurz, Gifted Education Consultant and Former District Coordinator of Gifted and Talented Programs, Northside Independent School District, San Antonio, Texas

“I am honored to recommend this book. It was the foundation of a movement by the state department in Texas to provide districts with tools to identify and retain students of poverty in gifted and advanced programs. Professionals in the field in our state are convinced that this will open doors for the underserved in our state to receive the services they deserve.”

Ann Wink, Former Director of Gifted Education for the Texas Education Agency

“Removing the Mask has resulted in a profound impact on the administrators, counselors, and teachers who have studied the book with Dr. Slocumb. Not only have our educators gained a deep insight into the effect of poverty on the educational development of children, they have also developed a deep regard for our students from poverty which had guided their decision making in providing appropriate services for gifted and advanced students, and also in making appropriate decisions about the educations of all children from poverty. Minds once touched by the truths of this book cannot return to their original state of unawareness of the needs of these students who have a right to the most appropriate education available for their full intellectual development.”

Sandra Warren, Director of Curriculum Alvin Independent School District, Alvin, Texas


“Reading Removing the Mask has changed the way I look at children from poverty. It is my professional goal to create pathways to reach and serve as many of these children as possible.”

Donna Taylor, Gifted Specialist Duvall County Public Schools, Jacksonville, Florida

“The challenge of identifying gifted students from poverty and providing the appropriate opportunities for service is ongoing. Dr. Paul Slocumb's book Removing the Mask has been an invaluable tool in helping us identify gifted students from poverty and provide service. And, the most positive use of the information in the book has been the ability to change the perspective of those who often stated, ‘We don't have any gifted students in our school.’”

Dr. Barbara Branch, Director, Gifted and Talented Education Sacramento City Unified School District, Sacramento, California and California Association for the Gifted Membership Chairperson

“While many books focus on the impact of poverty on educating our nation's youth, this is the only book that emphasizes what we can do to include poor and minority children in our schools’ most academically challenging programs. It opens eyes—and hearts—of teachers and administrators to how poverty impacts families and children and offers well researched and easily implemented remedies that promise academic success for all.”

Evelyn Hiatt, Former Senior Director Advanced Academic Services, Texas Education Agency

“Dr. Slocumb's work in Removing the Mask has inspired districts in Texas to address the issue of underrepresentation of gifted students from low socioeconomic backgrounds. Many districts in this state have used the Slocumb-Payne Teacher Perception Inventory, one of many tools included in this book, to assist teachers in the identification of gifted students. I feel strongly that the content of this book is essential to the foundational professional development of every gifted and talented teacher.”

Judy O'Neal, Advanced Academics Director, Cosenza & Associates, LLC
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Preface

Removing the Mask: Giftedness in Poverty was first published in 2000 to address the inequities in identification and program services provided for gifted children from economically disadvantaged backgrounds. The book changed the perspective of teachers and prompted academics to discuss both the definition of giftedness itself and the impact poverty has on curriculum models and pedagogy.

This book, like Ruby Payne's seminal work, A Framework for Understanding Poverty, was written to change teachers’ perspectives and to help them consider the potential of all children in their classrooms. Since Removing the Mask was first released, a large body of research has been published that supports the finding that poverty is a contributing factor to students’ behavioral characteristics and learning outcomes. Burney and Bielke state:

Focusing on overcoming the limitations of poverty may be more productive in influencing the lives of individual students. That is not to say that race, ethnicity, language, setting, beliefs, and behaviors do not impact or are not important factors when understanding high achievement in individual students but rather that poverty may have the greatest impact on achievement.1

In 2014 the U.S. Bureau of the Census indicated that poverty crossed all demographic groups and was prevalent in both rural and urban settings.2 The impact of poverty on education is undeniable. This revised edition of Removing the Mask includes new academic research that builds on the original work, making it even more relevant for today's educators.


Rita Pierson captured the essence of the message when she said “every child deserves a champion—an adult who never gives up on them, who understands the power of connection and insists that they become the best that they can possibly be.”3 The places where children are raised, their race, their culture, their religion, and their social class may define them demographically, but those factors should not limit them.

Unfortunately, Paul Slocumb has passed, but Ruby and I are proud to carry the legacy of his message forward. We believe that teachers must identify and nurture the abilities of all children, including those in poverty, and help them each reach their true potential.

Ellen Williams, Ed.D.






Introduction to the 2011 Edition

Dr. Paul Slocumb passed in late 2010, just as the 2011 edition of Removing the Mask was going to press.

Dear Reader,

When I first read Ruby Payne's book, A Framework for Understanding Poverty, I knew I had found some labels and explanations for things that I had personally and professionally experienced in my life. Having worked in the field of gifted education for many years, I also knew that many school districts have struggled to identify gifted and potentially gifted students from low socioeconomic backgrounds. Over the years I have read the literature and listened to a variety of consultants on meeting the needs of gifted students from diverse backgrounds. For every proposed answer, there seemed to be “Yes, but…,” followed by five more questions.

As Dr. Payne has conducted workshops across the United States on the subject of poverty, she has been questioned repeatedly about gifted students from poverty. She shared this information with me and suggested that we pursue it. Having worked in a school district with a diverse population, I knew the difficulties in identifying gifted students from diverse backgrounds. I too had struggled with the identification process, as well as keeping the students in the program once they were identified.

Having the opportunity to be a curriculum auditor, doing evaluations of gifted programs in a variety of school districts, and having done a dissertation on achieving and non-achieving kindergarten students by doing home visits, I also knew that equity was a key issue. School districts, under the guise of fairness, were omitting their students from poverty in the gifted program while increasing their numbers of students from poverty in other special programs.

Opportunities in the home environment were not there, and yet students were being assessed as though they were all from middle-class America. In working with Dr. Payne, I found the pieces of the puzzle coming together. This work is a first step in looking at students’ gifts and talents in a context of opportunities afforded within the home environment. Their giftedness is shaped differently and, therefore, must be examined differently. The gifted from poverty do not come to school with middle-class experiences and values; programs thus must be adjusted to accommodate the experiences and values that are fostered in the culture of poverty. This work addresses two major questions:


	How do I identify gifted students from low socioeconomic environments?

	Once the district has identified them, how do school officials design and implement programs that will meet these students’ needs and keep them in the program?



Now, 10 years later, a revised edition is being offered. I have heard from many educators who have used the book as a springboard to develop their own identification processes based on local and state guidelines. What has occurred is a paradigm shift in many people's thinking. Equity and equal are not the same. This book also resulted in me having the opportunity to chair a task force for the Texas Education Agency to look at the lack of equity statewide and to develop guidelines for districts to address this issue. Over a three-year period I worked with a group of 21 educators from across Texas to put together such a plan. All of this began when the demographics of school districts throughout the state were disaggregated by race and socioeconomics; the lack of equity had become very apparent. Though inequities still exist in Texas, great progress has been made statewide as professionals have become more deeply committed—and better equipped—to achieving equity within programs for the gifted.

In this revised edition we have added a new Chapter Nine, “Integrated Thematic Units of Instruction.” This work has evolved over a 15-year period, and the Heuristic Curriculum Model now included in this book was implemented as I worked with a group of grades 3–5 educators in West Virginia from 2007 to 2010. Working with two schools (one in Cabell County and one in Lincoln County) through a grant from the Benedum Foundation—and in partnership with the Harless Center at Marshall University—we identified students from poverty, then served them in the regular classroom using the curriculum model set forth in Chapter Nine. The identification model presented in Removing the Mask also was modified and implemented based on the schools’ and state's guidelines. The potentially gifted students were tracked for three years using pre and post measures. Though the sample was too small to be statistically valid, both students and teachers experienced growth as evidenced by standardized and qualitative measures. More importantly, all students were presented with a high-quality curriculum, allowing them the opportunity to manifest their giftedness.

Removing the Mask is for the practicing professional who is committed to finding and serving the best and the brightest from the culture of poverty.

Paul D. Slocumb, Ed.D.







Rick

Age: 10

Rick lives with his grandmother and his twin brother Mick in a suburb of a major city. The two boys have been living with their grandmother since they were 11 months old. Their father is her son. According to Grandma, “He sees the boys when he feels like it—usually once or twice a month.” The father gives no financial support. Rick's mother lives in the city. She sees Rick and his brother once or twice a year. The boys usually spend a night or two with her when she comes to get them.

Rick's grandmother works at a local hospital in the housekeeping department. She completed the ninth grade in school. She makes approximately $18,500 a year. She has worked at the hospital for 11 years. She receives food stamps and Medicaid. Both of these benefits are to end this year. She says there are too many forms to be completed to keep the food stamps and Medicaid and that she couldn't fill them out. Rick and his brother participate in the free lunch program at school.

Rick has been in the same school for more than two years. He attends an extended-day class to help him improve his grades and performance on the state competency test. The program is funded with Title I money. He started kindergarten when he was 5. He was retained in third grade.

No adult men live in the household. Rick's grandmother is the only adult female in the household. Rick has regular chores at home. He does the dishes each night. His bedtime is 9 p.m. on school nights. On weekends he is allowed to stay up until 2 or 3 a.m. watching television. It is his “payback” for the 9 p.m. bedtime during the school week. Rick has never spent the night more than 50 miles away from home.

The small house in which the three live is decorated in neutral tones. Rick and his brother have some books, but they are books for younger children. No newspapers or magazines are received in the home. His grandmother speaks in formal register. Rick is a member of the dominant ethnic and economic groups on his school campus.






Chapter One

The Paradigm

“There's nothing so unequal as the equal treatment of unequals.”

–Felix Frankfurter, U.S. Supreme Court Justice

When an identification process imposes criteria on students as though they all come to school having had the same opportunities, they are being treated equally. They are not, however, being treated equitably.

In most public school settings, students must meet an arbitrarily set minimum birth-date range to start school, and readiness to learn is not a consideration. Public school students rarely come to school equally equipped to learn, yet school systems put all similarly aged children into the same grade and begin teaching them all the same curriculum. Kindergarteners who do not know the alphabet sit side by side with those who are already reading.

Research studies have repeatedly attempted to identify factors that contribute to individual student differences in academic achievement. Abbott and Joireman concluded from their meta-analysis that, “across a variety of grades and tests, our results support the conclusion that low income explains a much larger percentage of the variance in academic achievement than ethnicity.”4

If poverty plays such a significant role in achievement, then identifying giftedness through the lens of poverty requires a uniquely inclusive perspective. Treating all students equally in the identification of gifted students all too often results in the extreme under-identification of an entire segment of the student population who come to school with experiences that vary greatly from those of children from more affluent homes. VanTassel-Baska noted that poverty “is the overarching variable that leads to underrepresentation in gifted programs, not race or ethnicity, nor gender.”5


These students from diverse economic backgrounds—“unequals,” as Justice Frankfurter might have called them—enter a system governed by an unwritten code calling for all students to be alike. At first, this practice appears to be not only fair but ideal. Treating all students equally, however, results in singular identification processes. Gifted/talented identification processes are examples that, to varying degrees, disregard the backgrounds of the students. Once identified, the students enter a singular program design that ignores the multiplicity of factors that have contributed to the differences in the students themselves. This disregard of differences creates inequity that should be recognized and addressed.
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Equity in programs designed to identify and serve potentially gifted/talented students is two-pronged. The first prong is the identification process. The second prong is in the program design, or how the identified gifted students receive services. Both the identification process and the services received are often as standardized in form and delivery as other kinds of testing and curriculum in a regular classroom. Differentiation in identification methods and the services provided is necessary to serve children from poverty so that they are academically successful and nurtured.
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To identify gifted students from poverty, educators must understand the environmental factors that contribute to any child's readiness to learn.

Generally, in the identification process, criteria exist to assess students’ abilities. The educators identify those who meet the criteria; the identified students enter the program for the gifted/talented and begin receiving services. Most of these identification processes for gifted/talented programs are highly competitive. In most school districts:


	The process is designed to select an identified number of students from the larger population using criteria that are heavily dependent on standardized test scores.

	Students who come from economically advantaged households usually score better on standardized tests because they have more access to abstract language within the home environment.

	Children from middle-income and upper middle-income households have often been exposed to more opportunities for experiential learning, such as preschool, vacations, museums, etc.



Identifying students in this manner may appear to be equal, but it is not equitable. What educators ultimately identify is not giftedness but rather opportunity.

Darling-Hammond addresses the inequity of opportunity in poverty by stating:

Enormous energy is devoted in the United States to discussions of the achievement gap. Much less attention, however, is paid to the opportunity gap—the accumulated differences in access to key educational resources—expert teachers, personalized attention, high-quality curriculum opportunities, good educational materials, and plentiful information resources—that support learning at home and at school.6


Identification measures sometimes look for indicators of giftedness in students who have not had the opportunity to develop them. Research has shown that ability and achievement tests with a strong verbal component often exclude students from poverty who may have gifts in spatial reasoning and problem-solving ability.

Kaya, Stough, and Juntune studied the limitations and outcomes of different gifted identification practices. They found that students on free or reduced lunch (the indicator they used to identify poverty) had significantly lower verbal ability scores than students who were not on free or reduced lunch. They found that identifying students by verbal ability scores limited the number of students from poverty admitted into gifted programs. Using nonverbal scores exclusively identified more students as gifted, but since the gifted services provided required strong verbal skills, the students from poverty who participated in gifted program options often struggled to be successful. The third option, identifying students from poverty as gifted using nonverbal or alternative assessments and then nurturing and developing their verbal abilities as a part of their gifted and talented services, proved to be the more viable option.7

Borland termed this kind of curriculum support for gifted students from poverty “transitional services,”8 recognizing that the strong verbal skills necessary for academic success may be lacking and should be developed through the school experience.

By not examining students’ foundational experiences, those assessing a child's giftedness may misinterpret the child's behavior or observable characteristics. It is essential to understand the students’ backgrounds and how poverty may mask or hide their true ability and potential.
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Treating individuals differently to establish equity is not new. Competitive sports events have long acknowledged the need for equity. Golfers have handicapping scores. Women golfers have “red tees” that reduce the distance between the tee and the green when compared with the men. Female basketball players use a smaller basketball than the one that male basketball players use.

Competitive performance events attempt to level the playing field to achieve equity. Students who receive private music lessons may find themselves in the symphonic band while those who do not have the private lessons are only skilled enough, by comparison, to be in the concert band. Symphonic bands compete against only other symphonic bands. The following diagram depicts this process.
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Foundational opportunities greatly affect the skills, attitudes, and motivation of the competitors. These factors, however, are not the sole elements that dictate the category in which they compete. In events in which size and gender are significant factors in the competition, competitors are placed in categories with comparable players. For example, weightlifters, boxers, and wrestlers compete with those of like gender and size. A heavyweight does not compete with a middleweight. Choirs, drama groups, and bands from high schools with small enrollments compete with one another while students in large schools also compete with one another.

Competitive events that don't account for differences in gender, physical size, or physical strength of the players are those events in which size, gender, and strength are not a factor. Skeet competition allows men and women to compete with one another because it is the power of the gun and the accuracy of the shooter that are the critical elements—not the size, gender, or physical strength of the competitor. The power of the race car or the strength of the horse is a factor so significant that it makes the person driving the car or riding the horse of lesser consequence, comparatively speaking.

Academic success is not a sport, but leveling the opportunities for students through differentiation and an understanding of how poverty limits a child's opportunities at home is as important in the gifted and talented identification process as it is in athletic events. Typically, identification processes for the gifted/talented program use standardized ability and achievement tests and one or more subjective components. Rarely do they include measures that look at the child's opportunities for developing higher order thinking and understanding abstract concepts.

Identifying the Inequities

Before the identification paradigm can shift from equality to equity, educators must identify and address the sources of the inequity. The sources of the inequity for students from poverty are rooted in the home and the resources available to the student. Having access to resources increases the probability that young children will perform better in school. The presence of these resources within the home environment is vital to any student's skills, attitudes, and motivation.

Resources9





	Financial
	Physical



	Language
	Support systems



	Emotional
	Relationships/role models



	Mental
	Knowledge of hidden rules



	Spiritual
	 




The degree to which these resources are present contributes significantly to the opportunities that students do or do not have in their formative years. Impoverished backgrounds contribute to lesser skill attainment and lower production levels. This lack of resources is clearly exhibited and most definitively judged in school settings.

Poverty has different definitions, but in this context, it is “the extent to which an individual does without resources.”10 When identifying the potentially gifted student, the level of resources a child has frequently is exhibited by indicators that keep the evaluator from seeing the true potential in a student. Children from poverty may:


	Score lower on standardized tests

	Behave differently from their peers from middle-class households

	Appear unmotivated, lacking goals and planning skills

	Lack social skills necessary to resolve conflicts

	Lack many skills that society regards as basic academic skills




These indicators may prevent a child from being identified as gifted; however, evaluators must consider whether the child has been impacted by poverty. The student may not have had the opportunity to develop the expected skills and behaviors.

In an insightful TED Talk, Rutger Bregman reframed the judgmental position of many who evaluate children in poverty, saying, “Poverty is not a lack of character. It is a lack of cash.”11 That cash provides opportunities that develop learning. Without those opportunities, the children in poverty are at a disadvantage when they are evaluated for the gifted and talented program. Educators’ failure to understand the effect of limited opportunities tends to exclude students from poverty from gifted programs. Often, identification processes for the gifted program do not look beyond the expected test results and behaviors to see the potential brilliance of the child hidden behind the mask of poverty.

Evaluating all students for a gifted program in the same manner seems unfair when it is compared to the way athletes, musicians, and businesses compete. Competitive events acknowledge the differences among the competitors where clearly agreed-upon factors can unfairly skew the competition in favor of one over another. Recognition of the same inequity must be applied to any process in which children are identified for a program intended to serve their specific needs. This modification of process, be it gifted identification or a boxing division, brings equity to the competition.

Equity does not eliminate the student who comes from an advantaged background. It does, however, allow for the student who comes from the disadvantaged background to compete for inclusion on a team that limits the number of team members.

An appropriate way to check systemically for equity is for a school district to do the following:


	Ascertain the percentage of identified gifted/talented students who are from low socioeconomic and non-low socioeconomic backgrounds.

	Compare those percentages to the overall percentages in the larger school population.



In other words, if 60% of the students on a campus come from low-income families, then approximately 55–65% of the identified gifted students should be from low-income families. The numbers represented within the identified gifted/talented population should be relatively proportionate to the larger school population. A program that identifies only students who do not qualify for free or reduced lunch lacks equity.

For educators to change this paradigm and achieve equity, they must consider the differences between the students from poverty and those from environments with more opportunities. Only then can equity in the identification process become a reality. After schools address the equity issue in identification, they must then address the issue of services. If schools continue to design services as though one size fits all, then schools will not achieve a fully equitable program for gifted/talented students.
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Maya Angelou

Maya Angelou, a renowned poet, author, director, lecturer, and university professor, grew up in segregated Stamps, Arkansas. At age 7 Maya went to live with her mother in St. Louis. While living there, her mother's boyfriend raped her. After young Maya told her family what had happened, the man was found kicked to death. Angelou stopped talking. She later wrote, “I thought my voice killed him, so I stopped speaking at that moment. I stopped for six years.”

She returned to Stamps to live with her grandmother, who patiently waited for Maya to speak. Her grandmother, a poor, semiliterate black woman who grew up in a small town in the South, was a loving support system. Young Maya learned to read and write, and her Uncle Willie taught the youngster her “times tables.” Willie's right side was paralyzed, but his left side was strong, and he stood her by the pot-bellied stove in their general store and quizzed her. Maya said, “I learned my times tables exquisitely…If awakened in the middle of the night, I could do my times tables.”

In spite of poverty and enormous psychological obstacles, the once silent Maya Angelou went on to speak multiple languages and achieved great things because of the human resources she had within the home environment. As a young child she learned to read, write, and perform mathematical calculations. Without such a support system, she may have been doomed to a very different world.


Consider: How much has history been affected because opportunities for students with great potential have not been presented?

Are some of the world's problems still unsolved because of the untapped potential of children trapped by poverty?








Chapter Two

Environmental Opportunities

When a school does not truly identify all gifted/talented students from all segments of the population, the school has compromised equity. In the name of fairness—treating all students alike—students from poverty have been unfairly omitted from programs for gifted/talented students. School systems must develop an identification process for the gifted/talented that takes this into account.

To do this, examination of the home environment must be an integral part of the identification process. Tests and other identification measures that don't consider the home environment do little more than rearrange an existing ineffective and inequitable identification process. Students from enriched backgrounds typically perform better in school than those from poverty, as measured by standardized achievement and intelligence tests. Schools must establish a process that offsets what is measured in school with what exists in the home environment.

In educated households, the children have environmental opportunities and experiences that foster and encourage skills and academic performance to a level higher than that of students who don't have such opportunities. The following diagram illustrates this inequity.

The more opportunities available, the higher the performance levels. The greater the number of opportunities in the home environment, the greater the impact these opportunities have on academic performance. Thus, performance levels are higher.
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Recall the quotation from Darling-Hammond addressing the inequity of opportunity in poverty:

Enormous energy is devoted in the United States to discussions of the achievement gap. Much less attention, however, is paid to the opportunity gap—the accumulated differences in access to key educational resources—expert teachers, personalized attention, high-quality curriculum opportunities, good educational materials, and plentiful information resources—that support learning at home and at school.12

The higher the level of education in the household, the more abstract the processes and procedures in the household. With less education, household members tend to operate at a more concrete level. The following diagram depicts this hierarchy in relation to education. The diagram is not suggesting that higher levels of education produce wealth, but rather that education protects against the negative effects of poverty on child development.
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Students from educated households, regardless of their wealth, are exposed to more abstract uses of language, more complex planning processes and procedures, schemas to organize space, precise use of words and phrases to describe objects and tasks, assignment of abstract values to time, and labeling part-to-whole relationships. Such exposure allows students to develop mental models, which serve as tools to get meaning from things they read, hear, and experience in school and in the outside world.

Low levels of education in a household produce concrete and underdeveloped opportunities to develop intellectual abilities. Students from less educated households and educated households that live in poverty for extended periods of time typically are exposed to more concrete uses of language, shorter phrases and limited word choice, concrete uses of numbers and language, simple processes, and random classification systems. Students from these environments are less likely to develop mental models for generalizing about what they read, hear, and experience. The information these students take into their brains is not as readily organized in a way that allows for learning to transfer to new situations. The result is concrete and simple processes for dealing with a complex world filled with complex information, tasks, and processes. Dickerson and Popli conducted a quantitative study of 19,000 subjects in the United Kingdom. Their findings support the thesis that poverty, especially long-term poverty, greatly influences the development of a child's cognitive function. They conclude:

Taking into account both the direct effects and the indirect effects of poverty on parental investment, the cognitive development test scores for children who are persistently in poverty throughout their early years are almost 20 percentile ranks lower at age 7 years than for children who have never experienced poverty.13

Although generational poverty has a greater impact than episodic poverty on the development of children and their thinking, Dickerson and Popli recognize the influence positive role models in the home had on the achievement of children. “It is clear that, controlling for income, parental investments do indeed impact signiﬁcantly on children's cognitive ability.”14

The most recent studies relating brain development to poverty have benefitted from the use of magnetic resonance imaging scans (MRIs). Hair, Hanson, Wolfe, and Pollak conducted a study using MRI data collected over six years from 389 participants. They concluded that the physical brain itself developed differently in children from long-term poverty than it did in students who had never experienced poverty:

With the current data, we demonstrated that children from low-income households exhibit atypical structural development in several critical areas of the brain, including total gray matter and the frontal lobe, temporal lobe, and hippocampus. This maturational lag has implications for children's scholastic success. A typical low-income child scores lower on standardized tests of achievement and 15% to 20% of that developmental difference might be attributed to the deleterious effects of limited family resources on relative brain development.15

Previous studies by Duncan, Magnuson, Kalil, and Ziol-Guest and Hanson et al. concur that poverty during the first years of life significantly impacts the development of the brain, including the frontal cortex, affecting the child's ability to think abstractly.16 Their findings support the need for early educational intervention and support to increase children's opportunities for brain development and successful learning experiences as they mature.

In poor, less educated households, the children have limited access to opportunities that have a positive impact on their skill and production levels. Students who grow up in an environment in which the adults in the household don't label and categorize as a means of organizing and giving meaning to the world cannot possibly understand a teacher who uses abstract definitions such as “a noun is a person, place, thing, or idea.” Abstract terms to label abstract language don't make sense to students who haven't had the opportunity to develop the mental models within the home environment to process such information. It becomes the school's task to develop and nurture these skills to help students from poverty perform at the same academic level as their more economically affluent peers.
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Resources in the home environment for students from poverty are frequently lacking in both quantity and quality. As a result, students don't get identified as gifted/talented since their skills aren't those that are typically measured and/or valued by schools steeped in middle-class norms.


In traditional identification processes, schools assign a greater weight to skill and performance levels demonstrated by students. In doing this, they are weighting the lack of opportunity within the home environment because the skill and performance levels for this segment of the population are usually lower. By not acknowledging the environmental differences, skill and performance levels prevail, regardless of cause and effect. It becomes a lose-lose cycle for the student.

Student from poverty: “The school considers what I don't have (skill and performance levels) more than those opportunities within the environment that have shaped my skill and performance levels.”

Student from middle class or wealth: “The school considers my environmental opportunities because they are reflected in my skill and performance levels.”

This is not an intelligence issue; it is an opportunity issue. Indeed, research shows that intelligence can increase in young children who are given sufficient opportunities. Dumaret, Duyme, and Tomkiewicz show that young children from extremely deprived circumstances who are fostered or adopted by supportive families greatly increase their IQ by adolescence.17 It was the opportunity, not the initial circumstance, that made the difference in their academic success.

Attitudes about learning are acquired first in the home environment and are not limited to families of wealth. The presence of children's books and parents reading communicates to young children the value and joy of reading. Oral-language patterns using formal English-language patterns pave the way for children to read, write, and communicate effectively in middle-class institutions. Regardless of economic level, children who are raised in safe and clean environments with warm, affectionate parents develop a personal confidence in their worth and safety in this world. Schedules and routines help children develop personal, social, and emotional boundaries. Children raised with predictable schedules and routines understand cause-and-effect relationships, and they develop the ability to predict and to understand the meaning of consequences.

In looking at poverty, it's important to understand that poverty isn't mainly about money. As stated in Chapter 1, poverty is “the extent to which an individual does without resources.”18 These resources include the following:

Financial: Having the money to purchase goods and services.

Language: Being able to speak and use formal register in writing and in speech.


Emotional: Being able to choose and control emotional responses, particularly to negative situations, without engaging in self-destructive behavior. This is an internal resource and shows itself through stamina, perseverance, and choices.

Mental: Having the mental abilities and acquired skills (reading, writing, computing) to deal with daily life.

Spiritual: Believing in divine purpose and guidance.

Physical: Having physical health and mobility.

Support systems: Having friends, family, and backup resources available to access in times of need. These are external resources.

Relationships/role models: Having frequent access to adult(s) who are appropriate, who are nurturing to the child, and who don't engage in self-destructive behaviors.

Knowledge of hidden rules: Knowing the unspoken cues and habits of a group.19

Such resources within the home environment increase significantly the opportunities and probability that the student will be successful in school. The more the home environment lacks these resources, however, the more likely the student will struggle in school. Eric Jensen has a similar definition of poverty that speaks to poverty as being more than just about money. He says, “I define poverty as a chronic and debilitating condition that results from multiple adverse synergistic risk factors and affects the mind, body, and soul.”20 The gap between those who have more of these opportunities and those who have fewer of them can cause students from poverty to feel unempowered as learners. Most young children are keenly aware of what they can and cannot do in relation to other children.

Students from middle class receive benefits not only from home environments, they also are exposed to other enriched environments. In middle-class U.S. America (where typically both parents work outside the home), quality preschool is a key factor in young children's readiness for school learning. Often relying on public assistance or working only low-wage jobs prevents parents in poverty from accessing quality daycare services, let alone expensive preschools. If they are lucky, they access Head Start and other federally funded preschool programs. In the worst-case scenarios, children are left unattended, or older siblings watch the younger ones while parents are away. Television becomes the babysitter. In situations where adults and children do not interact in two-way conversations and real-life learning experiences, language development can be severely limited.


Coming from a family with limited resources places powerful limitations on the development of young children's ability to learn. In poverty, survival is far more important than books or educational opportunities. The focus changes from nurturing the development of the mind to survival itself.

The struggle inherent in survival permeates every aspect of the life of the family in poverty. It controls not only the physical resources, but the emotional resources as well. Education can become the lifeline that can help economically poor students break the cycle of poverty, but only if their education leads to a world of increased opportunities that is not limited by preconceived attitudes about the child's background based on economic status, race, culture, etc.

The Differences

What are the major differences between the students from poverty and those from more advantaged environments? The main difference lies in the opportunities available in the students’ environments. These opportunities may or may not be tangible, but all of them in some way contribute to models that the student references for thinking, believing, and behaving.

Any family, regardless of its wealth, can suffer if it lacks some of these resources. Families in poverty may experience the lack of multiple resources. The fewer resources a family has, the more difficult it is for the family to survive and for a child to develop and learn.






	Resources
	Result of sufficient resources
	Result of insufficient resources



	Financial
	Healthcare; books; toys; computers; vacations; transportation; food; shelter
	Lack of prenatal care; poor nutrition; lack of physical space for adequate motor development; lack of experiences through toys and play for children; unemployment; basic necessities lacking



	Language
	Ability to use formal register of language of dominant culture; can tell story in chronological order; can “get to the point” in discussion; can resolve conflict using formal register; can relate concerns succinctly—both orally and in writing; can elaborate points, providing relevant details
	Uses casual register, even when it's inappropriate, at work or in school; often rambles when communicating; has limited vocabulary; tends to use “child voice” and “negative parent voice,” particularly in conflict situations; has little understanding of formal rules that govern speech and writing; is unable to provide details that show causation or relevancy



	Emotional
	Task commitment; persistence; ability to reason through and verbalize situations and solve problems, articulate feelings; ability to control anger and behavior
	Impulsive behavior; lack of causal reasoning; lack of language to express feelings; physical punishment of children for misbehavior; may curse at children when scolding them



	Mental
	Ability to read, write, and compute; presence of books, magazines, puzzles, and games; ability to function with day-to-day tasks, learning new things as needed; can problem-solve
	Absence of books, puzzles; parents unable to read to children; dependence on television for entertainment and information; limited job possibilities; poor problem-solving skills; little experience with abstract reasoning; decisions made on basis of likes and dislikes



	Spiritual
	Environment of hope; empowerment; inner strength; self-worth; purposefulness
	Personal efforts perceived to be insignificant; feelings of hopelessness



	Physical
	Healthy; ability to perform daily routines; ability to work
	Poor health; diets high in sugar and fats; poorly developed sensory motor and ocular motor systems; adults miss work and have no sick-leave benefits



	Support systems
	Friends and relatives available to help in times of need; ability to hire help when needed; can find answers when needed; physical and emotional support available from others
	Quality daycare unavailable; older children caring for younger children; high stress levels because there is no help; feelings acted out rather than verbalized and dealt with logically and rationally; lack of knowledge about how to deal with institutions



	Relationships/role models
	Presence of nurturing adults; feelings of love, caring, and safety; attitude of “I can”
	Feelings of being isolated; unable to find answers; feelings of abandonment and victimization; unable to show affection toward others; distrust of others



	Knowledge of hidden rules
	Adheres to rules of social class; is accepted by own social class; can adapt and survive in social situations; knows expectations of group
	Unable to understand rules in workplace; loses jobs; difficulty in communicating with social service organizations because of lack of understanding of “rules”; distrust of institutions





Without the availability of these resources in the home, the effects of poverty on student achievement and behavior accompany these students into the classroom and put them at a significant disadvantage.


For students from more advantaged backgrounds, the presence of these resources produces a positive set of circumstances that has a positive carryover into the school. The more resources present in the home, the more the student benefits.

Since school tends to be a middle-class institution, students from middle-class and upper middle-class environments have a definite edge. These students are usually surrounded by support systems that may not be available to students from poverty. Teachers readily recognize the confident students who can verbalize wants and needs in a manner that fits the hidden rules of middle class.

Teachers don't always recognize the strengths of students from poverty. Students from poverty may verbalize wants and needs in a manner that is incompatible with the hidden rules of middle class. The hidden rules of poverty are not the rules that are typically valued or understood in schools. Payne identifies these hidden rules for people from poverty, middle class, and wealth as follows:21

Hidden Rules Among Poverty, Middle Class, and Wealth
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What Does It Look Like in School?

Paul Gorski cautioned educators to resist using patterns of behavior as the basis for stereotypes. “In fact, I learned growing up among my Appalachian grandma's relatively poor people, there is as much diversity of values and dispositions among poor people as there is between poor and wealthy people.”22 However, the contrast of behaviors can be readily observed in any classroom that consists of students from poverty, middle class, and wealth. Like all stereotypes, there are exceptions for each class in every category; however, teachers will recognize many of the patterns of behavior listed below.


Possible Manifestations in School of Hidden Rules Among Poverty, Middle Class, and Wealth
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In a hypothetical example of the disparity between students in a classroom, consider that students from middle class and wealth may purchase presents for the teacher at holiday and birthday times. Their manner of dress reflects the fashion of the day, and the supplies needed for school are available. When a project is due, the parents are there to assist the student and the teacher. When the field trip occurs, parents from middle class and wealth are there to help the teacher with the group. Mother volunteers to make the cookies for the Christmas party, and Dad agrees to help at a booth for the fall festival. The student's desk contains the flashy pencils, the newest and biggest box of Crayola crayons with the built-in sharpener, and unique and clever items from the local office supply store. When the student plays Thomas Jefferson in the school play, there is an elaborate colonial costume that Mother made, along with an authentic-looking copy of the Declaration of Independence acquired when the family visited Independence Hall last summer in Philadelphia. Mom, Dad, grandparents, and other family members are present with the video camera to preserve this moment.

In the same hypothetical scenario, students from poverty cannot afford the presents for the teacher and may cause a disturbance when the teacher begins to open presents from others so no one notices the student from poverty has not brought a gift. Mother will not send homemade cookies to the school in a nice tray with a colorful bow on it. If enough food stamps were available, some Oreos might be purchased at the local convenience store, only to be partially consumed by the student on the way to school. It is possible that neither Mother nor Dad will participate in the fall festival, but the student may show up alone, without money to spend, only to be the disruptive student who is constantly “horsing around” and being a general nuisance. Assigned projects will not be completed because Mother doesn't have a car or the money to go to Walmart to buy the poster board. The student's desk is in disarray, and school supplies are missing, lacking, or broken. The special box of Crayola crayons found in the desk belongs to another class member. The child portrays Paul Revere in the school play, but there is no period-appropriate costume, only a paper tri-cornered hat and a broomstick with a horse's head, both made at school under the supervision of the teacher. Schools proudly maintain, however, that they treat all students alike, fairly, and equally. Does this hypothetical vignette seem possible? Perhaps it rings true to the veteran teacher who has worked with children from both affluence and poverty in the same class.

When the resources are limited in the environment and survival is the priority, the school's request for the “extras” appears unnecessary to the parent who lives in poverty. Among these unrealistic requests are:


	School supplies that go beyond pencil and paper.

	Specific food requests for the class party.

	Chaperones for the class field trip.

	Collections of objects, such as household objects, leaves, insects, etc., for the science lesson.

	Stories and photos related to family history, vacations, and family traditions.

	Projects that require additional materials and resources.

	Trips to the local library or museum—or use of a home computer.

	Show and tell: “What I Did During My Summer Vacation,” “What I Got for Christmas,” “My Birthday Party,” “My Family Tree,” etc.



Students who don't have the resources within their home environments are juxtaposed against students who do. Without an understanding of the students from poverty, their talents go undetected, overshadowed by the lack of resources and other behaviors rooted in poverty.


The Uses of Language

A crucial part of student achievement is the use of language. Students from poverty manifest language abilities differently from middle-class students in three major ways:


	Registers of language

	Discourse patterns

	Story structure



Registers of Language

Basing her analysis on the work of Martin Joos,23 Ruby Payne describes five registers of language, as follows:24





	Register
	Explanation



	Frozen
	Language that is always the same, predictable: Lord's Prayer, wedding vows, etc.



	Formal
	The standard sentence syntax and word choice of work and school. Has complete sentences and specific word choice.



	Consultative
	Formal register when used in conversation. Discourse pattern not quite as direct as formal register.



	Casual
	Language between friends and is characterized by a 400- to 800-word vocabulary. Word choice general and not specific. Conversation dependent upon nonverbal assists. Sentence syntax often incomplete.



	Intimate
	Language between lovers or twins. Language of sexual harassment.




Maria Montano-Harmon found that many of the students in her study of minority and poor students had access only to casual register at home.25 The lack of formal register puts students from poverty at a severe disadvantage in school. Standardized tests and most reading materials are in formal register. Teachers and administrators communicate in formal register.

Many scientific studies have supported Montano-Harmon's conclusion that there is a language gap between children from poverty and those who had access to more formal-register conversations in the home. Reilly et al. conducted a longitudinal study of 1,910 infants in Melbourne, Australia. They discovered that the “family history of speech/language problems and low maternal education levels and socioeconomic status predicted adverse language outcomes.”26 They recommended that schools provide early support for all children, but especially for children from poverty to improve their language development and prevent the gap from increasing during the preschool years.27


The inability to use formal register places students from poverty in an oral and written world that uses a language they don't understand. It's not uncommon to hear teachers of young children comment on students’ lack of language skills. Translated, this assessment means “I don't understand what my students are trying to say, and they don't seem to understand me.” This is because the students talk in casual register, and the teacher talks in formal register. It's also related to patterns of discourse.

Discourse Patterns in Formal and Casual Register

Formal register is more direct than casual register. The pattern in formal register is to get to the point. In casual register the pattern is much more circular. Students using casual register tend to talk around a situation, wandering from topic to topic without ever seeming to get to the point. Students who don't have access to formal language get very frustrated in trying to communicate their thoughts, feelings, and ideas. Likewise, teachers become frustrated when they tell a student over and over what they want from the student, yet the student doesn't appear to understand or follow the directions.

Story Structure

Formal-register story structure has a beginning, middle, and end. It is chronologically sequenced, and the most important part of the story is plot. In casual-register story structure, the story begins with the end of the story or the part that has the most emotional appeal. The story then proceeds in vignettes with audience participation. The story ends with a comment about the characters and their value. The most important part of the story is characterization.28

The research of the 1950s to the 1990s framed this difference in casual/formal register as a deficit for children in poverty. Recent studies posit that the difference in register or any lag in development of language skills is not necessarily a deficit of words but is instead a complex issue with many contributing societal factors, including early experiential opportunities, nutrition, and lack of adequate healthcare that impacts language development.29 It is therefore necessary for educators to look beyond a child's use of language and assess giftedness with nonstandard measures that do not rely solely on verbal skills to recognize ability.


Implications for Identifying Gifted Students from Poverty

Inherent in most identification processes for gifted/talented is a heavy reliance on students’ facility with language. Given that most students from poverty communicate and think in casual register, and given that their patterns of discourse are typically nonlinear, standardized assessment measures are not going to reflect their true potential. In their quest for equity, school personnel must apply this knowledge of language use to the identification process.

In summary, a gifted/talented identification process must consider the following critical factors if schools are going to identify gifted students from poverty:


	Lack of social, emotional, and academic opportunities contributes to the thinking, believing, and behaving patterns of students from poverty.

	The hidden rules of poverty govern the students’ reactions to other people, situations, and their personal decision-making.

	Casual register of language limits a student from poverty's ability to communicate their thinking in an academic setting that expects responses to be given in formal register.

	Communications by students from poverty, oral and written, often appear illogical by middle-class standards because of structure and the concrete use of language.
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“I did like Josh, and I think that if a child as smart and as caring as Josh is now a ‘child from hell,’ it is because nobody took the time to nurture him. It is more a matter of circumstance than character. Josh and too many other 12-year-olds have their chances decreased not because they are bad or destructive, but simply because they lack the opportunities and the encouragement children require. Children like Nichole have parents and teachers who have taught and encouraged her to think ahead, to problem solve, to be self-motivated; who have helped her with homework, corrected bad behavior, and supported her in swimming and dance lessons. When she is interested in something, we are there to help her find and develop her gifts and talents. When she has questions or worries, we are there to talk about them.

“It is possible that Josh will never know these things or ever have these chances. He will not receive these same opportunities for growth. Among the middle class, we find the perpetuation of the American Dream: My kids will do at least as well as I did. Among the homeless and the poor, the inheritance is often a legacy of poverty and failure if the family has lived this way for generations. These kids all step up a rung, too; they will usually progress and be a little better off than their parents, but they will not catch up without intervention—especially the intervention of education. If kids don't know how to make choices and how to think critically, they don't have a chance.”

–Stacy Bess, Nobody Don't Love Nobody30






Chapter Three

Weighing the Opportunities
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To change the identification paradigm, current practices must change. They must…





	
Move from


	Cutoff scores

	Questioning admittance

	Relying on quantitative measures

	Recommendations

	Nominations

	Equality

	Reliance on schoolwork




	
Move to


	Preponderance of evidence

	Providing support

	Relying on qualitative measures

	Perceptions

	Whole-class screening

	Equity

	Consideration of environmental factors









To determine the impact of the home environment on students from poverty and non-poverty households, school personnel look at the home and determine which factors within that environment exist that impact learning positively or negatively. It's important to determine the degree to which home environment has shaped the performance of poverty and non-poverty students. If Molly is compared to Mary, and they come from very different home environments—one with an abundance of resources and the other with limited resources—schools are comparing apples to oranges in the identification process, rather than apples to apples.

Why is it important to look at the home environment?


	To identify the presence and absence of resources in the home that impact student achievement.

	To help separate the issues of giftedness versus opportunity.

	To help separate enriched experiences from innate abilities.

	To extract from the identification process those elements within the home environment that contribute to giftedness being packaged differently from the norm.

	To assess the degree and dimension to which the student has had the opportunity to think abstractly.



The Environmental Opportunities Profile (EOP), which appears later in this chapter, is such an instrument.31 When giftedness is being identified, this instrument sets the stage for an “apples to apples” comparison of students. A representative of the school interviews the student's primary caregiver. The interviewer asks questions focusing on things within the home environment that influence student achievement. According to Garcia, the following three areas are part of the identification process:


	Student Production

	Informant Data

	Cognitive/Language Skills32



These areas represent qualitative data rather than quantitative data. School personnel compile the qualitative data and juxtapose those data against the information collected about the home environment using a Preponderance of Evidence Grid to record the data. This form also appears at the end of this chapter.


The school uses these two instruments to collect information about the students’ home environment and the students’ performance in school.





	
Environmental Opportunities Profile

Definition: An instrument used to interview the primary caregiver. The questions on this instrument receive a point value ranging from 1–3 points and correlate with the three types of qualitative data collected in the school.

The areas are:


	Student Production

	Informant Data

	Cognitive/Language Data




	
Preponderance of Evidence Grid

Definition: A grid used to record the qualitative student performance data collected in school. Data collected in the home also are recorded on this grid. The data reflect three areas related to student performance.

The areas are:


	Student Production

	Informant Data

	Cognitive/Language Data








This identification process allows school personnel to view the traditional information (test scores) and nontraditional information (checklists, ratings, interviews, etc.) collected within the context of the school. For example, if a student from a privileged background were asked, “Who is George Washington?” the student would probably say he was a president or the first president of the United States. A student from poverty, when asked the same question, might say George Washington is the name of a street in the neighborhood or the name of a person.

Is one student brighter than the other one, or are both students reflecting the opportunities and experiences they have had within the home environment?

Administering the EOP

Through an interview of the student's primary caregiver, school personnel collect information related to the student's home environment. The instrument design lends itself to school personnel conducting the interview in the home or via the telephone. The EOP was designed to work with problems inherent in poverty conditions. Specifically, visits to homes in high-poverty neighborhoods can be unsafe for school employees. The telephone becomes an alternative method of retrieving this information. When there is no telephone in the home, school officials usually have an emergency number they can use to reach the parent. The school also may obtain information needed on the EOP at the time the child enrolls in school. The school enrollment process is an ideal time to administer the EOP to all students.

Because parents of students from poverty frequently do not see institutions as helpful, and having their child in a program for the gifted is not seen as a plus, setting a tone of confidence and trust is very important. Explaining to parents that the school is seeking additional information that will help the school better meet their child's needs is the first step. The child's classroom teacher, building principal, counselor, nurse, social worker, librarian, or a specialist in gifted/talented are each professionals who may be appropriate choices for conducting the interview. Parent volunteers, however, should not be used. The information the school seeks is confidential. Conveying to parents that this information is confidential helps build trust between the school and the parents.

A good interviewer is a person who:


	Is at ease in the situation.

	Puts the parent or caregiver at ease.

	Takes into account answers by the parent/caregiver in phrasing subsequent questions.

	Asks questions in such a way as to avoid putting the interviewee on the defensive.



If interviewees become defensive, they may try to second-guess the interviewer as to what is the “right” or “expected” response. The goal is to be objective and accepting, as opposed to approving or disapproving. This is essential if school personnel are to find out how the parent/caregiver feels and what they do with the child rather than what they may think the school wants them to say.

Parents usually aren't nervous about interviews, but interviewers sometimes are. The interviewer needs to spend some time at the beginning of the interview getting acquainted with the parent and the child. The general tone of the interview should be that of two friendly people who like to talk about children sitting down together and doing exactly that. This warm-up period offers a good opportunity to say something nice about the child, and it helps break the ice so that both parties feel more comfortable.


Collecting Information on Foster Children and Adopted Children

Some students who come from poverty may be living in foster homes. It isn't uncommon for some students from poverty to live in multiple foster homes within a school year. In this event, the interviewer should get as much information as the foster parent can share. If the foster parent reports only on the home environment within the foster setting, significant information about the student's background may be overlooked. Likewise, if students have been in the foster setting since they were quite young, school personnel may consider the foster environment the norm for those students. In some cases, depending on the circumstances and the age of the student, the student may be the source for some of the information.

The same is true of an adopted child. The information would depend on the length of time the student has been in the adoptive setting. The interviewer from the school writes down all relevant information. Some children may be living with a relative for a variety of reasons. Unless the relative has had the child for an extended period of time, the interviewer needs to inquire about the child's previous background and use that information on the EOP.

Meet the Kids

The following is a summary of four interviews. Manuel is in second grade, Joe is in fourth grade, Krystal is in third grade, and Sasha is in sixth grade. These scenarios will be used in the appropriate sections in subsequent chapters to illustrate how an interviewer would complete the EOP.

Scenario #1: Manuel

Birthday: May 31

Age: 8

Person interviewed: The father

Manuel lives with his mother and father. He has a younger sister who is in kindergarten. Manuel was in the bilingual program in kindergarten and first grade. He exited the bilingual program at the end of first grade. He is currently in a class for English language learners. He was in a full-day kindergarten program.

Manuel's father works for an auto body repair shop. He has had the same job for 11 years. He graduated from high school in the community where he now lives and works. He speaks formal English fluently. He is the sole provider of the family's income. He has no medical benefits. His salary is less than $20,000 a year. The family has one vehicle. The father usually comes home for lunch each day. He does have a cell phone, but there is no computer in the home. Manuel participates in the school's free lunch program.

Manuel's mother completed school at the highest grade level available in Mexico City, Mexico. She speaks and writes Spanish. She is currently learning English by attending an evening program in Manuel's school that teaches English to adults while also teaching parenting skills. She comes to the school one evening a week with her two children, or sometimes her husband keeps them at home while she is in class. The children are provided books, and the parents are taught how to help with schoolwork while they are learning English. Manuel's mother is a stay-at-home mom. She does not drive a car. Her extended family still lives in Mexico, and Manuel's family visits there about once a year.

Manuel's parents have lived in the same home for 12 years. It's a three-bedroom house with two bathrooms, a dining room, kitchen and family room combination, and a two-car garage. The living area has a ceiling fan that has three lights. There is also a lamp in the room. The drapes are usually open during the day. The walls of the home are white. The drapes are green and yellow. The furniture is beige and brown. The light fixture above the kitchen table has four light bulbs.

At the end of Manuel's kindergarten year, the school district changed the attendance zones, and Manuel had to change schools. After Manuel attended his newly assigned school for six weeks, his father requested that Manuel be transferred back to his old school. The district allows for, even encourages, families to keep their children in the same school if they will provide transportation. Manuel's parents chose to keep him at the first school because, as his father stated, “The teachers at his school are more like parents than teachers. I like the school. I think it is better.”

Manuel is expected to be in bed each night at 9:30; however, this varies on occasion. The family almost always eats together, but the time varies because of the father's work. Dinner is usually between 5:00 and 7:30 p.m.

Manuel has more than 20 children's books because of the school's evening program that he attends with his mother. The family does not subscribe to a newspaper or magazine. His father purchases a newspaper occasionally to get the coupons. They dropped their subscription to the local paper because it became too expensive.


Manuel has not missed a day of school this year. In first grade he missed four days. Manuel's Reading grade the last six weeks was an 86. His grades are in the A, B, and C range. Social Studies was his lowest grade this year. As a first-grader in a bilingual classroom, his Iowa Test of Basic Skills scores (English version) were 40th percentile in Reading, 30th percentile in Language, and 59th percentile in Mathematics. When he was in the first grade, Manuel took the Raven's Progressive Matrices test. His age score was 92nd percentile. He enjoys playing checkers and dominoes at home and other games at school.





	Campus Data



	28% African American
	59% Hispanic



	12% Anglo
	78% free lunch



	36% mobility rate




Scenario #2: Joe

Birthday: July 15

Age: 9

Person interviewed: The mother

Joe is a white male in fourth grade who lives with his mother in a three-bedroom apartment. He is one of five children in the family. Joe has an older sister in seventh grade, an older brother in fifth grade, a brother in second grade, and a sister in kindergarten. Joe's parents divorced when he was in first grade. He hasn't seen his father since he moved out. His mother currently has a male friend who stays with them occasionally. Joe's mother was born in the state where she currently lives and attended school in the community where she now lives. She dropped out of school in 11th grade. She currently does domestic work for the apartment complex where they live. Joe's oldest sister babysits him when his mother is working. The family has no medical benefits. Joe's mother makes less than $15,000 a year, but she does receive a housing discount due to working for the apartment's owner. Joe participates in the free lunch program at school.

Joe has been attending the same elementary school since prekindergarten. Last year on the state competency test he mastered all the reading objectives and math objectives. He received academic recognition because he mastered all the objectives tested. Joe's end-of-year average in first grade was one C, two D's, and three B's. In second grade he was in the Title I program and made three C's and four B's. In third grade he made three C's, one D, and two B's. He wasn't in the Title I program in third grade. His lowest performance area on his report cards from first grade through midyear of fourth grade has always been language arts. He is not a discipline problem in school. Joe's attendance in school has been fairly consistent. He missed three days in first grade, five in second grade, nine in third grade, and two days as a fourth-grader. Joe's third-grade teacher said his grades would be better if he “tried harder; he doesn't do his homework as he should.” Because of his performance on the state competency test last year, the principal placed him in a class this year that includes seven identified gifted children. Joe enjoys playing problem-solving games at school, but he does not have any games to play at home.

Joe shares a bedroom with his brothers. The apartment has beige walls, and the furniture is brown and the carpet is brown. During the day the blinds are usually lowered to help keep the electric bill down. The living room has one overhead light, and the kitchen has a light above the kitchen table. The living room did have two lamps, but the children broke the lamps while “horsing around.” Joe occasionally spends the night with a friend in the same apartment complex, but he has never been more than 50 miles away from home.

Joe usually watches television until 10 p.m. before going to bed. Some of the family members eat at the kitchen table, and some eat in the living room in front of the TV. His mother reported, “Joe done real good in school. He passed everything, and he don't get in no trouble.” The children have some books at home that they check out at the school library. They don't buy books because they're too expensive. The family doesn't receive a daily newspaper or magazine or have Internet access. They do, however, receive an advertisement circular that is distributed free throughout the community. Only English is spoken in the home.





	Campus Data



	53% African American
	26% Hispanic



	21% Anglo
	85% free lunch



	45% mobility rate





Scenario #3: Krystal

Birthday: April 16

Age: 8

Person interviewed: The sitter

Krystal is an African-American female in third grade who lives with her mother and father in a five-bedroom house. She is one of two children in the family. Krystal has an older brother in fifth grade. Krystal's parents both work outside the home. Mother is a physician, and Dad is an attorney. Their combined income exceeds $150,000 a year. Because Krystal's parents work long hours, a full-time nanny resides in the home. Krystal has attended the same school for the past two years.

Krystal's father has his own law firm, and her mother has an independent medical practice in a neighboring community. Both of her parents were born in the United States. She and her family live in a spacious home of approximately 6,000 square feet. The family takes a skiing trip every Christmas, and they take a one-week vacation during the summer as a family. Krystal and her brother also go to a summer camp for two weeks in July.

Krystal has her own room. She has a telephone, a computer, and a TV/DVR. The home has a variety of books and reading materials, including the daily newspaper. Because of their parents’ schedule, the children eat together. The nanny prepares their dinner and supervises the children's bedtime and homework schedule.

The nanny is a high school graduate and has two years of college. She is 28 and has been with Krystal and her brother for one year. Prior to her hiring, the children had the same nanny for three years. Both adult nannies play games with the children when their schoolwork is finished. Formal English is spoken in the home.





	Campus Data



	60% Anglo
	15% African American



	10% Asian
	7% Hispanic



	8% other
	5% free lunch



	15% mobility rate





Scenario #4: Sasha

Birthday: September 29

Age: 11

Person interviewed: The mother

Sasha is a white female in sixth grade. She is an only child. Her mother and father divorced when Sasha was 3. The father sees Sasha every other weekend and on specified school holidays. He lives approximately one hour from Sasha. He is a high school graduate and currently works as a mechanic for a local dealership. He pays $800 a month in child support. He also carries Sasha on his company's insurance program. He has remarried and has two children with his current wife. Sasha's mother has no medical coverage.

Sasha's mother has an interior decorating business that she started three years ago. Following high school graduation, she worked for a local department store as a salesperson, then worked her way up to being a consultant for them in the drapery department, attending special training and taking some courses. She describes herself as a “self made” person. Her income last year was between $30,000 and $40,000. She calls on most of her clients in the evening. When Sasha was younger, her mother hired a sitter to come in the evening, but now that Sasha is older she stays at home alone. Sasha says she has a daily schedule that she follows most of the time. Her mother does call her between appointments when she works later. At this time, her mother is not in a relationship with anyone. Since the divorce, she has had one serious relationship, but it didn't work out.

Sasha and her mother live in the house her mother had when she was married to Sasha's dad. The house has approximately 1,800 square feet. It is nicely decorated. Her mother subscribes to several magazines that are related to her work. Most of the books in the home also are related to interior decorating. Sasha doesn't have any books of her own. She does, however, check out books at the school library. Her mother doesn't subscribe to the daily newspaper. There is a computer in the home, and Sasha has her own phone and TV. Sasha sometimes plays cards with her mom when she is home, and she reads social media and news on her phone. Although this is Sasha's first year at the middle school, she attended the same elementary school from kindergarten through fifth grade.


Sasha has spent the night away from home a few times when she visits her grandmother. Her grandmother lives in another state.





	Campus Data



	35% Anglo
	40% Hispanic



	15% African American
	10% Asian



	60% free lunch
	 



	25% mobility rate




Complete an EOP on at least two of these students.

Manuel

Joe

Krystal

Sasha

Remember…

When in doubt, err on the side of the student.


[image: images]


Environmental Opportunities Profile






	Section I:Student Production

	Criteria
	Rating



	
Item 1: Number of years of schooling of primary caregiver, particularly mother

Question: How many years were you in school, starting with first grade?


	

	16+ years of schooling




	[image: images] 1 point



	

	12–15 years of schooling




	[image: images] 2 points



	

	Less than 12 years of schooling




	[image: images] 3 points



	
Item 2: Number of years at same school

Question: How long has your child gone to this school?


	

	Has spent or will spend two or more years in same school




	[image: images] 1 point



	

	Is and/or plans to be in same school for one year




	[image: images] 2 points



	

	Moves during year; is unlikely to stay for entire school year




	[image: images] 3 points



	
Item 3: Child/family have medical/health benefits

Question: Does your family have medical/health benefits that include child?


	

	All members are covered




	[image: images] 1 point



	

	Only employed parent(s) are covered




	[image: images] 2 points



	

	No members are covered




	[image: images] 3 points



	
Item 4: Number of years in same job; stability of income

Question: Do you and/or other adults in the household work outside the home? How long have you/they worked there?


	

	One or more adults are employed and have been consistently employed for two or more years with same company or type of work




	[image: images] 1 point



	

	One or more adults are employed and have been for at least one year with same company or type of work




	[image: images] 2 points



	

	No adult is employed or has been employed for more than six months with same company or type of work on full-time basis




	[image: images] 3 points



	
Item 5: Identified as LD, ED, ADHD, ADD, 504, Title I, bilingual, etc.

Question: Does your child receive any special services at school, such as with reading or math from a special teacher, in special education, special tutoring, etc.?


	

	No learning conditions identified




	[image: images] 1 point



	

	Identified learning problems; interventions appear effective; parents pleased with student's progress




	[image: images] 2 points



	

	Learning problems identified; interventions appear ineffective; parents displeased with progress




	[image: images] 3 points



	 
	Subtotal of Section I =
	 









	Section II:Informant Data

	Criteria
	Rating



	
Item 6: Parents born in United States

Question: Were you and your spouse born in the United States?


	

	Both parents born in United States




	[image: images] 1 point



	

	One parent born in United States




	[image: images] 2 points



	

	Neither parent born in United States




	[image: images] 3 points



	
Item 7: Support system in home—number of adult males in household

Question: How many adult men live in your house?


	

	One or more adult males live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult male on fairly permanent basis; if divorced, father exercises visitation rights regularly




	[image: images] 2 points



	

	No adult males in household, or males are not in household on regular basis




	[image: images] 3 points



	
Item 8: Support system in home—number of adult females in household

Question: How many adult women live in the household?


	

	One or more adult females live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult female on fairly permanent basis; if divorced, mother exercises visitation rights regularly




	[image: images] 2 points



	

	No adult females in household, or females are not in household on regular basis




	[image: images] 3 points



	
Item 9: Support system in household—number of adults in household

Question: How many children are in the household and how many adults (ratio of children to adults)?


	

	Child/adult ratio is one to one or better




	[image: images] 1 point



	

	Child/adult ratio is two children to one adult




	[image: images] 2 points



	

	Child/adult ratio is three or more children to one adult




	[image: images] 3 points



	
Item 10: Amount of light in home

Question: Do you have lots of light in your house? Do you open the curtains during the day?


	

	Window coverings are open during day; three or more light fixtures and/or lamps are in major rooms in house




	[image: images] 1 point



	

	Window coverings partially open; overhead light or lamp per room




	[image: images] 2 points



	

	Window coverings closed; one or less low-wattage light bulb is used; light often comes from TV




	[image: images] 3 points



	
Item 11: Use of color in home décor

Question: What colors are in your house? Describe the colors of your walls, pictures, and furniture


	

	Light-colored walls with contrasting colors in drapes and furnishings




	[image: images] 1 point



	

	Neutral shades and décor; colors complement or blend rather than contrast




	[image: images] 2 points



	

	Darker décor; random use of medium-to-dark nondescript color




	[image: images] 3 points



	
Item 12: Is older or younger than classmates

Question: When was your child born? Did your child start kindergarten at age 5? Has your child ever been retained?


	

	Overage—has been retained, started school late, or has birthday within first two months of school




	[image: images] 1 point



	

	Same age range as classmates




	[image: images] 2 points



	

	Underage—has birthday one or two months prior to start date of school




	[image: images] 3 points



	
Item 13: Qualifies for and/or receives free or reduced lunch

Question: Does your child take part in the free- or reduced-lunch program at school? (Note: If this is a sensitive question to ask, check school records)


	

	No assistance




	[image: images] 1 point



	

	Reduced lunch




	[image: images] 2 points



	

	Free lunch




	[image: images] 3 points



	
Item 14: Child is member of dominant racial or ethnic group of campus (dominant means 50% or more of students belong to that group)

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 15: Child is member of dominant economic group of campus

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 16: There are general time frames for meals, TV, going to bed, taking bath, etc.

Question: Do you have a set time that you make your child take a bath? Go to bed? Watch TV? Do homework? Etc.


	

	Time frames exist and are consistently followed




	[image: images] 1 point



	

	Time frames exist for most and are often followed




	[image: images] 2 points



	

	Time frames vary or are nonexistent and are inconsistently followed




	[image: images] 3 points



	
Item 17: Child has spent night 50 miles or more away from home with parent or other family member

Question: Has your child ever been 50 miles or more away from home with you or another family member and stayed overnight? If so, how many times?


	

	Frequently—more than once a year




	[image: images] 1 point



	

	Occasionally—once a year (such as family vacation)




	[image: images] 2 points



	

	Never




	[image: images] 3 points



	 
	Subtotal of Section II =
	 









	Section III:Cognitive/Language Skills

	Criteria
	Rating



	
Item 18: Significant relationships

Question: Who is the primary caregiver of the child?


	

	Two or more significant relationships




	[image: images] 1 point



	

	At least one significant relationship




	[image: images] 2 points



	

	None




	[image: images] 3 points



	
Item 19: Number of children's books in home

Question: How many books does your child have that are for your child? (Note: Books should have been purchased for the child)


	

	Two or more books per year of age




	[image: images] 1 point



	

	One book per year of age




	[image: images] 2 points



	

	Less than one book per year of age




	[image: images] 3 points



	
Item 20: Presence of newspapers or magazines in home

Question: Do you purchase newspapers or magazines on a regular basis?


	

	Daily newspaper and two or more magazines




	[image: images] 1 point



	

	Weekend newspaper or tabloid purchased on regular basis; magazines purchased at store




	[image: images] 2 points



	

	No systematic access to newspapers or magazines




	[image: images] 3 points



	
Item 21: Formal register is used at home (in any language)

Question: Observe for use of language


	

	Spoken and written formal register (in any language) used by all adult household members




	[image: images] 1 point



	

	Formal register spoken by all adult household members, but not written




	[image: images] 2 points



	

	Casual register used by one or more of household adults; very little writing of any kind




	[image: images] 3 points



	
Item 22: Speaks language other than English

Question: What languages are spoken in the home? (Observation)


	

	All adults in household speak English




	[image: images] 1 point



	

	At least one adult speaks at least one language fluently




	[image: images] 2 points



	

	Language acquisition delayed, or no dominant language; poor grammatical structures used orally




	[image: images] 3 points



	 
	Subtotal of Section III =
	 



	 
	Total of Sections I, II, and III =
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Preponderance of Evidence Grid

The Preponderance of Evidence Grid is divided into four major sections. These sections represent the different types of data that are collected in the school. These are:


	Student Production

	Informant Data

	Cognitive/Language Skills

	Standardized Testing Data



The next three chapters provide an in-depth look at these areas and the role each plays in the identification process. Student production, informant data, and cognitive/language skills are first examined in the context of the school environment using portfolios, interviews, rating scales, samples of students’ work, and other qualitative data. The EOP provides information that also reflects these same areas.

The following diagram shows the parallel relationship between what is measured in school against what exists within the home.


[image: images]

The Preponderance of Evidence Grid is used to record all the identification information the school collects. This instrument follows.


 

Preponderance of Evidence Grid

I. Student Production

[image: images]

II. Informant Data

[image: images]

[image: images]

III. Cognitive/Language Skills

[image: images]

Summary of Data

[image: images]

N/A = Not applicable


IV. Standardized Testing Data

[image: images]

Anecdotal comments:

[image: images]



 

Preponderance of Evidence Grid
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I. Student Production

[image: images]

II. Informant Data

[image: images]

[image: images]

III. Cognitive/Language Skills

[image: images]

Summary of Data

[image: images]

N/A = Not applicable






Chapter Four

Student Production

This chapter addresses the use of work students produce and create in school as part of an identification process. These products become part of a portfolio that includes examples of the student's best work over time. This chapter suggests guidelines and methods that can be used in compiling student portfolios so the portfolios are an effective means of identifying gifted/talented students from poverty. The instruments included in Section I of the Preponderance of Evidence Grid also are included in the Appendix.

The chapter then focuses on the home environment, where those environmental factors that enhance student production in school are identified using the Environmental Opportunities Profile (EOP). Manuel's and Joe's personal information will be used in this and subsequent chapters to illustrate specific sections of the EOP.

Student Production in School Environment

Student production is a qualitative assessment strategy for looking at a student's abilities over time.33 One viable and popular means of doing this is the use of a portfolio. A format for implementing portfolios was developed by Sandra Kaplan for the Texas Education Agency.34 Used with a target student population for whom it was difficult to collect accurate quantitative data, school personnel saw it as a useful tool with students from diverse backgrounds. Data included in the portfolio are typically collected during a two- to four-month period, providing a sense of the student's development over time. A committee of teachers then evaluates the portfolios using criteria that focus on critical and creative thinking. Kaplan suggests the criteria include the following:



	Unusual presentation of an idea.

	Work advanced beyond age or grade level.

	Complex or intricate presentation of an idea.

	In-depth understanding of an idea or skill.

	Resourceful and/or clever use of materials.

	Evidence of support of research for the idea.

	Work organized to communicate effectively.

	Evidence of high interest and perseverance.



Since no standardized means exist for rating the portfolios, the committee's discussion of the student's work is assessed using the norms of the campus population. Using a 3-point-scaled rubric for each of the categories, committee members enter the results on the Preponderance of Evidence Grid. The form for this section of the Preponderance of Evidence Grid would appear as follows:

[image: images]

The categories on the Preponderance of Evidence Grid in this section could be modified, depending on the categories the school or district chooses to include. The point distribution, however, must match the corresponding section on the Environmental Opportunities Profile. For example, if the maximum number of points that can be earned for student production on the EOP is 15 points, then the Preponderance of Evidence Grid section for student production can earn only a maximum of 15 points. It's critical to give the same maximum number of points for student production in both school and home. This allows one to be weighed against the other to determine the degree of influence the home environment has had on school performance.


[image: images]

Whatever means the district chooses to collect examples of student production, the goal is to obtain samples of student work. Kuo, Maker, Su, & Hu defined portfolio assessment as “a systematic collection of children's work collected over time, usually drawn from children's performance that shows their thinking ability, problem solving ability, and creativity.”35

When properly implemented, the portfolio can be a valuable tool in the identification of gifted/talented students from all populations.36 Kuo, Maker, Su, & Hu found that “portfolio assessment was particularly suitable for identifying children with cultural diversity, social and economically disadvantaged status, and twice exceptional children.”37 Paulson and Paulson note that when evaluating portfolios, the focus should be on what is observed about a student's ability, not whether there is rater agreement on what is observed.38 Because the portfolio makes limited use of language and allows students to self-select examples of their best work, the probability of students from poverty displaying their true talents is greatly increased.

Gifted students tend to exhibit higher cognitive functioning at an earlier age. Because of this, another method of evaluating students’ products involves what have been termed generic products.39 Using this process, students receive instruction for an activity prior to doing work independently. The screening and selection committee then compares the products at a given grade level or school site. The products are designed to require advanced problem-solving skills to show the differences among students. Modeling activities and strategies becomes an important factor for students from poverty who frequently come from backgrounds that have not modeled such learning behaviors. Teacher training is essential not only to model activities, but in evaluating whether high-level creativity or problem-solving skill is evident in the products produced.

Garcia describes a lesson used in a summer school program for gifted students from disadvantaged backgrounds.40 Students were required, in a limited amount of time, to make as many categories as possible using geometric shapes of different colors, sizes, and thicknesses. Another activity required students to create a figure using toothpicks and jellybeans. The finished products were then compared to the finished products other children had created within the school environment. Ultimately, a committee ranked a student's response in comparison to the student's peers at a specific grade level and school site. A process like this allows a local norm to evolve.

An excellent source for local districts in the construction of portfolios is Portfolios: Enriching and Assessing All Students.41 Planned experiences should be designed to elicit specific behaviors characteristic of gifted students. The planned experiences should create opportunities for gifted students to display the degree and dimension to which they have the following attributes:


	Unusual understanding and use of language.

	Critical and creative thinking ability.

	Curiosity about ideas, events, and how things work.

	Ability to see relationships and detect patterns.

	Questioning attitude.

	Sense of humor.

	Ability to learn at a faster rate.

	Empathy and sensitivity to others.



School district personnel can incorporate 4–6 planned experiences as part of the identification process. These planned experiences work best when school personnel implement the activities on a regular basis, providing students enough practice to feel comfortable with the type of planned experiences being implemented. Because some teachers may not offer students opportunities to display their creative thinking abilities on a regular basis, students frequently need opportunities to practice activities in which creativity is fostered. Students who feel that all assignments have “a right answer” may have difficulty believing an assignment does not have a correct or incorrect answer to it. Giving students ample opportunities to practice more open-ended assignments increases the probability that students will take the academic risks that are necessary to show their giftedness.

It's important to recognize that because of their limited opportunities within the environment, students from poverty may manifest gifted behaviors differently from middle-class students. Students from poverty might manifest the degree and dimension to which they have some of the above-mentioned behaviors as follows:


	Use of language: Vocabulary may be limited to casual register; sentence structure may lack cause-and-effect relationships; use of figurative language may reflect comparisons to people and entertainers.

	Critical thinking: May not possess ability to plan but is intrigued with the idea of planning; discerns patterns in human behavior but not in ideas.

	Curiosity: Curious and independent; asks questions that are focused on relationships; extensive memory about people and conversations; questions things related to fairness issues.

	Divergent thinking: Incorporates unexpected or unusual points of view through oral language, manipulatives, and art.

	Sense of humor: Application of finely tuned sense of humor; creates original jokes; humor often reflects imitations of people and events; tells stories; mimics accurately.

	Intense sensitivity: Demonstrates a strong sense of justice as defined by poverty; fairness issues; identifies with the antihero, sees the antihero as the victim.

	Rate of learning: When shown how to do things that the student considers meaningful, the student learns quickly.



The rubrics used in assessing the production of students from poverty should reflect the unique manifestations of the abilities of students from poverty.

In school systems with diverse populations, establishing and using a local norm is a key component. Because attendance zones within school systems often focus on geographical boundaries that keep the school close to the neighborhood, it's common to have more of the lower-socioeconomic students clustered together on one campus rather than distributed among multiple schools. Generational poverty tends to be concentrated in certain areas of town. Situational poverty could occur within middle-class neighborhoods because of an illness, loss of a job, or divorce. These situational conditions, however, tend to be temporary and don't greatly impact the overall composition of the school. Using a local norm at the campus level is a vital piece of the equity issue. Failing to use a local norm is analogous to using real estate values in the most expensive neighborhood to determine property taxes for every citizen in town.

Student Production in Home Environment

Information secured from an interview of the primary caregiver that is related to student production includes the following:


	Number of years of schooling of the primary caregiver, particularly the mother.

	Number of years the student has been in the same school.

	Availability of health and medical benefits for the family and the child.

	Stability of income for the family.

	Special services a student may be receiving within the school, such as special education, 504, Title I, etc.



Each item on the EOP has criteria for rating the environmental conditions on a scale of 1–3. Examining a student's production within the school while keeping the student's background in mind allows the selection committee to better assess the weight of influence the home environment has had on the performance of the student.

The student production section of the EOP of Manuel, Joe, Krystal, and Sasha would show the following point distributions (see charts on ensuing pages).

Scenario #1: Manuel






	Section I:Student Production

	Criteria
	Rating



	
Item 1: Number of years of schooling of primary caregiver, particularly mother

Question: How many years were you in school, starting with first grade?


	

	16+ years of schooling




	[image: images] 1 point



	

	12–15 years of schooling




	[image: images] 2 points



	

	Less than 12 years of schooling




	[image: images] 3 points



	
Item 2: Number of years at same school

Question: How long has your child gone to this school?

	

	Has spent or will spend two or more years in same school



	[image: images] 1 point



	

	Is and/or plans to be in same school for one year




	[image: images] 2 points



	

	Moves during year; is unlikely to stay for entire school year




	[image: images] 3 points



	
Item 3: Child/family have medical/health benefits

Question: Does your family have medical/health benefits that include child?

	

	All members are covered




	[image: images] 1 point



	

	Only employed parent(s) are covered




	[image: images] 2 points



	

	No members are covered




	[image: images] 3 points



	
Item 4: Number of years in same job; stability of income

Question: Do you and/or other adults in the household work outside the home? How long have you/they worked there?


	

	One or more adults are employed and have been consistently employed for two or more years with same company or type of work




	[image: images] 1 point



	

	One or more adults are employed and have been for at least one year with same company or type of work




	[image: images] 2 points



	

	No adult is employed or has been employed for more than six months with same company or type of work on full-time basis




	[image: images] 3 points



	
Item 5: Identified as LD, ED, ADHD, ADD, 504, Title I, bilingual, etc.

Question: Does your child receive any special services at school, such as with reading or math from a special teacher, in special education, special tutoring, etc.?


	

	No learning conditions identified




	[image: images] 1 point



	

	Identified learning problems; interventions appear effective; parents pleased with student's progress




	[image: images] 2 point



	

	Learning problems identified; interventions appear ineffective; parents displeased with progress




	[image: images] 3 point



	 
	Subtotal of Section I =
	9





An Analysis of Student Production: Manuel

Manuel's home environment reflects some strengths that will help him in school. His father is a high school graduate, and his mother attended school in Mexico, completing the highest grade level that was available to her. The parents have made a conscious effort to have their child in the current school; therefore, he is unlikely to change schools. This adds stability to Manuel's schooling. No family members have medical coverage, but the father has worked for the same company for a number of years.


Even though Manuel is no longer in the bilingual program, he appears to be making satisfactory progress in the mainstream classroom. Since the mother is attending classes to learn English, and the father speaks English, Manuel's language development will probably continue. His mother attending classes at the school to learn English, coupled with the parents’ initiative to keep Manuel in the same school because of the teachers in the school, show the value they place on school and learning. Manuel would receive nine points on the EOP in the student production section.

Scenario #2: Joe






	Section I:Student Production

	Criteria
	Rating



	
Item 1: Number of years of schooling of primary caregiver, particularly mother

Question: How many years were you in school, starting with first grade?


	

	16+ years of schooling




	[image: images] 1 point



	

	12–15 years of schooling




	[image: images] 2 points



	

	Less than 12 years of schooling




	[image: images] 3 points



	
Item 2: Number of years at same school

Question: How long has your child gone to this school?

	

	Has spent or will spend two or more years in same school



	[image: images] 1 point



	

	Is and/or plans to be in same school for one year




	[image: images] 2 points



	

	Moves during year; is unlikely to stay for entire school year




	[image: images] 3 points



	
Item 3: Child/family have medical/health benefits

Question: Does your family have medical/health benefits that include child?

	

	All members are covered




	[image: images] 1 point



	

	Only employed parent(s) are covered




	[image: images] 2 points



	

	No members are covered




	[image: images] 3 points



	
Item 4: Number of years in same job; stability of income

Question: Do you and/or other adults in the household work outside the home? How long have you/they worked there?


	

	One or more adults are employed and have been consistently employed for two or more years with same company or type of work




	[image: images] 1 point



	

	One or more adults are employed and have been for at least one year with same company or type of work




	[image: images] 2 points



	

	No adult is employed or has been employed for more than six months with same company or type of work on full-time basis




	[image: images] 3 points



	
Item 5: Identified as LD, ED, ADHD, ADD, 504, Title I, bilingual, etc.

Question: Does your child receive any special services at school, such as with reading or math from a special teacher, in special education, special tutoring, etc.?


	

	No learning conditions identified




	[image: images] 1 point



	

	Identified learning problems; interventions appear effective; parents pleased with student's progress




	[image: images] 2 point



	

	Learning problems identified; interventions appear ineffective; parents displeased with progress




	[image: images] 3 point



	 
	Subtotal of Section I =
	11





An Analysis of Student Production: Joe

Unlike Manuel, Joe's home environment reflects greater deprivation. His mother dropped out of school, she has worked in the same job for a year and a half, and the family has no medical coverage. Joe has, however, attended the same school since first grade. Joe received Title I services for one year and appears to be making progress. Even though his grades have fluctuated somewhat, his performance on the state competency test indicates that he is mastering the reading and mathematics objectives. Joe would receive 11 points on the EOP in the student production section.

Scenario #3: Krystal






	Section I:Student Production

	Criteria
	Rating



	
Item 1: Number of years of schooling of primary caregiver, particularly mother

Question: How many years were you in school, starting with first grade?


	

	16+ years of schooling




	[image: images] 1 point



	

	12–15 years of schooling




	[image: images] 2 points



	

	Less than 12 years of schooling




	[image: images] 3 points



	
Item 2: Number of years at same school

Question: How long has your child gone to this school?

	

	Has spent or will spend two or more years in same school



	[image: images] 1 point



	

	Is and/or plans to be in same school for one year




	[image: images] 2 points



	

	Moves during year; is unlikely to stay for entire school year




	[image: images] 3 points



	
Item 3: Child/family have medical/health benefits

Question: Does your family have medical/health benefits that include child?

	

	All members are covered




	[image: images] 1 point



	

	Only employed parent(s) are covered




	[image: images] 2 points



	

	No members are covered




	[image: images] 3 points



	
Item 4: Number of years in same job; stability of income

Question: Do you and/or other adults in the household work outside the home? How long have you/they worked there?


	

	One or more adults are employed and have been consistently employed for two or more years with same company or type of work




	[image: images] 1 point



	

	One or more adults are employed and have been for at least one year with same company or type of work




	[image: images] 2 points



	

	No adult is employed or has been employed for more than six months with same company or type of work on full-time basis




	[image: images] 3 points



	
Item 5: Identified as LD, ED, ADHD, ADD, 504, Title I, bilingual, etc.

Question: Does your child receive any special services at school, such as with reading or math from a special teacher, in special education, special tutoring, etc.?


	

	No learning conditions identified




	[image: images] 1 point



	

	Identified learning problems; interventions appear effective; parents pleased with student's progress




	[image: images] 2 point



	

	Learning problems identified; interventions appear ineffective; parents displeased with progress




	[image: images] 3 point



	 
	Subtotal of Section I =
	5





An Analysis of Student Production: Krystal

Krystal's parents are college graduates. The nanny who resides with Krystal and her brother also has a high school diploma, plus some college. Krystal has attended the same school for the last two years. She comes from a stable family that has sufficient income and health benefits. Her parents have job stability. Krystal is not in any special programs at school. Krystal would receive five points on the EOP in the student production section.


Scenario #4: Sasha






	Section I:Student Production

	Criteria
	Rating



	
Item 1: Number of years of schooling of primary caregiver, particularly mother

Question: How many years were you in school, starting with first grade?


	

	16+ years of schooling




	[image: images] 1 point



	

	12–15 years of schooling




	[image: images] 2 points



	

	Less than 12 years of schooling




	[image: images] 3 points



	
Item 2: Number of years at same school

Question: How long has your child gone to this school?

	

	Has spent or will spend two or more years in same school



	[image: images] 1 point



	

	Is and/or plans to be in same school for one year




	[image: images] 2 points



	

	Moves during year; is unlikely to stay for entire school year




	[image: images] 3 points



	
Item 3: Child/family have medical/health benefits

Question: Does your family have medical/health benefits that include child?

	

	All members are covered




	[image: images] 1 point



	

	Only employed parent(s) are covered




	[image: images] 2 points



	

	No members are covered




	[image: images] 3 points



	
Item 4: Number of years in same job; stability of income

Question: Do you and/or other adults in the household work outside the home? How long have you/they worked there?


	

	One or more adults are employed and have been consistently employed for two or more years with same company or type of work




	[image: images] 1 point



	

	One or more adults are employed and have been for at least one year with same company or type of work




	[image: images] 2 points



	

	No adult is employed or has been employed for more than six months with same company or type of work on full-time basis




	[image: images] 3 points



	
Item 5: Identified as LD, ED, ADHD, ADD, 504, Title I, bilingual, etc.

Question: Does your child receive any special services at school, such as with reading or math from a special teacher, in special education, special tutoring, etc.?


	

	No learning conditions identified




	[image: images] 1 point



	

	Identified learning problems; interventions appear effective; parents pleased with student's progress




	[image: images] 2 point



	

	Learning problems identified; interventions appear ineffective; parents displeased with progress




	[image: images] 3 point



	 
	Subtotal of Section I =
	7





An Analysis of Student Production: Sasha

Sasha has attended schools in the same district since kindergarten. Her mother is a high school graduate and has some post-high school training. Though Sasha's father carries medical insurance on Sasha, her mother has no health benefits. If Sasha's mother were to become seriously ill, the stability of the family would be in jeopardy. Sasha has not received any special services in the school. Sasha would receive seven points on the EOP in the student production section.

Students who demonstrate above-average to exceptional performance on work collected at school, while at the same time receiving a high score on the EOP on student production, show an ability to learn in spite of enormous obstacles. This is the case with Joe. Joe's performance on the state competency test, despite his limited resources, is a remarkable achievement. It also demonstrates the powerful potential influence of schooling on students from poverty.

The first step in hypothesizing about the possible degree to which the environment has affected the student's performance is to look at the home. Student production in school—as evidenced by products, portfolios, etc.—is juxtaposed against the observations of what is found in the home as revealed on the EOP. The following diagram illustrates this concept.

[image: images]


Home environmental factors are powerful influences on student production. School performance is typically lower because opportunities within the home do not enhance school performance. Azano, Callahan, Brodersen, and Caughey implemented a nontraditional identification process that used local norms, teacher rating scales, and campus-based criteria to identify more students as gifted in high-poverty rural schools. Over the five years of their program, which was funded by a Javits grant, they worked to convince school boards and administrators that traditional methods of identification overlooked many rural students from poverty. They found that teacher-created and campus-based methods of identification identified the brightest students on each campus more accurately, despite the students’ previous lack of opportunities or achievement.43

Assessing Student Production

When assessing student production, remember…


	Factors in the home environment affect student production at school; therefore, they must be factors in the identification process.

	Before collecting samples of work, teachers should model the activities and strategies for students from poverty and make sure all needed materials are available.

	Members of the selection committee must examine portfolios of students from poverty in the context of how they might manifest gifted behaviors differently.

	Local campus norms should be developed as part of the assessment of student production.



 


I. Student Production
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II. Informant Data
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III. Cognitive/Language Skills
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Summary of Data
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N/A = Not applicable






Chapter Five

Informant Data

This chapter focuses on the use of informant data as a qualitative means of assessing student performance. Informant data are valuable pieces of information elicited from parents, peers, and teachers. This chapter looks at instruments and measures that educators may use to obtain this information at school and then, employing the EOP, looks at home environmental factors that allow school personnel to assess the degree to which the environment has impacted school. At the end of the chapter, Manuel, Joe, Krystal, and Sasha are used to illustrate the influence of the home environment on what teachers and others observe about students in school.

Informant Data in School Environment

Three instruments recommended for use in collecting informant data using the Preponderance of Evidence Grid are:


	Slocumb-Payne Teacher Perception Inventory

	Peer Perception Inventory

	Student interview



Various methods and instruments have been developed for use with each of these groups. Specific ones are included, but school personnel may opt to use others so long as they allow for perceptions from a variety of sources.


Slocumb-Payne Teacher Perception Inventory

The most prevalent use of informant data in the identification process has been the use of teacher rating scales, specifically “Scales for Rating the Behavioral Characteristics of Superior Students.”44 Though training in the use of this instrument is essential, frequently the training does not occur because of time constraints within most educational systems. As a result, most teachers view the use of rating instruments as a means of “recommending” or “not recommending” a student for inclusion in the gifted/talented program.

Rating systems are perceptional inventories; they are not recommendation instruments. A teacher's perception of a student in an instructional context is significant. For example, a teacher's management style and types of instructional opportunities afforded students greatly contribute to the teacher's perception of the student. A student in a classroom that doesn't foster creative processes, unusual ideas, and original products is not likely to be perceived by the teacher as highly creative or particularly bright. The teacher who does most of the talking in the class, versus a teacher who allows students to do most of the talking, may not perceive a student who speaks up as highly verbal. The teacher is most likely to perceive the student as one who is unable or unwilling to pay attention, follow directions, or be quiet. Such negative perceptions result in a low student rating on a teacher rating scale.

To assess more accurately a teacher's perception of a student's behavioral characteristics, a rating scale is needed that forces the teacher to look at both the positive and negative manifestations of giftedness. Many students from poverty manifest the same attributes of giftedness as advantaged students; however, their manifestations may not be recognized because they are demonstrated in ways that conflict with middle-class values and norms.


Gifted Attribute: Large Storehouse of Knowledge





	
Educated household

Students from educated households may have large storehouses of knowledge about many things to which they have been exposed, such as…


	Space

	Architecture

	Politics

	Art

	Music

	Science

	Places they have visited




	
Less educated household

Students from less educated households may have large storehouses of knowledge about many things to which they have been exposed, such as…


	Singers

	Athletes

	Who has the most video games

	What can or cannot be purchased with food stamps

	Who can protect others in the neighborhood

	Other information related to entertainment, relationships, and survival








Does a student from poverty have any less of a “storehouse of knowledge” than a student from an educated household, or is it packaged differently because of economic and cultural differences and opportunities?

The Slocumb-Payne Teacher Perception Inventory: A Rating Scale for Superior Students from Diverse Backgrounds is an instrument designed to help teachers look at both the positive and negative manifestations of giftedness.45 The instrument asks teachers to read two descriptors related to the same attribute.

One descriptor is of a gifted attribute as it might be manifested in a middle-class context. The corresponding descriptor depicts the gifted attribute as it might be manifested in a lower-socioeconomic environment—or how it might be manifested in a less positive context. The teacher selects the descriptor that most closely aligns with the teacher's perception of the student. The teacher then rates the student on a scale of 1–4. Presented in this manner, a teacher's rating of students from educated and less educated households could be numerically equal. An example of one of the descriptors from this instrument, which is included toward the end of this chapter, follows.


[image: images]

Factoring both the negative and positive manifestations of giftedness increases the probability that the student from poverty will be treated equitably in the identification process.

Peer Perception Inventory

Student perceptions of other students are another valuable source of information. The Peer Perception Inventory asks students to name classmates who would be good at finding a lost puppy, getting the computer working, finding the words to a popular song, knowing the steps to a dance, knowing the secrets to winning a video game, repairing a backpack, or telling an entertaining story. The 15 items reflect many of the strengths, interests, and values of students from poverty. The frequency of times a student's name appears determines the point value that is entered on the Preponderance of Evidence Grid. For example, if five of a student's classmates named that student the person they would go to for learning the steps to a dance, or the person they would go to for help with math, etc., the student would receive 12 points on Section II-B of the Preponderance of Evidence Grid.

Student Interview

The student interview provides students themselves the opportunity to respond to different scenarios designed to elicit creative problem-solving responses. Students are rated on a scale of 1–3 using a rubric. Criteria are given to guide the interviewer in the overall assessment of each student's responses. Questions that may be used in the student interview also appear at the end of this chapter.


Informant Data in Home Environment

Informant data also are collected in the context of the home using the Environmental Opportunities Profile (EOP). The information collected represents factors that contribute significantly to the student behaviors teachers observe in school. Questions are asked that relate to the following:


	Support system in the home; ratio of adults to children.

	Age of the child in relationship to the peer group.

	Use of color and light in the home.

	Free or reduced lunch recipient.

	Member of the dominant racial, ethnic, or economic group of the school.

	Use of the time within the home environment; structure for meals, TV viewing, etc.



For each of the questions, the primary caregiver's response receives a point value of 1–3 points. The total points in the informant data category on the EOP (36 points) coincide with the informant data points received on the Slocumb-Payne Teacher Perception Inventory (12 points), Peer Perception Inventory (12 points), and student interview (12 points) for a total of 36 points.

Different lenses give different perspectives.

When examining informant data…


	Students from poverty manifest gifted behaviors in the context of their experiences, just as middle-class students do.

	Teachers’ perceptions of students are usually based on middle-class values and norms.

	Gifted behaviors for students from poverty must be looked at from a different perspective.

	Perceptions evolve based on a context in which the person doing the rating works with the student. That context usually controls the perception.




Manuel, Joe, Krystal, and Sasha

Using the scenarios of Manuel, Joe, Krystal, and Sasha from Chapter 3, the informant data section of the EOP would show the following point distributions.

Scenario #1: Manuel






	Section II:Informant Data

	Criteria
	Rating



	
Item 6: Parents born in United States

Question: Were you and your spouse born in the United States?


	

	Both parents born in United States




	[image: images] 1 point



	

	One parent born in United States




	[image: images] 2 points



	

	Neither parent born in United States




	[image: images] 3 points



	
Item 7: Support system in home—number of adult males in household

Question: How many adult men live in your house?

	

	One or more adult males live in household, consistently and fairly constantly



	[image: images] 1 point



	

	One adult male on fairly permanent basis; if divorced, father exercises visitation rights regularly




	[image: images] 2 points



	

	No adult males in household, or males are not in household on regular basis




	[image: images] 3 points



	
Item 8: Support system in home—number of adult females in household

Question: How many adult women live in the household?

	

	One or more adult females live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult female on fairly permanent basis; if divorced, mother exercises visitation rights regularly




	[image: images] 2 points



	

	No adult females in household, or females are not in household on regular basis




	[image: images] 3 points



	
Item 9: Support system in household—number of adults in household

Question: How many children are in the household and how many adults (ratio of children to adults)?


	

	Child/adult ratio is one to one or better




	[image: images] 1 point



	

	Child/adult ratio is two children to one adult




	[image: images] 2 points



	

	Child/adult ratio is three or more children to one adult




	[image: images] 3 points



	
Item 10: Amount of light in home

Question: Do you have lots of light in your house? Do you open the curtains during the day?


	

	Window coverings are open during day; three or more light fixtures and/or lamps are in major rooms in house




	[image: images] 1 point



	

	Window coverings partially open; overhead light or lamp per room




	[image: images] 2 points



	

	Window coverings closed; one or less low-wattage light bulb is used; light often comes from TV




	[image: images] 3 points



	
Item 11: Use of color in home décor

Question: What colors are in your house? Describe the colors of your walls, pictures, and furniture


	

	Light-colored walls with contrasting colors in drapes and furnishings




	[image: images] 1 point



	

	Neutral shades and décor; colors complement or blend rather than contrast




	[image: images] 2 points



	

	Darker décor; random use of mediumto-dark nondescript color




	[image: images] 3 points



	
Item 12: Is older or younger than classmates

Question: When was your child born? Did your child start kindergarten at age 5? Has your child ever been retained?

	

	Overage—has been retained, started school late, or has birthday within first two months of school



	[image: images] 1 point



	

	Same age range as classmates




	[image: images] 2 points



	

	Underage—has birthday one or two months prior to start date of school




	[image: images] 3 points



	
Item 13: Qualifies for and/or receives free or reduced lunch

Question: Does your child take part in the free- or reduced-lunch program at school? (Note: If this is a sensitive question to ask, check school records)

	

	No assistance




	[image: images] 1 point



	

	Reduced lunch




	[image: images] 2 points



	

	Free lunch




	[image: images] 3 points



	
Item 14: Child is member of dominant racial or ethnic group of campus (dominant means 50% or more of students belong to that group)

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 15: Child is member of dominant economic group of campus

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 16: There are general time frames for meals, TV, going to bed, taking bath, etc.

Question: Do you have a set time that you make your child take a bath? Go to bed? Watch TV? Do homework? Etc.

	

	Time frames exist and are consistently followed




	[image: images] 1 point



	

	Time frames exist for most and are often followed




	[image: images] 2 points



	

	Time frames vary or are nonexistent and are inconsistently followed




	[image: images] 3 points



	
Item 17: Child has spent night 50 miles or more away from home with parent or other family member

Question: Has your child ever been 50 miles or more away from home with you or another family member and stayed overnight? If so, how many times?


	

	Frequently—more than once a year




	[image: images] 1 point



	

	Occasionally—once a year (such as family vacation)




	[image: images] 2 points



	

	Never




	[image: images] 3 points



	 
	Subtotal of Section II =
	19






An Analysis of Informant Data: Manuel

Manuel's father was born in the United States; his mother was born in Mexico. Both of his parents live with him. Manuel has the benefit of having both an adult female and adult male as role models. With only two children in the household, there is a one-to-one ratio of adults to children in the home. This allows for more attention from adults than in households where there are more children than adults. The drapes are usually open during the day, and there is sufficient lighting in the home. The home is decorated in neutral tones. Manuel has a May 31st birth date, putting him in the same age range as his classmates. He is on free lunch. The dominant groups in the school are Hispanic and students who participate in the school's free lunch program. Manuel belongs to both groups. Though time frames exist within the home for watching television, eating, and going to bed, the schedules are not followed consistently. Manuel takes trips to Mexico with his family at least once a year to visit relatives. Manuel's EOP points are 19 out of a possible 36.

Scenario #2: Joe






	Section II:Informant Data

	Criteria
	Rating



	
Item 6: Parents born in United States

Question: Were you and your spouse born in the United States?


	

	Both parents born in United States




	[image: images] 1 point



	

	One parent born in United States




	[image: images] 2 points



	

	Neither parent born in United States




	[image: images] 3 points



	
Item 7: Support system in home—number of adult males in household

Question: How many adult men live in your house?

	

	One or more adult males live in household, consistently and fairly constantly



	[image: images] 1 point



	

	One adult male on fairly permanent basis; if divorced, father exercises visitation rights regularly




	[image: images] 2 points



	

	No adult males in household, or males are not in household on regular basis




	[image: images] 3 points



	
Item 8: Support system in home—number of adult females in household

Question: How many adult women live in the household?

	

	One or more adult females live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult female on fairly permanent basis; if divorced, mother exercises visitation rights regularly




	[image: images] 2 points



	

	No adult females in household, or females are not in household on regular basis




	[image: images] 3 points



	
Item 9: Support system in household—number of adults in household

Question: How many children are in the household and how many adults (ratio of children to adults)?


	

	Child/adult ratio is one to one or better




	[image: images] 1 point



	

	Child/adult ratio is two children to one adult




	[image: images] 2 points



	

	Child/adult ratio is three or more children to one adult




	[image: images] 3 points



	
Item 10: Amount of light in home

Question: Do you have lots of light in your house? Do you open the curtains during the day?


	

	Window coverings are open during day; three or more light fixtures and/or lamps are in major rooms in house




	[image: images] 1 point



	

	Window coverings partially open; overhead light or lamp per room




	[image: images] 2 points



	

	Window coverings closed; one or less low-wattage light bulb is used; light often comes from TV




	[image: images] 3 points



	
Item 11: Use of color in home décor

Question: What colors are in your house? Describe the colors of your walls, pictures, and furniture


	

	Light-colored walls with contrasting colors in drapes and furnishings




	[image: images] 1 point



	

	Neutral shades and décor; colors complement or blend rather than contrast




	[image: images] 2 points



	

	Darker décor; random use of mediumto-dark nondescript color




	[image: images] 3 points



	
Item 12: Is older or younger than classmates

Question: When was your child born? Did your child start kindergarten at age 5? Has your child ever been retained?

	

	Overage—has been retained, started school late, or has birthday within first two months of school



	[image: images] 1 point



	

	Same age range as classmates




	[image: images] 2 points



	

	Underage—has birthday one or two months prior to start date of school




	[image: images] 3 points



	
Item 13: Qualifies for and/or receives free or reduced lunch

Question: Does your child take part in the free- or reduced-lunch program at school? (Note: If this is a sensitive question to ask, check school records)

	

	No assistance




	[image: images] 1 point



	

	Reduced lunch




	[image: images] 2 points



	

	Free lunch




	[image: images] 3 points



	
Item 14: Child is member of dominant racial or ethnic group of campus (dominant means 50% or more of students belong to that group)

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 15: Child is member of dominant economic group of campus

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 16: There are general time frames for meals, TV, going to bed, taking bath, etc.

Question: Do you have a set time that you make your child take a bath? Go to bed? Watch TV? Do homework? Etc.

	

	Time frames exist and are consistently followed




	[image: images] 1 point



	

	Time frames exist for most and are often followed




	[image: images] 2 points



	

	Time frames vary or are nonexistent and are inconsistently followed




	[image: images] 3 points



	
Item 17: Child has spent night 50 miles or more away from home with parent or other family member

Question: Has your child ever been 50 miles or more away from home with you or another family member and stayed overnight? If so, how many times?


	

	Frequently—more than once a year




	[image: images] 1 point



	

	Occasionally—once a year (such as family vacation)




	[image: images] 2 points



	

	Never




	[image: images] 3 points



	 
	Subtotal of Section II =
	30







An Analysis of Informant Data: Joe

Joe lives with his mother who was born in the United States. His father was born in the United States, but Joe's father does not see his son regularly. Joe doesn't have the benefit of any male role models. The adult/child ratio is one adult to five children. The apartment in which Joe lives is decorated in shades of brown, and the window coverings are usually drawn to save electricity. Lighting in the apartment is limited. Joe was born in July, making him younger than most students in his grade. The dominant group in the school is black. Joe is white; therefore, he is not a member of the dominant racial or ethnic group. He is, however, one of the 85% who participates in the free lunch program, making him a member of the dominant economic group in the school. Joe may stay up late, and the family doesn't have an established routine for eating, watching television, or going to bed. Joe has never been 50 miles away from home to spend the night. Joe's EOP points are 30 out of a possible 36.

Scenario #3: Krystal






	Section II:Informant Data

	Criteria
	Rating



	
Item 6: Parents born in United States

Question: Were you and your spouse born in the United States?


	

	Both parents born in United States




	[image: images] 1 point



	

	One parent born in United States




	[image: images] 2 points



	

	Neither parent born in United States




	[image: images] 3 points



	
Item 7: Support system in home—number of adult males in household

Question: How many adult men live in your house?

	

	One or more adult males live in household, consistently and fairly constantly



	[image: images] 1 point



	

	One adult male on fairly permanent basis; if divorced, father exercises visitation rights regularly




	[image: images] 2 points



	

	No adult males in household, or males are not in household on regular basis




	[image: images] 3 points



	
Item 8: Support system in home—number of adult females in household

Question: How many adult women live in the household?

	

	One or more adult females live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult female on fairly permanent basis; if divorced, mother exercises visitation rights regularly




	[image: images] 2 points



	

	No adult females in household, or females are not in household on regular basis




	[image: images] 3 points



	
Item 9: Support system in household—number of adults in household

Question: How many children are in the household and how many adults (ratio of children to adults)?


	

	Child/adult ratio is one to one or better




	[image: images] 1 point



	

	Child/adult ratio is two children to one adult




	[image: images] 2 points



	

	Child/adult ratio is three or more children to one adult




	[image: images] 3 points



	
Item 10: Amount of light in home

Question: Do you have lots of light in your house? Do you open the curtains during the day?


	

	Window coverings are open during day; three or more light fixtures and/or lamps are in major rooms in house




	[image: images] 1 point



	

	Window coverings partially open; overhead light or lamp per room




	[image: images] 2 points



	

	Window coverings closed; one or less low-wattage light bulb is used; light often comes from TV




	[image: images] 3 points



	
Item 11: Use of color in home décor

Question: What colors are in your house? Describe the colors of your walls, pictures, and furniture


	

	Light-colored walls with contrasting colors in drapes and furnishings




	[image: images] 1 point



	

	Neutral shades and décor; colors complement or blend rather than contrast




	[image: images] 2 points



	

	Darker décor; random use of mediumto-dark nondescript color




	[image: images] 3 points



	
Item 12: Is older or younger than classmates

Question: When was your child born? Did your child start kindergarten at age 5? Has your child ever been retained?

	

	Overage—has been retained, started school late, or has birthday within first two months of school



	[image: images] 1 point



	

	Same age range as classmates




	[image: images] 2 points



	

	Underage—has birthday one or two months prior to start date of school




	[image: images] 3 points



	
Item 13: Qualifies for and/or receives free or reduced lunch

Question: Does your child take part in the free- or reduced-lunch program at school? (Note: If this is a sensitive question to ask, check school records)

	

	No assistance




	[image: images] 1 point



	

	Reduced lunch




	[image: images] 2 points



	

	Free lunch




	[image: images] 3 points



	
Item 14: Child is member of dominant racial or ethnic group of campus (dominant means 50% or more of students belong to that group)

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 15: Child is member of dominant economic group of campus

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 16: There are general time frames for meals, TV, going to bed, taking bath, etc.

Question: Do you have a set time that you make your child take a bath? Go to bed? Watch TV? Do homework? Etc.

	

	Time frames exist and are consistently followed




	[image: images] 1 point



	

	Time frames exist for most and are often followed




	[image: images] 2 points



	

	Time frames vary or are nonexistent and are inconsistently followed




	[image: images] 3 points



	
Item 17: Child has spent night 50 miles or more away from home with parent or other family member

Question: Has your child ever been 50 miles or more away from home with you or another family member and stayed overnight? If so, how many times?


	

	Frequently—more than once a year




	[image: images] 1 point



	

	Occasionally—once a year (such as family vacation)




	[image: images] 2 points



	

	Never




	[image: images] 3 points



	 
	Subtotal of Section II =
	14






An Analysis of Informant Data: Krystal

Krystal's parents were born in the United States. Both parents and a nanny reside in the home. Krystal has supporting adults in her life. She lives in a spacious home that is nicely decorated. She is within the average age range of her classmates. She does not receive free lunch. Since very few students in her school receive free lunch, she is a member of the dominant economic group of the school. Her school population is 15% black; therefore, Krystal is not a member of the dominant racial group at her school. Krystal's EOP points are 14 out of a possible 36.


Scenario #4: Sasha






	Section II:Informant Data

	Criteria
	Rating



	
Item 6: Parents born in United States

Question: Were you and your spouse born in the United States?


	

	Both parents born in United States




	[image: images] 1 point



	

	One parent born in United States




	[image: images] 2 points



	

	Neither parent born in United States




	[image: images] 3 points



	
Item 7: Support system in home—number of adult males in household

Question: How many adult men live in your house?

	

	One or more adult males live in household, consistently and fairly constantly



	[image: images] 1 point



	

	One adult male on fairly permanent basis; if divorced, father exercises visitation rights regularly




	[image: images] 2 points



	

	No adult males in household, or males are not in household on regular basis




	[image: images] 3 points



	
Item 8: Support system in home—number of adult females in household

Question: How many adult women live in the household?

	

	One or more adult females live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult female on fairly permanent basis; if divorced, mother exercises visitation rights regularly




	[image: images] 2 points



	

	No adult females in household, or females are not in household on regular basis




	[image: images] 3 points



	
Item 9: Support system in household—number of adults in household

Question: How many children are in the household and how many adults (ratio of children to adults)?


	

	Child/adult ratio is one to one or better




	[image: images] 1 point



	

	Child/adult ratio is two children to one adult




	[image: images] 2 points



	

	Child/adult ratio is three or more children to one adult




	[image: images] 3 points



	
Item 10: Amount of light in home

Question: Do you have lots of light in your house? Do you open the curtains during the day?


	

	Window coverings are open during day; three or more light fixtures and/or lamps are in major rooms in house




	[image: images] 1 point



	

	Window coverings partially open; overhead light or lamp per room




	[image: images] 2 points



	

	Window coverings closed; one or less low-wattage light bulb is used; light often comes from TV




	[image: images] 3 points



	
Item 11: Use of color in home décor

Question: What colors are in your house? Describe the colors of your walls, pictures, and furniture


	

	Light-colored walls with contrasting colors in drapes and furnishings




	[image: images] 1 point



	

	Neutral shades and décor; colors complement or blend rather than contrast




	[image: images] 2 points



	

	Darker décor; random use of mediumto-dark nondescript color




	[image: images] 3 points



	
Item 12: Is older or younger than classmates

Question: When was your child born? Did your child start kindergarten at age 5? Has your child ever been retained?

	

	Overage—has been retained, started school late, or has birthday within first two months of school



	[image: images] 1 point



	

	Same age range as classmates




	[image: images] 2 points



	

	Underage—has birthday one or two months prior to start date of school




	[image: images] 3 points



	
Item 13: Qualifies for and/or receives free or reduced lunch

Question: Does your child take part in the free- or reduced-lunch program at school? (Note: If this is a sensitive question to ask, check school records)

	

	No assistance




	[image: images] 1 point



	

	Reduced lunch




	[image: images] 2 points



	

	Free lunch




	[image: images] 3 points



	
Item 14: Child is member of dominant racial or ethnic group of campus (dominant means 50% or more of students belong to that group)

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 15: Child is member of dominant economic group of campus

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more




	[image: images] 2 points



	

	Not member of dominant group




	[image: images] 3 points



	
Item 16: There are general time frames for meals, TV, going to bed, taking bath, etc.

Question: Do you have a set time that you make your child take a bath? Go to bed? Watch TV? Do homework? Etc.

	

	Time frames exist and are consistently followed




	[image: images] 1 point



	

	Time frames exist for most and are often followed




	[image: images] 2 points



	

	Time frames vary or are nonexistent and are inconsistently followed




	[image: images] 3 points



	
Item 17: Child has spent night 50 miles or more away from home with parent or other family member

Question: Has your child ever been 50 miles or more away from home with you or another family member and stayed overnight? If so, how many times?


	

	Frequently—more than once a year




	[image: images] 1 point



	

	Occasionally—once a year (such as family vacation)




	[image: images] 2 points



	

	Never




	[image: images] 3 points



	 
	Subtotal of Section II =
	19






An Analysis of Informant Data: Sasha

Sasha's parents were born in the United States. Though her father doesn't live with her, Sasha sees him on a regular basis. The child/adult ratio is one to one. Sasha's home is nicely decorated, and the space is sufficient for two people. She has a September birth date, making her older than her classmates. She doesn't receive free lunch; however, the majority of the students at her school are on free lunch. As a result, Sasha is not a member of the dominant economic group of the school. She also is not a member of the dominant racial group of the school. Though her mother is gone many nights because of her work, she does call and check on Sasha and remind her of her homework. Sasha, however, is left to set her own schedule. Sasha doesn't spend the night away from home very much, but she does travel to see her grandmother once a year. She has access to a computer in her home. Sasha's EOP points are 19 out of a possible 36.

A Comparison of Manuel, Joe, Krystal, and Sasha

Of the four students, Joe's deprivation is greatest. He lives in a smaller environment with fewer resources than Manuel, Krystal, and Sasha. Manuel has the advantage of having adults in his life daily. Though Manuel's and Sasha's home routines are not consistently followed, they are nevertheless more predictable than Joe's. Being one of five children with one adult earning less than $15,000 a year makes Joe's life very unpredictable. Though Manuel doesn't have access to more money than Joe does, the number of people who are dependent on that income is less. Manuel and Krystal both have a father who has been consistently employed. Krystal, Joe, and Sasha have parents who are purchasing a home. That economic factor adds stability and predictability to their lives.

Of the four, Krystal has the greatest opportunities within the home. Her family vacations twice a year, and she attends a summer camp. Sasha and Manuel do have stable lives; however, Manuel has a greater support system than Sasha does. Manuel has a mother who stays at home. Sasha is left on her own while her mother works.

Joe is not so fortunate. The EOP points for Manuel, Joe, Krystal, and Sasha reflect the opportunities that exist within their individual home environments. Manuel and Sasha have loving and caring parents who are employed. Their lives, however, can change drastically if anything happens to their primary caregivers. With no medical coverage, one major illness could put the family in situational poverty. Of the four students, Joe is in the greatest need with the fewest resources within the home.

 


Slocumb-Payne Teacher Perception Inventory: A Scale for Rating Superior Students from Diverse Backgrounds

[image: images]

Directions: This scale is designed to obtain a teacher's perception of a student's characteristics as a potentially gifted/talented student. This is not a recommendation form; it is a perception of a student within the context of a classroom or school. Since each classroom is as unique as the teacher conducting that classroom, one teacher's perception of a student may vary considerably from that of another.

The items are derived from the research literature dealing with characteristics of gifted and creative persons. A considerable number of individual differences can be found within any student population; therefore, the profiles are likely to vary a great deal. There is no right answer to any question.

Each descriptor item in each row should be read from the left and from the right, and then circle the applicable number that best describes your perception of the student as related to that descriptor. You are to circle only one number in each row. Each descriptor is designed to be “two sides of same coin.” Persons completing this instrument may find it helpful to first read the descriptor on the left, then the one on the right, and then place a check mark beside the descriptor that best aligns with your perception of the student under consideration. Then, using that descriptor, circle the number that most closely describes your perception of the student in relation to the descriptor.

One descriptor item per row (either the one on the left or the right) is to be rated as follows:

1 = Seldom or never

2 = Occasionally

3 = Frequently

4 = Almost always
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Student Interview

[image: images]

1.One day when you arrive at school, you discover that your teacher is ill and will be out of school for the remainder of the school year. Your new substitute teacher enters the room. Much to your surprise, your new teacher is a robot. Your robot teacher says that it can do many things that your regular teacher couldn't do. How would you like your robot teacher to be different from your regular teacher? What would you like your robot teacher to do that your regular teacher does not do? (Listen for connection to technology, sense of fairness, magic, personification, humor. Push the student to elaborate.)

2.You turn the television on and there is a movie on. The movie is about you. Tell me what you think is happening in that movie about you. It's your movie; you can make it do anything you want. (Push for a plot to be revealed. Does the story have other people, things, or ideas out of the ordinary?)

3.If you could fix one thing in your neighborhood, what would you fix and how would you go about fixing it? (Listen for scope and abstraction. With older and/or more affluent children, substitute town, state, United States, or world for neighborhood.)

4.Would you consider yourself an “expert” on a subject that is not taught in school? Why are you an “expert” in this? How did you become an expert? (If students do not understand what an expert is, explain it to them. Ask probing questions if the student can't think of anything. Example: “What is something your friends always ask you to do because they know you can do it better than anyone else?”)

5.What is the easiest way for you to learn something new? (Push for an elaboration of a method or rate of learning.)

6.Have you ever been bored? Tell me about what happens when you get bored. How do you handle it? (Listen for creative ways to handle boredom. Listen for problem-solving strategies.)

7.You just won a new television set. This TV is different from some others. You can schedule the shows you want to watch between 7 and 8 o'clock each night without using a DVR. You also can make them last 15 minutes, 30 minutes, 45 minutes, or one hour in length without commercials. Which shows would you want to watch during that hour on Monday night? What about on Tuesday night? Wednesday night? Etc. (If the student names the same shows for several days, stop the questioning. Listen for a theme as to the types of shows the student is selecting. Ask if the student would always watch them in the same order.)

8.What do you think being gifted means? Can you give me the names of at least two people whom you believe to be gifted? These can be people you know, people you have read about, or even people who are not alive anymore. Describe for me why you think they are gifted. (If the student doesn't have a personal definition of gifted, talk about gifted people as those who have some exceptional abilities. You can use fairy tales or fictional characters as examples.)


9.Your two best friends are having a problem. They are mad at each other. You like them both and want the three of you to play like you used to. How would you go about getting your two best friends to stop being mad at each other and be best friends again? (Listen for problem-solving strategies. Ask other questions that will cause the student to speculate on possible strategies to use. Example: “Well, what if that didn't work? What would you try next?”)

10.If you could invent one thing that would help another person, what would you invent and why? (Listen for a creative response that shows an awareness of others and their needs. The student could refer to a group rather than an individual.)

Remember…

In conducting the student interview, make it as conversational as possible.


	Set the student at ease by asking questions about the student and the student's family.

	Try to get the student to elaborate.

	Probe for more. Ask clarifying questions.



Peer Nomination (Elementary)

Note: The peer nomination process works best in a classroom that is heterogeneously grouped. Students who are grouped homogeneously (no matter how low the students appear academically) will perceive some of the other students in the class as their best resource when answering the questions. Campuses that practice such grouping configurations will probably have a larger percentage of students from poverty included in those classes. For this reason, students in these classrooms should still have the opportunity to nominate their peers.

For younger children, a grid that includes the names of the students across the top with the questions down the left side of the grid works best. This allows younger children to put an X in a box without them struggling with the spelling the other students’ names.

Think about the other students in your class. who would you go ask if…


	You wanted the best ideas about how to find a lost puppy?

	You wanted to get the computer working?

	You needed advice about a friend?

	You needed all the words to a popular song?

	You needed to know the steps to a dance?

	You didn't have lunch money?

	You needed to know what happened on the last three episodes of a TV show?

	You needed help with your math?

	You needed a good drawing?

	You needed someone who could help you win an argument with someone else?

	You needed the secrets to winning a video game?

	You needed your backpack fixed?

	You needed a personal problem explained to the teacher?

	You wanted to hear a good story?

	You wanted someone to make you laugh?



 


Preponderance of Evidence Grid

I. Student Production
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II. Informant Data
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III. Cognitive/Language Skills
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Summary of Data
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N/A = Not applicable






Chapter Six

Cognitive/Language Skills

Language strongly influences one's perception of another's abilities. The more formal the language, and the more articulate and larger the vocabulary, the brighter the person is perceived to be. Students from educated households have usually had an exposure to language that has expanded their vocabulary and has taught them formal register by example.46 For students from less educated households, the opportunities for an extended vocabulary are greatly diminished, and the spoken vocabulary to which the student is exposed is more frequently in casual register. This chapter looks at the cognitive and language skills of students from poverty. This chapter also explores the significance that standardized testing has for students from poverty. Factors within the home environment also are examined as they contribute to the performance of students in cognitive and language skill development in school.

In assessing a student's performance in the cognitive/language category, educators may gather a sample of a student's abilities in the areas of reading, writing, and mathematics, and teachers can use a rubric that outlines expected proficiencies to assess students’ performance in these areas. Categories that may be useful in measuring each of these appear in the subsequent chart.


Cognitive/Language Skills






	Reading
	Writing
	Mathematics



	

	Fluency

	Constructive use of language

	Motivation to read

	Applications of reading strategies to get meaning from print



	

	Organization and structure

	Language control

	Support and elaboration

	Staying focused on topic



	

	Conceptualizing mathematical problems and solutions

	Logical reasoning

	Cause-and-effect relationships







The Environmental Opportunities Profile (EOP) also examines the support base within the home environment that fosters the development of cognitive and language abilities. Areas addressed include:


	Number of significant relationships within the home.

	Number of children's books available.

	Presence of newspapers and magazines.

	Use of formal and casual register.

	Language spoken in the home.



Students who lack resources within the home environment receive more points on the EOP than do those who have the resources. This allows those who are charged with selecting the gifted/talented students to assess the measured performance within the school in the context of the opportunities that exist within the home environment. The question is: “Have the opportunities within the home environment enhanced or limited the student's performance in school?”

An examination of the home environments of Manuel, Joe, Krystal, and Sasha shows this impact. The EOP for these four students on the cognitive/language skills section follows.


Scenario #1: Manuel






	Section III:Cognitive/Language Skills

	Criteria
	Rating



	
Item 18: Significant relationships

Question: Who is the primary caregiver of the child?


	

	Two or more significant relationships




	[image: images] 1 point



	

	At least one significant relationship




	[image: images] 2 points



	

	None




	[image: images] 3 points



	
Item 19: Number of children's books in home

Question: How many books does your child have that are for your child? (Note: Books should have been purchased for the child)


	

	Two or more books per year of age




	[image: images] 1 point



	

	One book per year of age




	[image: images] 2 points



	

	Less than one book per year of age




	[image: images] 3 points



	
Item 20: Presence of newspapers or magazines in home

Question: Do you purchase newspapers or magazines on a regular basis?


	

	Daily newspaper and two or more magazines




	[image: images] 1 point



	

	Weekend newspaper or tabloid purchased on regular basis; magazines purchased at store




	[image: images] 2 points



	

	No systematic access to newspapers or magazines




	[image: images] 3 points



	
Item 21: Formal register is used at home (in any language)

Question: Observe for use of language


	

	Spoken and written formal register (in any language) used by all adult household members




	[image: images] 1 point



	

	Formal register spoken by all adult household members, but not written




	[image: images] 2 points



	

	Casual register used by one or more of household adults; very little writing of any kind




	[image: images] 3 points



	
Item 22: Speaks language other than English

Question: What languages are spoken in the home? (Observation)


	

	All adults in household speak English




	[image: images] 1 point



	

	At least one adult speaks at least one language fluently




	[image: images] 2 points



	

	Language acquisition delayed, or no dominant language; poor grammatical structures used orally




	[image: images] 3 points



	 
	Subtotal of Section III =
	10





An Analysis of Cognitive/Language Skills: Manuel

Manuel's greatest resource is the presence of both a mother and a father in the household. The books he has in the home belong to the school; therefore, he has not grown up surrounded by written language. Just about the only time a newspaper is purchased is to access coupons. His father speaks and writes English and uses formal register when speaking to others. His mother, though she is in the process of learning English, speaks and writes Spanish. Out of a maximum of 15 points, Manuel received 10 in the cognitive/language section of the EOP.

Scenario #2: Joe






	Section III:Cognitive/Language Skills

	Criteria
	Rating



	
Item 18: Significant relationships

Question: Who is the primary caregiver of the child?


	

	Two or more significant relationships




	[image: images] 1 point



	

	At least one significant relationship




	[image: images] 2 points



	

	None




	[image: images] 3 points



	
Item 19: Number of children's books in home

Question: How many books does your child have that are for your child? (Note: Books should have been purchased for the child)


	

	Two or more books per year of age




	[image: images] 1 point



	

	One book per year of age




	[image: images] 2 points



	

	Less than one book per year of age




	[image: images] 3 points



	
Item 20: Presence of newspapers or magazines in home

Question: Do you purchase newspapers or magazines on a regular basis?


	

	Daily newspaper and two or more magazines




	[image: images] 1 point



	

	Weekend newspaper or tabloid purchased on regular basis; magazines purchased at store




	[image: images] 2 points



	

	No systematic access to newspapers or magazines




	[image: images] 3 points



	
Item 21: Formal register is used at home (in any language)

Question: Observe for use of language


	

	Spoken and written formal register (in any language) used by all adult household members




	[image: images] 1 point



	

	Formal register spoken by all adult household members, but not written




	[image: images] 2 points



	

	Casual register used by one or more of household adults; very little writing of any kind




	[image: images] 3 points



	
Item 22: Speaks language other than English

Question: What languages are spoken in the home? (Observation)


	

	All adults in household speak English




	[image: images] 1 point



	

	At least one adult speaks at least one language fluently




	[image: images] 2 points



	

	Language acquisition delayed, or no dominant language; poor grammatical structures used orally




	[image: images] 3 points



	 
	Subtotal of Section III =
	12





An Analysis of Cognitive/Language Skills: Joe

The only significant adult in Joe's life is his mother. Money is not spent on books. The only books to which Joe has access are his textbooks and those from the school library. The family doesn't subscribe to any newspapers or magazines. His mother doesn't communicate in formal register, as evidenced by her saying, “He don't get in no trouble.” Only English is spoken in Joe's home. Out of a maximum of 15 points, Joe received 12 points in the cognitive/language section of the EOP

Scenario #3: Krystal






	Section III:Cognitive/Language Skills

	Criteria
	Rating



	
Item 18: Significant relationships

Question: Who is the primary caregiver of the child?


	

	Two or more significant relationships




	[image: images] 1 point



	

	At least one significant relationship




	[image: images] 2 points



	

	None




	[image: images] 3 points



	
Item 19: Number of children's books in home

Question: How many books does your child have that are for your child? (Note: Books should have been purchased for the child)


	

	Two or more books per year of age




	[image: images] 1 point



	

	One book per year of age




	[image: images] 2 points



	

	Less than one book per year of age




	[image: images] 3 points



	
Item 20: Presence of newspapers or magazines in home

Question: Do you purchase newspapers or magazines on a regular basis?


	

	Daily newspaper and two or more magazines




	[image: images] 1 point



	

	Weekend newspaper or tabloid purchased on regular basis; magazines purchased at store




	[image: images] 2 points



	

	No systematic access to newspapers or magazines




	[image: images] 3 points



	
Item 21: Formal register is used at home (in any language)

Question: Observe for use of language


	

	Spoken and written formal register (in any language) used by all adult household members




	[image: images] 1 point



	

	Formal register spoken by all adult household members, but not written




	[image: images] 2 points



	

	Casual register used by one or more of household adults; very little writing of any kind




	[image: images] 3 points



	
Item 22: Speaks language other than English

Question: What languages are spoken in the home? (Observation)


	

	All adults in household speak English




	[image: images] 1 point



	

	At least one adult speaks at least one language fluently




	[image: images] 2 points



	

	Language acquisition delayed, or no dominant language; poor grammatical structures used orally




	[image: images] 3 points



	 
	Subtotal of Section III =
	5





An Analysis of Cognitive/Language Skills: Krystal

Krystal comes from an educated household. She has a mother, father, and nanny. She is surrounded by books, computers, daily newspapers, and other resources that her parents can afford. Formal-register language is used in the home by both parents and the nanny. Out of a maximum of 15 points, Krystal received five points in the cognitive/language section of the EOP.


Scenario #4: Sasha






	Section III:Cognitive/Language Skills

	Criteria
	Rating



	
Item 18: Significant relationships

Question: Who is the primary caregiver of the child?


	

	Two or more significant relationships




	[image: images] 1 point



	

	At least one significant relationship




	[image: images] 2 points



	

	None




	[image: images] 3 points



	
Item 19: Number of children's books in home

Question: How many books does your child have that are for your child? (Note: Books should have been purchased for the child)


	

	Two or more books per year of age




	[image: images] 1 point



	

	One book per year of age




	[image: images] 2 points



	

	Less than one book per year of age




	[image: images] 3 points



	
Item 20: Presence of newspapers or magazines in home

Question: Do you purchase newspapers or magazines on a regular basis?


	

	Daily newspaper and two or more magazines




	[image: images] 1 point



	

	Weekend newspaper or tabloid purchased on regular basis; magazines purchased at store




	[image: images] 2 points



	

	No systematic access to newspapers or magazines




	[image: images] 3 points



	
Item 21: Formal register is used at home (in any language)

Question: Observe for use of language


	

	Spoken and written formal register (in any language) used by all adult household members




	[image: images] 1 point



	

	Formal register spoken by all adult household members, but not written




	[image: images] 2 points



	

	Casual register used by one or more of household adults; very little writing of any kind




	[image: images] 3 points



	
Item 22: Speaks language other than English

Question: What languages are spoken in the home? (Observation)


	

	All adults in household speak English




	[image: images] 1 point



	

	At least one adult speaks at least one language fluently




	[image: images] 2 points



	

	Language acquisition delayed, or no dominant language; poor grammatical structures used orally




	[image: images] 3 points



	 
	Subtotal of Section III =
	10




An Analysis of Cognitive/Language Skills: Sasha

Sasha has somewhat limited resources in her home environment. She lives in a single-parent household. No daily newspaper comes to the home, and Sasha does not have access to books that are for her. Formal-register language is used in the home, and English is the language spoken in the home. Even though Sasha sees her father on a regular basis, her mother is the primary caregiver and the only adult to whom Sasha has ready access daily. Out of a maximum of 15 points, Sasha received 10 points in the cognitive/language section of the EOP.

A Comparison of Manuel, Joe, Krystal, and Sasha

Again, Joe's deprivation is greater than Manuel's, Krystal's, and Sasha's as measured by the EOP. In this section, however, Sasha's and Manuel's deprivation is closer than was reflected in the student production and informant data sections of the EOP. This is primarily due to the absence of books and newspapers in the home, invaluable tools in cognitive and language-skill development in young children. The fact that Manuel's and Krystal's parents did graduate from high school gives Manuel and Krystal an advantage over Joe, whose mother did not graduate from high school. Manuel's and Sasha's parents also use formal-register language in daily communications, whereas Joe's mother communicates in casual register. This is significant because it models appropriate syntax for young children, and learning formal register increases the probability of doing well in school and later in the workplace. Manuel was in a bilingual program, and Joe was in the school's Title I program. Krystal and Sasha have never received any special services. Joe's school performance also shows a history of problems in reading and writing. Krystal has the most opportunities by far. Having two college graduates as parents who are employed in professional positions affords Krystal opportunities that the other three students cannot have. The lack of home opportunities in the areas of cognitive and language development in the early years is most evident in school performance.

Standardized Testing Data

Kamin (cited in Torrance, 1982) states that intelligence tests never would have been accepted in the United States if there had been no bias against minority populations.47 Research has shown that intelligence tests, achievement tests, and teacher perceptions are biased against children from poverty or for whom English is not their primary language. However, intelligence tests are often one of the major criteria used to identify students for gifted/talented programs. Even when multiple criteria are used, qualitative data and anecdotal data tend to be overshadowed by standardized measures.48 Added to this problem is the insistence from middle-class and upper middle-class families to use these tests on which their children excel.


If standardized tests are given a major role in the identification of gifted/talented students, the potential of many culturally and socioeconomically marginalized students will go undetected, unappreciated, and underserved.

Standardized testing data on the Preponderance of Evidence Grid are acknowledged; however, they don't take precedence over the qualitative data collected under each of the three major categories: student production, informant data, and cognitive/language skills.


	Students who score fewer than half of the 66 total points on the EOP receive a point value for their standardized scores.



These students represent that segment of the student population who have had access to resources within the home environment that help them perform well in school.


	Students who score more than half of the 66 total points on the EOP do not receive a point value for their standardized scores, as the scores are presumed invalid.



These students represent that segment of the student population who have not had access to resources within the home environment that help them perform well in school. Therefore, the standardized test scores for students who receive more than 33 points on the EOP are not considered. Without opportunities within the home environment, students from poverty may not perform at a level comparable to those who have had an abundance of opportunities within the home environment. Therefore, standardized achievement tests and intelligence tests are not considered valid measures for students from poverty.

In the student scenarios, Manuel, Joe, and Sasha would be screened for the gifted/talented program without their standardized test scores counting. Manuel's total points on the EOP were 38, Joe's were 53, and Sasha's were 35. All three students received more than half the total possible points. Krystal, however, scored 24 points. Krystal's standardized test scores would be considered in the identification process.

In using the EOP, school officials can look at all students in relation to the resources and opportunities that are available in the home. Sasha is not on free lunch. She is not a student from poverty. Because of some of her home conditions, however, she surfaces in the identification process as a student who lacks significant opportunities within the home environment. Since she is not as deprived as Joe, she would receive fewer total points unless her performance in school is high enough to offset the EOP points. The higher the number of points on the EOP, the lower the other scores can be—and the student still has the possibility of qualifying for the gifted/talented program. Conversely, the lower the number of points on the EOP, the higher the other scores need to be for the student to qualify for the gifted/talented program.

Analyzing the Data

The data collected in each of the categories (student production, informant data, cognitive/language skills, and standardized testing data) are totaled and entered on the Preponderance of Evidence Grid. The corresponding categories on the EOP also are totaled and entered on the Preponderance of Evidence Grid. The following chart illustrates how consideration of the home environment begins to bring equity into the process for identifying potentially gifted students from both privileged and underprivileged backgrounds.

Two Hypothetical Students

[image: images]

Minimum and maximum scores for each of the sources of information collected at school are reflected in the chart above. For the non-poverty student, it is assumed the student would earn the maximum number of points on school-related work (the qualitative data). It is assumed also that the student would receive the minimum number of points on the EOP because the student has the “ideal” resources and opportunities that support academic success in school.

For the poverty student, the opposite is assumed. It is assumed the student would earn the minimum number of points on school-related work while earning the maximum number of points on the EOP because of the deprivation within the home environment. The juxtaposed scores are totaled, allowing students from poverty to emerge within a competitive range with those students from more privileged backgrounds.

In the example, the student from poverty earned more than half of the total available points on the EOP; therefore, the student's standardized test scores are considered invalid.

Disregarding standardized testing measures, the student from poverty and the non-poverty student have the same number of points. This brings equity to an identification process that historically has treated students equally but inequitably.

Preponderance of Evidence Grid

In lieu of using standardized testing data, educators must decide if the data in each of the categories are indicative of gifted or non-gifted performance, given the environmental circumstances of the student. Using the Preponderance of Evidence Grid, committee members must make a judgment about the student's performance in the areas of student production, informant data, and cognitive/language skills. On standardized testing data, a student's performance is either valid or invalid, based on the points accrued on the EOP. Students who received more than 33 points on the EOP have many factors inhibiting them from manifesting gifted behaviors on traditional achievement and intelligence tests.

Teachers and administrators must understand that, despite their lack of opportunities, students from poverty sometimes do outperform the stereotypes and score well on standardized tests. Those students from poverty who do well on these standardized measures and also accrue more than 33 points on the EOP should be considered seriously for inclusion in the gifted program. They are performing at a high level despite their environmental factors.

Of the four sections of data on the Preponderance of Evidence Grid, students should meet the criteria in at least three. Students who receive only two out of four become a professional judgment call that the selection committee must make. The selection committee should also look at the overall performance of students in the context of their environmental factors when formulating professional opinions about the student's potential giftedness. When in doubt, it is appropriate to err on the side of the students and what is in their best interest.


A row also is included on the Preponderance of Evidence Grid that allows the selection committee to note whether the data in each section are valid or invalid. This allows the selection committee to consider factors that may have invalidated some of the scores collected. For example, students who look at their neighbor for help during a math replication activity cannot be considered as having a valid indicator of their performance. A teacher's perception of a student who has been in the teacher's class for only a week is probably invalid. Selection committee members need the latitude, and have the responsibility to take the latitude, to invalidate scores when external factors have skewed the results.

Using a Preponderance of Evidence Grid in the context of environmental conditions allows all children to be considered as potentially gifted because it focuses on treating all students equitably. Equity in identification of all potentially gifted/talented students can occur only when the factors within the home environment are in balance with the performance being examined at school. Without looking closely at the opportunities within the home environment, student performance in school may be interpreted as gifted or not gifted when in fact it is the opportunity within the home environment that has been identified, not the ability of the student.

 



Irving (Ving) Rhames

Actor

Ving Rhames grew up in Harlem surrounded by drugs, violence, and crime. His father came and went, but his mother was always there. He never did drugs, and his mother introduced him to church.

In an interview with Gail Buchalter, Rhames said, “Growing up poor, you can't put your faith in the landlord when you don't have heat and hot water, because he's the slumlord. You feel you don't have the power to change your predicament, and that forced me and a lot of other people to look to a higher source. I think my mother also used the church as a controlling device—the fear factor was going to hell.”

When Rhames was 11 he and a friend were talking to some girls. They followed the girls to a poetry class at a local youth center. It was there that Rhames learned about Paul Laurence Dunbar, James Baldwin, Langston Hughes, and other great poets. After that experience he started doing poetry readings for the Dance Theatre of Harlem.

Rhames had a teacher who told him he was gifted. He auditioned for the High School of the Performing Arts, the school featured in the movie Fame. He was accepted into the school, and that experience opened up a different world. He went on to attend Juilliard and graduated in 1983. Since then he has worked nonstop: in television, on and off Broadway, and in film.

Rhames goes to schools and talks to students about drugs. He spends time in homeless shelters. In 1992 Rhames was shooting a scene for the film The Saint of Fort Washington in a homeless shelter near Harlem. During the filming, one of the guys came up to Rhames and said, “Someone from the shelter wants to see you—he says he's your brother.” Rhames first thought it was a joke, but it wasn't. It was his brother who had not been in touch with his family for years. He thought, “Am I my brother's keeper?”49






Chapter Seven

Designing for Equity

“If we spend our time judging, we may lose the opportunity to serve.”

–Stacy Bess, Nobody Don't Love Nobody

Of the two students (Manuel and Joe) previously discussed, Manuel has a better chance to break the cycle of poverty. Joe also has that same possibility; however, his deprivation makes the challenges for the school greater and reduces the likelihood of breaking the cycle. Manuel has two parents at home; Joe has one. The adult-to-child ratio for Manuel (two adults and two children) is far better than it is for Joe (one adult and five children). Manuel's parents speak in formal register; Joe's mother speaks in casual register. Manuel's father has had the same job and they have lived in the same house for several years. Neither family has health benefits, which keeps the family's security at risk. One major illness or major accident, and the downward spiral of poverty becomes imminent.

For both boys, breaking the cycle of poverty is tied to the school. Books are not found in the home; they are in the school. English for Manuel and formal register for Joe are not in the home; they are in the school. School is the place where their talents and abilities can be nurtured and taken to greater heights.


Without school, the limited opportunities within the home environment will only produce more of what the previous generation had, and the cycle of poverty will continue. Joe's performance on the state competency tests is a great achievement. Manuel's exit from the bilingual program in a relatively short period of time also is a great achievement. Both boys obviously have abilities. With appropriate intervention, their talents and skills can improve. Such intervention and its potential effect are between the walls of a school and within the power of a teacher.
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Achieving equity in the identification process for gifted students from poverty is but a partial solution to the issue of equity. Once students are identified for gifted services, changes within the traditional gifted/talented program need to occur to increase the probability that identified students from poverty will remain in the program and benefit from it.

Gifted students from poverty must overcome several obstacles in traditional gifted programs. Among these are:


	Gifted students from poverty readily recognize that their backgrounds are not equivalent to the other, more affluent gifted students in the program. Feelings of inadequacy and a lowering of an already low self-image can occur.

	Students from poverty may lack many of the resources necessary to meet the academic requirements of traditional gifted programs.

	Relationships are a significant factor in the lives of students, and for children in poverty, most of their friends are not in the program. The relinquishing of friends for academics is a huge dilemma for many gifted students from poverty. The challenge for school personnel is to help them learn how to live in an academic world and, at the same time, in a neighborhood where survival and friendship is more important and valued than intellectual pursuits.

	Teachers who don't understand the hidden rules of poverty all too often spend more time trying to remove the student from the program for the gifted rather than making the programmatic adjustments and efforts necessary to keep the student in the program. The student's needs are the reason the student should remain in the program; they are not reasons to remove the student from the program.

	Because of the lack of opportunities within the home environment, gifted students from poverty often lack many of the basic academic skills expected of gifted students.



To increase the probability that identified gifted students from poverty are successful in programs for the gifted, the program must be designed to bridge any gaps in opportunities and experiences that may exist. Programs for the gifted must:





	Move from
	Move to



	

	Activities that are cute…

	Pullout programs that offer part-time services for full-time needs…

	Outside projects and products…

	Rewarding gifts and talents…

	Teaching only academics…

	Acknowledging middle-class values and hidden rules…

	Polishing what the student brings to the learning environment…



	

	Activities that count.

	Full-time programs that offer full-time services for full-time needs.

	In-class projects and products.

	Developing gifts and talents.

	Teaching the value of academics.

	Acknowledging diversity with different values and hidden rules.

	Developing what the student doesn't bring to the learning environment.







The design of a school's program is often dependent on the number of gifted students on a campus and the campus resources available. Some school districts have campuses with sufficient numbers of students to have special classes of gifted students. Others have few students identified as gifted, and school personnel may cluster them in a class with non-gifted students. Still others with small numbers may be serving gifted students through a pullout resource design.


Of all the program designs, the one that is least defensible for gifted students from poverty is the pullout program. Gifted students, like any special population (and especially gifted students from poverty), have full-time needs that must be addressed on a full-time basis. Pullout programs that serve these students anywhere from one hour per week to one full day per week are insufficient.

The design of a gifted program serving gifted students from poverty needs a structure that allows the teacher the flexibility to meet the students’ unique needs. The design structure enhances the opportunities for teacher and student to form a meaningful relationship. Without such a design, the likelihood of success greatly diminishes.

For significant learning to take place with these children, there must be significant relationships. The relationship between a teacher and student is more likely to occur when both parties work on that relationship daily. Because students from poverty value relationships, the student “liking” the teacher is crucial. Ryu and Kim found that adolescents from poverty, especially males, improved their self-esteem and attitudes toward learning by participating in a mentoring program with science teachers.50 To maximize the effectiveness of programs for serving gifted students from poverty, educators need to reconsider the design of their programs if these programs do not address these needs. Design options include the following:

Elementary School Design Options

Option: In an ideal setting, a teacher would work with gifted students from poverty over multiple years. Some elementary schools have addressed this issue through “looping”—allowing the teacher to move from one grade level to the next with the students for a two- or three-year period. This allows the relationship between the teacher, the student, and the family to build.

Option: Schools that provide multiage classrooms can frequently accommodate children and their siblings in the same classroom. In poverty many older siblings must take care of their younger brothers and sisters. This option allows the students to feel more secure in the school environment and enables them to help one another with school-related work.

Option: A self-contained elementary classroom with one teacher sets the stage for meaningful relationships to develop between teacher and students. Unfortunately, many elementary schools are moving toward departmental structures that work contrary to a curriculum and program design that is more child-centered rather than adult-centered. This trend is due in large part to accountability systems that are in place in many states. As states define and impose their expectations on schools, teachers may feel fragmented in their efforts to be all things to all students. Though this feeling may be understandable, it isn't conducive to building strong relationships between young children and teachers. Neither is it conducive to a curriculum design that allows the student and the teacher flexible options during the instructional day.

Option: For gifted students from poverty, a self-contained classroom with multiple identified gifted students is preferable. Such a structure sets the stage for meaningful relationships to develop between teacher and students, as well as between students and students. It also affords the teacher the autonomy necessary to structure delivery of the curriculum based on the needs of the learners.

Option: Appropriately serving students from poverty necessitates a lower pupil/teacher ratio if the teacher is to have the time necessary to truly help these students. Because of the significance of relationships to students from poverty, people are often viewed as possessions. Students from poverty may, therefore, view the teacher as someone who belongs to them. Sharing the teacher with other students is difficult for some students from poverty. They demand attention: “You're my teacher!”

Option: The sooner the school begins its intervention services with students from poverty, the better. Prekindergarten programs for children from poverty are a step in the right direction to minimize these children's disadvantages when they start kindergarten. Half-day kindergarten programs and nonmandatory kindergarten programs are inadequate. Full-day kindergarten programs are essential. Early intervention is critical for children from poverty.

Secondary School Design Options

At the secondary level, gifted students from poverty have many of the same needs as elementary students. For gifted students from poverty who were not identified and served at the elementary level, the demands on the teacher to help the student be successful are more complex. This is another reason the early identification of giftedness in children in poverty is so vital. Left unidentified and unserved in elementary, by the time they reach the secondary campuses, gifted students from poverty develop behavioral patterns and attitudes that are difficult to change.


Repeated failures and frustration may foster the sense that adolescent students from poverty aren't capable and able learners. Success at school may seem either unimportant or unobtainable. If the home environment has not nurtured the self-esteem and capability of children, and if educators unwittingly express negative expectations for them, adolescents may turn away from school to build relationships in gangs.51

As children move into adolescence, the importance of being with friends becomes even greater than it was in elementary school. For students from poverty, the need to be with their friends comes from powerful developmental needs, as well as from the culture of poverty. For these reasons, getting older students initially to want to be in a program for the gifted is often difficult, and getting them to perform consistently is sometimes an even greater challenge. The need for a teacher to become a significant person to those students is paramount. Secondary gifted students from poverty won't perform for a teacher they don't like or for a teacher they feel doesn't like them. Compounding this problem can be an administration that enforces rules that appear to the student to squelch the very things that define them: clothing, music, ability to entertain, and loud and colorful use of language. Okilwa stated: “School administrators have an obligation to facilitate a school climate whereby at-risk students can feel welcome, respected, included, and supported, which then can translate into school engagement and academic success.”52

Relationships between the school and the students also are systemic. Do students perceive the school as a place that is supportive and where the adults like them? Effective-schools literature refers to this as school climate. Voight and Hanson conducted a study in California over a six-year period:

The study results demonstrate that schools with more positive school climates—schools with higher student-reported levels of safety/connectedness, caring relationships with adults, and meaningful student participation and lower student-reported rates of substance use at school, bullying/discrimination, and student delinquency—had higher test scores than did schools with less positive school climates.53

At the secondary level, school climate becomes a key factor in helping students from poverty stay in school and be more academically successful. The relationship between caring teachers and students from poverty is one of the most powerful factors that contributes to student success. The student needs to believe that the teacher cares about them and their success. Jones and Shindler found strong correlations between school climate and academic success.54


Some secondary options that communicate advocacy and an opportunity for building positive relationships between teachers and students include:

Option: Tutorials within the school day—or after-school tutorials with transportation provided.

Option: Provision for assistance with homework.

Option: Homework practices and due dates for assignments that acknowledge that students from poverty may be working late hours outside the school day—or may be the primary caregiver while parent(s) work a second job in the evening.

Option: Showing support for students who must stay home on occasion to take care of younger siblings or their own children.

Option: Making the school and its resources (computers, library services, nursing services, etc.) available to students after school hours.

Option: Guidance counselors who assist students with problems and concerns instead of judging and lecturing them. Counselors must seek out these students. Waiting for them to come to the guidance center won't work; they won't come.

Option: Mentors for gifted students from poverty, such as an “Adopt-a-Student” program that allows a teacher or some other adult to work with the student throughout the student's years on that campus—to help the student make course selections, meet deadlines, explore post-high school training options, and resolve conflicts that may arise within the system.

Option: Partnerships between the high school and local community college. Community colleges can serve as a bridge from high school to a major university for many gifted students from poverty. Secondary gifted students from poverty may need more time to develop the skills necessary to survive in the larger, more impersonal bureaucratic structure of a university.

Option: Teachers who overtly convey to students that they are there to help students—and when students aren't successful the teachers communicate to students that “we failed” rather than “you failed.”

Option: An overall tone throughout the building that all students are worthwhile, academically capable of achieving, and worthy of dignity and respect.

An example of a school establishing a significant relationship with students from poverty exists at a high school in the Midwest. With the assistance of federal grant dollars, the urban school is open for students and family members from 7 a.m. to 10 p.m. Monday through Saturday. Teachers are employed after hours to be available to help students with their homework. Computer labs are open for students and parents. Parents are encouraged to come to the school and learn new skills. The school provides GED classes, assistance with job applications, and other services for parents. A physician is housed in the school three days a week, and a psychiatrist is on duty two days a week.

The principal of the school also worked with local law enforcement officials to have a substation located near the school so that students and family members feel safe coming to the school after hours. The principal of the school commented that as a result, student performance has risen dramatically. Honors classes outnumber non-honors classes. The principal's biggest problem is getting the students to go home at 10 o'clock in the evening.

Educators must structure schools so that staff-student relationships are nurtured and cultivated in schools. For some gifted students, many of their significant relationships are outside the school. These relationships may be with a parent, a grandparent, an aunt, or a fellow church member. For others, the school holds the key to significant relationships. Middle schools where academic teams have been implemented serve as an ideal forum in which to build relationships with students. Working together as a support team, teachers can help students from poverty be successful academically, socially, and emotionally. Meaningful relationships are important for all students, but for the gifted students from poverty, they are essential to academic, emotional, physical, and spiritual survival.

Designing instructional programs that foster these relationships must be a priority if these students are to reach their full potential. Placing gifted students from poverty in programs that treat them as middle-class students who are assumed to have resources and support systems outside the school dooms most of them to failure. What the gifted students from poverty bring to the learning environment is rooted in a home environment and a culture of poverty. These factors cannot be ignored if gifted students from poverty are to be successful.


Where to Start

The most manageable way to develop programs for gifted/talented students from poverty is for school districts to start at the primary level and move these students through the system. That isn't to say that a district should not and cannot start serving gifted students from poverty in the upper grades. However, challenges are greater at the secondary level. As the numbers of teachers and students at the secondary level are typically greater than they are at the elementary level, it is more difficult to intervene and alter behavioral patterns and attitudes. Since gifted students from poverty lack many of the preschool experiences of middle-class students, one way to begin intervening earlier is to identify a larger percentage of students at the primary grade levels and form some type of scholastic academy for these students. This could be as much as 15–25% of the total school population.

With a highly enriched curriculum in the early grades, gifted students from poverty will begin to manifest their gifts and talents in an observable fashion. At the end of the second grade, those gifted students from poverty who have participated in the scholastic academy in the primary years can move into the second phase of the gifted program, which may serve a smaller percentage of the students. Students who are not ready for that phase, however, should continue in the scholastic academy phase of the program. A diagram of the structure for such a program follows.

This design allows students from poverty the opportunity to acquire the necessary skills, attitudes, and behaviors that will increase the probability that they will be productive learners. This assumes that the counseling services and the instructional services are designed in a manner that addresses the issues of poverty accompanying these students. A discussion of the content of such an instructional program appears in the next chapter.
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Gender Equity

At both the elementary and secondary levels, gifted girls outnumber gifted boys. For boys from poverty, this gap is even greater. Having to give up one's friends for academics is difficult for many students, but for the gifted from poverty, it is an even greater sacrifice. Gifted boys are frequently subjected to name-calling and bullying by other boys. Words such as nerd, geek, wimp, weirdo, teacher's pet, and fag are not uncommon descriptors heaved upon gifted boys. For gifted boys from poverty, these are fighting words. When these words come from boys within one's own neighborhood, the trauma associated with such name-calling leaves the school boundary and enters the home environment. Students ask, in effect, “Why would I want to be in a program that causes this kind of pain and humiliation?” Enduring such bullying is difficult for any student, but gifted boys from middle class are more likely to have a support system than are boys from poverty. Compounding this issue is a “boy code” in our culture that says “big boys don't cry.”55 The result of this for many gifted boys from poverty is anger and aggression. These issues are addressed in greater depth in Chapter 10.

Check Your Statistics






	Using your campus or district data, calculate the percentages of boys and girls from poverty for each of the following:
	# Boys %
	# Girls %



	1.Discipline referrals

	 
	 



	2. Suspensions

	 
	 



	3. Identified ADD and ADHD students

	 
	 



	4.Students in alternative schools/boot camp, in-school suspension program

	 
	 



	5.High school dropouts

	 
	 



	6.Those identified for special education

	 
	 



	7.High school seniors in the top 10% of their graduating class

	 
	 



	8.Members of the junior high or high school National Honor Society

	 
	 



	9.Identified gifted students

	 
	 



	10.Male/female teachers

	 
	 



	TOTALS
	 
	 





For the gifted boys from poverty who may be the class clowns, who are more aggressive in their social interactions with their peers, and who use casual register to voice their emotions, being acknowledged as a bright, gifted student is less likely. Helping gifted boys from poverty develop appropriate behaviors in the school environment is an important consideration for teachers and counselors alike. Emotional and behavioral risk factors (EBR) were studied by Eklund, Tanner, Stoll, and Anway. Their study “revealed a moderate association between gender and risk level as teachers rated a significantly higher number of boys with EBR across gifted and nongifted students.”56 Further discussion of nurturing the social and emotional needs of gifted boys from poverty appears in Chapter 9.

To achieve equity for gifted students from poverty, a program must be able to deliver…


	Highly enriched curricula and learning experiences that offset the home environment.

	Assignments that always include visual and verbal components.

	Direct-teaching of abstract processes and mental models.

	Mentors who share common interests and talents with students.

	Meaningful relationships with adults and other students.

	Academic, physical, and emotional support systems:

	Small-group work.

	In-class projects and homework.

	Materials and supplies furnished.

	In-class and out-of-class tutors available.

	Teacher-directed affective lessons.




	Adequate resources for learning and meeting academic expectations, such as calculators, computers, and reference books.

	Time allotments dictated by student needs.

	Comprehensive fine arts curriculum as an integral part of the program.

	Teachers trained in the special needs of the gifted from poverty.

	School personnel trained to recognize and deal with special needs of gifted boys from poverty.



 



From Tragedy to Success

Vicente Rosas, Age 18

During his freshman year at Lee High School in Houston, Texas, Vicente Rosas was shot in a gang-related skirmish. When the doctors told him he would not walk again, Rosas reflected on his past crimes and failing grades and decided this was not the way he wanted his future to go. “We didn't have anything to do back then but get into trouble,” Rosas said, admitting to a few brushes with the law and a bout of experimenting with illegal drugs and stealing.

A wheelchair user after the shooting, he worked at home with a tutor and caught a glimpse of how knowledge could change his life. When he returned to school, Rosas changed the F's and D's on his report card to A's and B's and received a $500/semester college scholarship from A Window of Opportunity Foundation in Houston for being the “most improved junior” in 1997–98. With his dedication to physical therapy and his determination, he also went from a wheelchair to walking with a cane.

He promised to be the first member of his family to graduate from high school and college. Although many of his neighborhood friends dropped out by the ninth grade and half of them are in jail, Rosas has remained outside the grasp of drug pushers and other criminals who dominate his neighborhood. He gets up each morning and takes the hour-long Metro bus ride to school. He has traded gym class and an SAT prep class to take calculus and physics. Rosas can boast of making perfect scores on four final exams last year.

In 1999 the University of Oklahoma offered him a $16,000 minority engineering scholarship for the next four years. Despite his IQ of 144 and SAT of 1020, college was still just a dream without money. A school counselor sought out the scholarship opportunity at OU. During his first year at OU, a tutor will be provided to help him maintain the 3.0 grade point average that is required of him. He also will receive counseling twice a month. Transitioning to college because of his background is Rosas’ most difficult challenge. His high school counselor says she plans to call Rosas regularly at college to remind him to pick up his financial aid and discuss any problems he might be having.57






Chapter Eight

Curriculum for the Gifted from Poverty

A differentiated curriculum for gifted students from poverty must be a blend of what is known about students from poverty and what is known about giftedness. The concept of differentiation, grounded in special education, is about modifying the curriculum so that it aligns more closely with how certain groups of children learn and process information. The curriculum that is modified is not a different or separate curriculum from what is used with all students. It is the district's regular curriculum that is adapted. In this case, it's adapted to the needs of the gifted. With the further dimension of poverty, differentiation takes on additional features. To understand more fully the implications of differentiating curriculum for gifted students from poverty, this chapter addresses the following:


	General guidelines for differentiating curriculum for gifted students.

	Curriculum guidelines for students from poverty.

	Merging what is known about poverty and applying it to what is known about differentiating curriculum for the gifted.

	Instructional methods and strategies necessary to deliver the differentiated curriculum effectively.



The intent of this chapter is not to provide an in-depth how-to model for developing curriculum for the gifted. Rather, it's to look at some essential components and principles of differentiating curriculum for gifted students. When the dimension of gifted students from poverty is added to that of a differentiated curriculum, another level of modifications becomes essential to meet the needs of these specific gifted students.


Differentiating the Curriculum for the Gifted

Curriculum that aligns with the needs of the gifted must consider those attributes of the gifted that set them apart from other students. Gifted students have a set of attributes that are demonstrated to a greater degree and dimension than their less-gifted counterparts. Three major differences that distinguish gifted students from non-gifted students emerge from the literature. They are:


	The ability to learn at a faster rate.

	The ability to find, solve, and act on problems.

	The ability to manipulate abstract ideas and make connections.58



Therefore, an appropriate curriculum for the gifted would address these differences. Though individual gifted students may vary in their abilities in these areas, the teacher's job is to make modifications within the curriculum to accommodate these individual and collective differences through planned learning experiences. There is a significant relationship between critical thinking, academic achievement, and cognitive ability in gifted children.59 Gifted children from poverty would benefit from programs that develop strong critical thinking opportunities. Using open-ended activities to solve problems, analyze, and evaluate different solutions gives children from poverty the opportunity to use their cognitive abilities in productive ways.

VanTassel-Baska and Stambaugh identify three curriculum models that have proved successful with gifted populations. They are:


	The Content Model: Emphasis is on learning skills and concepts within a predetermined domain of inquiry. Through a diagnostic/prescriptive approach, the students are encouraged to move as quickly as possible through the content area.

	The Process-Product Model: Emphasis is on learning investigative skills that allow students to develop high-quality products. Consultation and independent work dominate the instructional pattern.

	The Epistemological Model: Emphasis is on students’ understanding systems of knowledge. Students are exposed to key ideas, themes, issues, and principles within and across fields of knowledge so that patterns are internalized, synthesized, and amplified by future examples.60



Rarely is one model used to the exclusion of the others. To be effective, the dimensions within the curriculum need to be based upon the characteristics of the learners.


Appropriate program goals for gifted students must drive the curriculum for the gifted students. Some model program goals for gifted students follow:


	To provide for the mastery of the basic skills in reading and mathematics at a pace and depth appropriate to the capacities of able learners.

	To promote critical thinking and reasoning abilities.

	To provide an environment that encourages divergent thinking.

	To foster inquiry and to challenge attitudes toward learning.

	To develop high-level oral and written skills.

	To develop research skills and methods.

	To develop an understanding for systems of knowledge, themes, issues, and problems that frame the external world.

	To develop self-understanding.

	To facilitate opportunities for learning that are external to the school but provide an important match to the needs of learners.

	To enhance opportunities for future planning and development.



Four major components within any curriculum that teachers would do well to address are:


	Content topics.

	Process skills.

	Products.

	Affective needs.61



These four areas become the pieces of the curriculum that the teacher must differentiate for gifted students. Simply stated, these four areas are the parts of any objective for learning. An example follows. The major parts of the learning appear in bold type.

After reading about the U.S. Civil War from three different sources, the student will be able to identify the major causes of the Civil War and give an oral report in which the student defends the identified causes. The student will then identify how differences between the North and South have affected the student's community.


In this example, the major parts of the learning are:

Content: Causes of the Civil War.

Process skills: Identify and find information from three major sources.

Product: Oral report.

Affective: Identify differences between the North and South and their impact on the student's community.

For learning to take place, the two essential components are content and process skills. The student must have something to learn and something to think about.

CONTENT + PROCESS = LEARNING

The product is an overt way the student has of showing what has been learned. The affective dimension allows the student the opportunity to transfer the learning to the student's own life in a creative manner by identifying in what way(s) the learning is relevant to the student.

To differentiate the content appropriately for gifted students, educators of the gifted must address many different features of a lesson, including:

a)Acceleration

b)Complexity

c)Depth

d)Challenge

e)Creativity

f)Abstractness62

Certainly, there is merit to students knowing about the causes of the Civil War. There is relevance of the causes of the Civil War to our lives today. Students, however, may not see the causes of the Civil War as particularly relevant to them, nor may they have an intense interest in it.

Differentiation is about taking these pieces of the learning objective and modifying them so they become more appropriate to the gifted student. An appropriate goal for gifted students is to think at higher levels with opportunities to think independently of textbooks, materials, and other resources. They need to be able to transfer their skills from one discipline to another and see connections to their personal lives. The learning will include critical and creative thinking, problem-solving, and evaluation skills.


Teachers of the gifted and talented also need to facilitate product and project opportunities that require a synthesis of the larger understandings. These larger understandings are part of the learning experiences and are an evaluative indication of the learning that has taken place. For example, if the students have studied conflict, a generalization might be:

Differences are a prerequisite for conflict.

A gifted student's product should reflect this higher understanding by doing something that hasn't been taught directly in class. This forces a synthesis and a transfer of the information the student has studied. Based on the student's study of different types of conflict in different time periods and disciplines, the student might be asked to take a current conflict and analyze it to identify the differences that led to the conflict. The student then would report the findings through some overt means. Students who have sufficient opportunities to examine differences that have led to conflict should be able to transfer that knowledge to situations not studied in class. Students may produce their end products and projects individually and/or collectively, but the goal is to synthesize information across disciplines and make connections that demonstrate creativity.63

To begin to differentiate the example mentioned previously for gifted students, the content is the first modification. To understand more fully the significance of complex content, it is helpful to understand how content within the disciplines is subsumed by the larger concepts. The following chart illustrates this arrangement.

Facts are at the knowledge level of thinking. When a student understands the pattern in the use of the facts, a rule can be deduced. Understanding the purposes and functions of the facts is at the comprehension level of thinking. In the previous example, mathematics and language arts are used to illustrate the parallel structure of the disciplines. In language arts, a rule for the use of the comma would be that commas separate words in a series. In mathematics, a plus sign (+) indicates “to add.” As the students understand that commas and plus signs are but examples of punctuation and operations, respectively, a larger concept as it relates to the discipline is formed. Once a pattern in the application of the discipline-related concept is discerned, a principle or rule on the use of that concept within the discipline is formed. For example, commas aid the reader in deriving meaning from the printed word, and mathematical operations communicate a mathematical function or operation.

Synthesis occurs when a student understands the pattern that crosses the disciplines. This is a universal concept that supersedes all the previous information. From that understanding, a generalization can be formed that explains the larger ideas and concepts. Generalizations are the explanations of the universal concepts. Complexity within the curriculum is achieved at this level. Higher-level content yields higher-level thinking.

The Organization of Information (Content)

[image: images]

When the content, the causes of the Civil War, is modified to become a larger concept, issue, or theme, it opens multiple bodies of knowledge and disciplines by subsuming them under a larger umbrella. The focus shifts from a study of the causes of the Civil War to a study of conflict. What was in the regular curriculum is now but one part of a larger idea, opening the possibilities for more disciplines and more complex ideas and issues to be explored. Many types of conflict can be included in the unit of study for gifted students. Students will still study the Civil War because it's the district's core curriculum; however, it is no longer enough for students to say that the Civil War was about President Lincoln freeing the slaves. The Civil War is now but one of several means to a larger end. That larger end is an in-depth study of conflict.


Such a study would be driven by a generalization about conflict to illustrate its universality. The generalizations concerning conflict allow the learning to transfer across time and place because of their universality. A generalization that teachers of the gifted and talented can use to drive a study of conflict might be:

Differences are a prerequisite for conflict.

or

The resolution of conflict causes change.

The types of conflict that may be included in a study of conflict that are illustrative of the generalization give rise to the possible topics that students may study. Among these are:


	Supply and demand.

	Prey and predator.

	American Civil Rights Movement.

	Women's suffrage.

	Harper Lee's To Kill a Mockingbird.

	Opposing philosophies of artists, musicians, and writers.

	Political issues and parties, forms of government.

	Genetic engineering.

	Cultural, religious, racial, and ethnic differences.



Multiple disciplines are reflected in the examples above. Many of these can be explored over time, allowing students to identify trends and patterns. Moral and ethical issues are embedded in many of these topics, allowing students the opportunity to examine personal beliefs, as well as those espoused by a culture or generation.

The process skills and product options also begin to unfold when the content is modified in this manner. Opportunities for more advanced research and investigations become available. To look at conflict in different time periods and places—and within different cultures and fields of study—paves the way for depth within the study. Allowing students to examine the interconnectedness between and among the disciplines and different time periods increases the complexity of the study. Students can participate in debates and panel discussions related to moral and ethical issues they uncover. Teachers incorporate acceleration and the independent interests of individual students when they differentiate the curriculum in this manner.


Westphal notes that giving students a choice in products allows the “teacher to become a facilitator and the child to be the center of his or her educational experience.”64 Using a menu of product options or another differentiated system serves students from poverty well, as they will self-select the kind of product that best fits their learning style and academic needs.

Implications for the Gifted from Poverty

Because of the lack of opportunities within the environment of gifted students from poverty, they don't come prepared to participate in a curriculum designed for gifted students who already have had an array of opportunities in the home. This lack of readiness doesn't mean they shouldn't be included in the gifted program. It does mean that the teacher working with the gifted students needs to be prepared to make modifications for the individual and collective differences that are represented in the classroom.

While gifted students from middle class may have many skills and experiences from which to draw, the gifted from poverty may lack many of them. They may possess some of the skills but not know how to transfer them to, or use them in, an academic environment. For example, gifted students from poverty are survivors. Survival requires real-life problem-solving skills. Such young people may be highly verbal, yet that verbal ability could be represented in casual-register language, which is usually regarded as signifying a lack of education and intelligence. The classroom instructional program must address these issues if gifted students from poverty are going to be successful and be given the opportunity to thrive in a program for the gifted.

VanTassel-Baska and Stambaugh demonstrated a ladder or scaffolding system of process skills for language arts and reading that accommodates the at-risk gifted student. The scaffolding system allows students to bridge any gaps in critical thinking skills and engage with increasingly high-level activities.65

While teachers do well to make modifications in the curriculum, the goals and objectives for the gifted students from poverty are the same as for the other gifted students. To make the goals and objectives different would compromise equity. At worst, it may even allow students to graduate without being exposed to the higher-level thinking skills necessary to succeed in today's job market. To get gifted students from poverty to master the same differentiated curriculum as the gifted students from poverty and wealth requires instructional strategies such as scaffolding of skills and the integration of content to increase its complexity. These strategies help students from poverty reach the same expectations as their gifted peers who are not from poverty.66


For the gifted student from poverty, the teacher is in the unique position of building bridges because the home environment didn't build them during those early years of development. Kaplan refers to this process as “filling in the gaps.”67

A bridge connects two points that are separated by something that prevents those two points from being as one. A bridge can connect two pieces of land separated by a waterway so that people can access both pieces of land as though they were one. An island is connected to the mainland by a bridge, allowing people to have equal access to both.

So what are the pieces of land—and the waterway that separates them—for gifted students from poverty? The pieces of land are the facts, skills, and knowledge that the student has and the concepts and generalizations we want the student to acquire. The waterway that separates these two is their lack of experiences that acts as a barrier between the two. The educator's job is to build the bridges between the two, allowing the students to overcome the barrier so they can access the larger, more meaningful and abstract learning.

To construct such a bridge requires quality materials and a foundation on which to put these materials. For the gifted students from poverty, their home environments create the raw material called knowledge, skills, and attitudes. The foundation on which these must be placed is their experiences—for they serve as the reference points for their knowledge, skills, and attitudes. Teachers, then, are ideally situated to help gifted students from poverty take their existing knowledge, skills, and attitudes and add further knowledge, skills, and attitudes. These will compose the pillars that hold up the structure of the bridge. The result? A strong bridge that will allow students to connect where they currently are to where they can be. All the pieces work together in a mutually supportive way. Okilwa noted that at the secondary level, disadvantaged students looked for role models in adults outside their home, highlighting the importance of teacher and student relationships in academic achievement.68

For students from poverty to be successful in the differentiated curriculum, teachers can help redefine the students’ environment and make their skills, knowledge, and attitudes strengths on which to build. Teachers may begin this process by teaching gifted students from poverty on the “high end” of the learning, not just the lower end.69 The lower end might be where the student is. The high end—the concepts and the generalizations—is where the student is to be. If the focus is on the lower end of the learning because the students lack “the basics,” then the gifted students from poverty may never get to the higher learning. While focusing on higher learning, the teacher must fill in the gaps of information and skills needed to achieve the higher learning. By filling in the gaps, the bridge is constructed.

VanTassel-Baska and Stambaugh conducted a study of children in poverty who were exposed to a rigorous, differentiated language arts curriculum taught by well-trained teachers called Project Athena. The results showed significant growth and the potential for continued implementation when both the students and the teachers were held accountable for faithful implementation of curriculum.70

In a discussion of gifted and emergent English language learners, Kaplan states that the

fill-in-the-gaps activities must be identified as inherent features of an exemplary differentiated gifted curriculum and not just as good teaching practices. Too often, limited English language learners who are gifted are either excluded from the differentiated gifted curriculum because of limited experience, or the experience is given to the students in a limited manner.71

The same is true of gifted students from poverty.
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The brain is a pattern-seeking device. From the time children are born, they try to make sense out of chaos. Kovalik and Olsen describe a child's brain as developing in stages: “Each stage is like an ever more complex template laid over the top of the previous one. At each of these stages, the brain is capable of more complex thinking, comparing, and analyzing.”72


Learning also is hooked to emotion. Relationships between students and teachers contribute to emotional hooks that enhance learning. An example of this follows:

“I'm going to use a word, and you tell me what comes to your mind? The word is decadent. Did you think of chocolate? Did you think rotten?

“Whatever you thought, emotion was connected in some way. For many, a love for chocolate is what is triggered. That is an emotional hook.”

Virtually no one sees a picture in their brain that looks like this:

dec•a•dent (dek´ ə dənt), adj 1. Characterized by decadence;

decaying; deteriorating

When there is no emotional hook, effective teachers attempt to create one because it's an important part of remembering/retention theory. Emotions associated with learning are critical. Students who feel threatened in school have feelings associated with threat; they don't remember the lesson. Making emotional connections through relationships of trust is an effective technique that teachers can use to improve achievement with all children; however, it is especially effective with gifted students from poverty. Eric Jensen states, “The relationships that teachers build with students form the single strongest access to student goals, socialization, motivation, and academic performance.”73

Incoming information that requires a level of processing not yet acquired by the brain results in lack of understanding. Students may memorize and repeat things they hear; however, a deep understanding of content cannot take place unless it is connected to their relevant experiences. If school is perceived as unimportant and irrelevant, the effort to memorize doesn't even take place.

Using the example of conflict from earlier in the chapter, a teacher of gifted students from poverty would need to use the students’ experiences and knowledge of conflict to shed light on a more in-depth and comprehensive study of conflict. What does the student from poverty know about conflict? What does the student know about differences? Where are the emotional hooks? That which is currently stored in the student's brain about conflict can be used to help the student understand what is studied in the classroom. The following chart shows how students from poverty and middle class might have two very different reference points about conflict yet have some things in common too.







	Gifted students from poverty
	Common experiences
	Gifted students from middle class



	

	Conflict with the law

	Conflict with social services (CPS)

	Fights involving neighborhood gangs

	Conflict with a landlord




	

	Conflict with a friend

	Fights with a parent

	Conflict with a school rule




	

	Conflict over what to wear

	Conflict about telling a parent you didn't make an A on an assignment

	Fights about money

	Conflict between social groups








With each of these examples, students have images, pictures, emotions, and stories that are stored in the brain. It is from these experiences that students are asked to find the common attributes that each of these conflicts shares. What makes them conflicts? What are the differences? What are the similarities? Once these are identified, students can transfer their knowledge of conflicts to other types of conflicts that are more abstract: conflicts that occur in different places and time periods and under different circumstances.

The moral and ethical issues that surround these studies also will be different. In considering the story of the three little pigs, a student from middle class might see the pig who built his house out of bricks as very clever. A student from poverty might relate the wolf's aggressive behavior to that of a landlord when the rent is past due. Each child brings their own perspective to the experience.

Story Structure and Registers of Language

For children born in poverty, making sense out of an inconsistent world further complicates the learning process. The language pattern a child hears is usually casual register. The stories are not linear and logical, they are episodic.

The formal-register story structure starts at the beginning of the story and goes to the end in a chronological or accepted narrative pattern. The most important part of the story is the plot. The casual-register story structure begins with the end of the story first or the part with the greatest emotional intensity. The story is told in vignettes, usually with audience participation in between. The story ends with a comment about the character and his/her value. The most important part of the story is the characterization.74


Entertainment is more important than education and planning; goal-setting is replaced with fate and luck. For many students born in poverty, school is the first place they encounter a linear, sequential world. It is the first time many of them encounter adults who daily communicate in formal register. So, why don't the students from poverty “get it?”

Without a structure inside the brain for storing, assimilating, interpreting, and retrieving information, students from poverty will never “get it.” The cognitive structures required to “get it” must be built, and the classroom is the place to do it. Payne, in A Framework for Understanding Poverty, explains the significance of the need for cognitive strategies as follows:

If an individual depends upon a random, episodic story structure for memory patterns, lives in an unpredictable environment, and has not developed the ability to plan, then…

If an individual cannot plan, he/she cannot predict.

If an individual cannot predict, he/she cannot identify cause and effect.

If an individual cannot identify cause and effect, he/she cannot identify consequence.

If an individual cannot identify consequence, he/she cannot control impulsivity.

If an individual cannot control impulsivity, he/she has inclination toward criminal behavior.75

Teachers can address the development of these cognitive strategies in a very direct way by including gifted students from poverty in a scholastic academy. With limited cognitive strategies, gifted students from poverty will experience limited success. Random, episodic story structure must be replaced with an ability to plan. As part of virtually every instructional activity, the teacher consciously elects to help students develop a plan for attempting and completing tasks. Most students from poverty will approach tasks randomly rather than systematically; therefore, systematic constructs need to be taught. These strategies help build the bridge from where the students are to where we wish them to go. They are the connectors between existing skills, knowledge, and attitudes and the concepts, generalizations, and larger understandings students need to acquire. VanTassel-Baska and Stambaugh recommend interventions that include the use of multicultural literature, creative expression activities as options for production, collaborative discussions, and the teaching of analogies to demonstrate understanding of curriculum content.76


Because of the background void of formal-register language, students from poverty tend to think in pictures instead of words. Middle-class students who have ready access to print and formal-register language tend to think in words and symbols. School is highly dependent on students having the ability to learn by using printed language and symbols. Reading, writing, and mathematics are dependent on these processes. To help students from poverty acquire knowledge through print and formal-register language, bridges must be built for them and with them. This requires strategies that utilize concrete images and teaching students to retrieve that information when needed.

Using the concept of conflict, an example of moving from the concrete to a more abstract concept follows.

What do all these pictures have in common? What are they about?
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	They're all examples of a fight. Another word for a fight is CONFLICT.

	What is the following about?
John: “I think you're wrong.”

Bill: “No, I'm not. You're wrong.”

John: “Am not.”

Bill: “Are too!”



	This is an example of a fight with words. Sometimes it's called an argument. Another word for a fight with words, an argument, is CONFLICT. These two boys have two different opinions; each has his own point of view—how something is seen.



Even when people have different points of view, they usually have some things on which they agree—and some things on which they don't agree. We can compare each person's point of view by drawing a picture of how they're alike and how they're different.
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In the example above, the teacher begins with concrete pictures, then moves to more abstract symbols and words to communicate the major concepts and understandings. Students from poverty need a “plan of attack” to replace the episodic story structure. With practice and consistency, planning and cause-and-effect relationships can become tools in the learning process for the student from poverty. For a more comprehensive discussion of cognitive strategies, see Payne's A Framework for Understanding Poverty.77


Language and achievement are connected; therefore, it is essential that teachers address casual register, discourse patterns, and story structure in school. Some suggested ways in which this can be incorporated into the daily instructional program are:


	Have gifted students from poverty translate casual register into formal register.

	Have students translate school information written in formal register into casual register so they can better explain the information to their parents.

	Chart the meaning of a concept or the prerequisites necessary to acquire the skill.

	Cluster activities so students can determine the connections among ideas and skills.

	Write key ideas on index cards and place them on a wall. Connect related ideas by using yarn to connect the various index cards. Label the connection with an additional index card. Use different colors of yarn to make more apparent the patterns between and among ideas and facts.



6. Develop a “Key Words” dictionary using pictures and diagrams with the words.78 Key words should include, but are not limited to, the following:






	
kinds
purpose(s)
conditions
reasons
factors

	
types
function
issues
variables
causes

	
characteristics
attributes
themes
implications
patterns





7. Use graphic organizers to show patterns of discourse.

8. Write and rewrite stories and news events using different points of view and different language registers.

9. Use stories to explain key concepts and ideas.

It is vital to build a precise working vocabulary to describe tasks, ideas, thoughts, and feelings. The teacher is encouraged to help gifted students from poverty develop a formal register and teach them how, when, and where to use it appropriately. This is best achieved if the teacher has students think of other ways to say things. If a student said she wasn't going to kiss up to the teacher, the teacher would ask her what kiss up means. By calling the student's attention to it, informing her that the phrase kissing up to someone is casual register, and modeling ingratiate (for example) as a way of saying it in formal register, the teacher helps the student begin to acquire the words for formal register.

It's important for students to hear themselves say the words. When a teacher sends a student to the office or the librarian sends a student back to class for inappropriate language, it's often helpful, after talking through the anger issues, for the student to practice what the student is going to say to the teacher upon reentering the situation. The dialogue might go something like this:

“Tell me what happened, John.”

“She pissing me off. She say I was talking, and all I was doing was asking a question.”

“Let me hear the words you used when you wanted to ask the teacher a question.”

“I told her I don't understand, and she told me to shut up.”

“And then what did you do?”

“I asked Fred what we suppose to do.”

“Then what happened?”

“She told me to get back to class.”

“And did you say anything while leaving the room?”

“No.”

“Are you sure you didn't say anything to anyone?”

“I told Fred, ‘She pissing me off,’ because I wasn't doing nothing wrong. I ain't said nothing to her.”

After working through the cause-and-effect issues and coming to some understanding about what John perceives happened and what the teacher might perceive, the results of the conversation would allow John to go back into the classroom with dignity and respect for himself and the teacher. To do this, John needs a picture in his head and some words to describe that picture. The dialogue might go something like this:


“John, how are you going to go back to class and ‘kiss up’ to Ms. Jones?”

“I don't know.”

“What do I mean when I say ‘kiss up’ to Ms. Jones?”

“You're sorry?”

“Yes, that's right, John. It's called an apology. How are you going to apologize to Ms. Jones even when you think you were right and she was wrong?”

“I'm going to tell her I'm sorry, but she was wrong.”

“John, have you ever had anyone apologize to you and you didn't really believe them even when they said, ‘I'm sorry’?”

“Yeah.”

“Well, remember we talked about the teacher being the boss? So how can you tell your boss you're really sorry so the boss won't fire you?”

“Ms. Jones, I'm sorry I was talking instead of listening to you. I should have listened instead of getting mad.”

“Good. Now where are your hands going to be and where are your eyes going to be?”

“I'll hold my hands in front of me and look at her when I apologize.”

“Good. Now let's practice this. I'll be Ms. Jones, and you come back into my class to apologize.”

In this example John gets an opportunity to practice several important skills. He gets to think through the incident in the classroom while being guided to identify the cause-and-effect relationship that exists between him and the teacher. John also expands his vocabulary, develops a better understanding of formal register, realizes that two people have different perceptions of one incident, develops a plan of action, implements the plan, and most importantly, has a reason to believe that his teacher is on his side and understands him. When knowing how to fight is part of one's code of survival, knowing who is on your side is important.


Stories are also a natural way of teaching gifted students from poverty about themselves and others. Think Rather of Zebra, by Jay Stailey and Ruby Payne, uses stories to teach students about poverty, wealth, the role of language and story, resources, hidden rules, choices, and consequences. Teachers also can use the stories as a bridge to study historical events, social issues and problems, literature, art, music, mathematics, and science.


	Gifted students from poverty must have the same opportunity to acquire the larger, more meaningful learnings that are part of the differentiated curriculum for the gifted.

	For gifted students from poverty to be successful in the differentiated curriculum, teachers must direct-teach thinking processes and organizational strategies, as well as create the mental models necessary to understand a more complex curriculum.

	Teachers must build on the reference points that are part of the students’ real-life experiences.

	Casual register must not be condemned. Students must be taught formal register in a direct way.

	Random, episodic story structure must be replaced with sequential, logical, cause-and-effect structures.

	Pictures and graphic symbols should be used to help students move from the concrete to the more abstract.









Chapter Nine

Integrated Thematic Units of Instruction

All students merit quality curriculum and instruction. Gifted students, regardless of their economic status, need a differentiated curriculum that elicits gifted responses. Framing a unit of instruction that allows teachers to make connections between and among the disciplines is a first step. As discussed in the previous chapter, this is best done by framing a unit around universal concepts and generalizations. To do this adequately, the unit of instruction needs to be taught over a period of months and may extend throughout the entire year. Because universal concepts and generalizations act as the springboard for the unit, everything within the regular curriculum can be subsumed under the differentiated unit of instruction. Universal concepts that can act as the umbrella for a differentiated unit of instruction might include the following:
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Slocumb's Heuristic Curriculum Model (see subsequent chart) outlines the steps in developing a comprehensive, integrated thematic unit of instruction appropriate for gifted students. In the context of education, heuristic means to encourage students to discover things for themselves. Slocumb's Heuristic Curriculum Model lends itself to teachers designing lessons that foster higher-level thinking and having students make connections that can shed light on new learning and understanding. The following definitions explain the components of the model:


Unit Theme: This is the title of the unit. The title should be “student friendly” and age appropriate. For example, a unit on conflict and change might be titled “It's My Turn” or “Win, Lose, or Draw.”

Unit Generalization: The unit generalization is a sentence that includes a minimum of two universal concepts, and the sentence explains the relationship between/among two or more concepts. Example: “The repetition of patterns creates cycles within systems.” In this example there are three universal concepts: patterns, cycles, and systems. Any two universal concepts may be used to draft a generalization.

End-of-Unit Objective: The end-of-unit objective is a comprehensive statement—or series of statements—that sets the parameters for what students will be able to do by the end of the unit of instruction. It includes the research, content, process, product, and affective areas of the curriculum. Example: After doing extensive research on conflict in a variety of disciplines, the students will be able to trace the causes of conflict and predict the causes of some future conflict in an area of their choice. The students will then illustrate their understanding of the causes of conflict by creating a product of their choosing. The students also will explain how such a conflict might alter their lives. In this example, the content is conflict, the research is doing extensive investigation of conflict, the processes are trace and predict, the product is of their own choosing, and the affective is showing how the conflict would change their lives.

Content + Process = Learning

Products are created to reflect the learning. Research is used to help students dig deeper, collect, judge, and organize information from a variety of sources. The affective area allows the student to personalize what is learned and how it connects to the student's life. The formula for the end-of-unit objective is:

Research + Content + Process + Product + Affective = End-of-Unit Objective

Learning Experience: A single concept becomes the primary focus of a learning experience, which consists of all the objectives, activities, and products the student will engage in while exploring the concept in depth.

Subgeneralization: The subgeneralizations are limited in their scope. They may focus on a particular topic or on content that the student will study in order to develop a fuller understanding of the concept being studied in that learning experience. Example: The connotations of words can cause conflict between people. Under this subgeneralization, students might analyze how word choices affect communication and how a listener might respond to such words. For example, telling someone “you upset me” has a different connotation from “you make me furious.” Using various literary works (e.g., short stories, poetry) to illustrate this might be included in objectives and activities.

Assessment of Concept: The assessment of a concept is the assessment of the learning experience. It should be a product in which the student illustrates understanding of the concept. This product is created after the students have explored that concept in depth in a variety of disciplines.
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Accounting for the Regular Curriculum

In planning the unit of instruction, it's important to account for the regular curriculum. Since some of the gifted students will already know some of the things that would normally be included in the regular curriculum, a pre-assessment of the regular curriculum would be in order. When students haven't mastered the skills included in the regular curriculum, they should be included in the unit. Mapping the content and skills to be included in the unit is a good place to start. The question for the teacher doing the planning is not “what do I include?” but rather “what do I exclude?” Because a universal concept and generalization are used as a base for the unit, the teacher may include just about anything in the unit of instruction. A partial list of different types of conflict by subject areas follows.

Language Arts: Any story or novel, subject-verb agreement, singular and plural, vocabulary, point of view, symbolism in literature, conjugation of verbs.

Mathematics: Mixed fractions/common denominators, positive and negative numbers, solving problems for the unknown.

Social Studies: A significant aspect of history is the recording of conflicts that have occurred throughout time and different cultures, as well as comparing different time periods, values and traditions, types of government, civil rights, women's suffrage movement.

Science: Prey and predator, weather patterns, acids and bases, chemistry, metabolism, cancer cells, erosion, bacteria.

Fine Arts: Artistic styles from different time periods, styles of music, tempo and rhythm, color and hue, communicating through dance or mime, fashion.

Sociology and Psychology: Belief systems, generational differences, customs, moral and ethical decisions and conflicts, personal codes of ethics, integrity.

Whatever the age group, the content from the various subject areas fits. The differentiation takes place by modifying the abstraction of the regular content. The content from the regular curriculum is no longer an end; it is a means to a larger end (a study of conflict). The regular curriculum furnishes the examples students will study to build larger, more comprehensive understandings. As students detect the patterns, they formulate their own understandings and can subsequently make discoveries on their own—thus the term heuristic.


Using the Regular Curriculum to Find the Larger Idea

Content from the regular curriculum also may be used to find the larger idea. For example, the regular curriculum might specify that all students must learn the capitals of the 50 states. What is important about learning the capitals? Though having such knowledge may be nice, it probably will never get a student a job. To find the larger idea, do some brainstorming using the following questions:

What are the types of capitals?

What is the purpose or function of capitals?

What are the attributes of capitals?

What is the history of capitals?

What are the future implications of capitals?

In brainstorming the types of capitals, one usually thinks of state capitals, capitals of countries, capital letters, capital punishment, and capital ideas. There are gambling capitals, diamond capitals, peanut capitals, entertainment capitals, oil capitals, fashion capitals, etc.

For these to be types of capitals, they must have some common purposes, functions, and attributes that put them in a common category. Exploring these commonalities allows the teacher as a planner to begin to identify the larger idea. All are capitals because they establish some rules or standards for a group. They have power and influence. They represent authority. Only people who share a common boundary or interest are influenced directly by that capital. From this one might conclude that a study of capitals is really about people who share a common boundary (physical, geographical, financial, cultural, or emotional). A generalization might be as follows:

Given any group of people who share a common boundary, a place will exist that represents power and decision-making for that group.

So, a study of capitals is no longer just memorizing the capitals of the 50 states. It's a study of boundaries, power, influence, and decision-making. With 5-year-old children, that might be a study of the Pilgrims and Native Americans in November around Thanksgiving time. It also could include a study of families and communities. With older students, it could include the stock market and investments, as well as laws that regulate people at the national and local levels. It also could include international studies, such as the United Nations or international treaties. Learning the state capitals hasn't been eliminated; it has been incorporated under a study of much larger ideas.


Designing the Unit

Much attention is given in school to reading, writing, and math. These areas are important, but they are not disciplines. They are processes. The only true disciplines in school are science and social studies.79

Social studies is the study of the world and people—people working with other people, conflicts with other people, inner struggles within oneself. The plot structure of a story or novel tends to be about people against themselves, people against each other, or people against society or nature.

Science is the study of nature. Human beings take from nature and use their current level of technology—whether that is a lever or computers—to create products. People use science to transform water, food, materials, and energy into products. Once these products are created, they begin to form an economic system. Government is then created to manage and regulate the economic system. Reading, writing, and math are essential processes used in the interaction of people with people or people with nature. From nature we measure and quantify natural resources. We use reading and writing to learn about these components of nature and to communicate about them. People's belief systems, values, and norms interact with this in the form of ethics, traditions, and social mores.

Definitions follow (note the seven-part “sentence” in bold):

People: Number, place, gender, age, ethnicity

Use technology: Farming, energy, construction, manufacturing, transportation, information, military, biology

To transform resources: Water, food, materials, energy

Into economic goods: Global, national, industrial, occupational, organizational

(And waste products): Air, water, solid, hazardous

Under governmental regulation: International, financial, social, infrastructure

In a cultural context: Traditions, beliefs, values


The diagram below illustrates key aspects of how the world works.
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When implementing a differentiated, integrated, thematic unit of instruction that focuses on more abstract concepts, teachers will find themselves drawing from the studies of science and social studies because they are the two major content areas of the curriculum. As noted, reading, writing, and math are the processes that are used in the activities. Are the skills needed in reading, writing, and math taught? Absolutely, but they are used to work with content and larger ideas. They are a means to a much larger end.


From the Concrete to the Abstract

All curriculum and instruction begins with the more concrete and ends at a more abstract level. What is studied in kindergarten is more concrete than what is studied in Grade 12. Within a given lesson, what is studied at first is more concrete than what is taught at the end of the lesson. For gifted students, abstraction is a key goal.80 To get to the appropriate level of abstraction requires content that lends itself to the study of big ideas and more complex thinking processes. Within this, depth and complexity also should be included. Sandra Kaplan, University of Southern California, encourages teachers to incorporate the following into the curriculum to achieve that depth and complexity.

Language of the discipline: Name things, label things, nomenclature of the discipline.

Details: Facts, embellishment, attributes, traits, characteristics.

Patterns: Details of things that happen over and over, repeated sequences, relationships, time, history.

Trends: Fads, influences, priorities, values.

Unanswered questions: Unknown aspects of the discipline, room for discovery.

Rules: Structure to everything and maxims that give order to things, structure, explanation, reasons, answers to why, order, “so what?”

Ethics: Conflicts, controversies, insecurities, dilemmas.

Big ideas: That which connects to two or more concepts, principles, laws, theories, rules, generalizations.

Gifted students from all economic classes, including poverty, can master the differentiated curriculum. It requires teachers to incorporate mental models that allow students to go from their life experiences to new experiences. New knowledge is discovered when the known is used to shed light on the unknown. For a child, that “known” could be a study of conflict between countries, conflict in literature, or a conflict in making a personal decision, then using that knowledge to understand conflict within a larger system. For an adult, it could be taking what is known about cancer and the conflict it creates in the body to discover a new cancer treatment.


Understanding the Diversity of the Gifted

Being gifted is like having a really nice car. But the environment in which you drive affects your forward momentum.


	The gifted from a nurtured, enriched background has the car with an outside accessory package. Everyone can see, admire, and serve the talents.,

	The low-socioeconomic status gifted has the car, but may not yet have the keys to drive it.

	The highly gifted or prodigy gifted has the car but may only be allowed to drive within the city limits and must follow all the usual traffic signs, such as slow, caution, speed limit, and stop.

	The underachieving gifted has the car, but is not driving it. It remains parked in the garage.

	The primary gifted has the car, but is considered too young to drive it.

	The language-different gifted has the car, but the signs and directions are in another language so it cannot go anywhere.

	The ADD/ADHD gifted has the car, but the electrical ignition system is wired differently so it stays in motion when others want it to stop.

	The culturally diverse gifted has the car, but it has a shrink-wrapped cover over it, which clouds its potential.

	The physically challenged gifted has the car, but the air conditioning is broken. The mechanics are kept so busy trying to fix the air conditioning that the car never gets to be driven.

	The gifted female has the car, but she may self-sabotage or be around others who think she does not deserve it. Many wonder what her daddy does!



Being gifted is like having a really nice car. Our challenge is to help all educators and parents to become sensitive to the diversity of the gifted so their cars can safely enter the high-speed freeway of learning.81





Chapter Ten

Nurturing and Keeping the Gifts

Schools may identify students from poverty as gifted and structure an academic program for them, but unless teachers and the school address their affective needs, the students will be minimally successful and/or drop out of the program. Support systems for students from poverty are essential. Most gifted students from poverty bring to the school a host of issues that affect the learning process. Without clearly thought-out intervention plans, the likelihood of success in school diminishes. Issues that make the affective needs of gifted students from poverty so important include:


	Unlike their classroom peers, gifted students from poverty frequently compete in an academic environment without a support system in the home.

	They may no longer fit in with their peer group. Different values become apparent. As a result, they may feel that they must choose between academics and their friends.

	They are “different” from their peers within the neighborhood. They may feel they don't fit in at either school or home.

	They have little in common with the middle-class gifted students in their school.

	They lack many of the skills and experiences of middle-class students.

	They have few goal-setting or planning skills.

	Middle-class students lack the skills and experiences of students from poverty; therefore, they don't understand them. What people don't understand, they usually fear.




Neglecting the emotional development of students affects their intellectual development. This is because emotions are a key piece of the learning puzzle. Working with the emotional development of students is affective education. Affective development pertains to the personal, social, and emotional learning that takes place in school. Areas that are involved include:


	Classroom management

	Disciplinary procedures

	Curriculum

	Health and personal-hygiene issues

	Gender and economic differences



Though counselors need to be involved in this process, classroom teachers are in the best position to develop and implement a curriculum designed to impact positively the affective development of gifted students from poverty. Teachers and counselors play very different roles in working with these students. VanTassel-Baska outlines the differences between these two roles, as follows:82





	Affective Curriculum
	Counseling Services



	

	Oriented toward groups.

	Usually directed by the teacher (no special training required).

	Involves self-awareness and sharing of feelings with others.

	Consists of planned exercises and activities designed by the teacher for classroom use.

	Unrelated to therapy.

	Students are helped to clarify their own beliefs.

	Personalizes the curriculum, making it more relevant to the student.




	

	Oriented toward individuals.

	Directed by an individual trained in counseling.

	Involves problem-solving, making choices, conflict resolution, and deeper understanding of self.

	Consists of relatively unstructured private and/or group sessions in which students determine the content.

	Related to therapy.

	Students are helped to change their perceptions or methods of coping.

	Unrelated to curriculum.








Teachers plan and implement numerous activities that foster a student's cognitive development while simultaneously contributing to the student's affective development. When teachers design lessons that call for students to work in pairs or cooperative-learning groups, they stretch the students’ social development and leadership abilities. Most gifted students have confidence in their intellectual abilities but not in their social skills. Gifted students from poverty, however, may not have confidence in either of these areas. Bolstering a student's self-confidence as a learner (cognitive development) and as a productive person socially (affective) is the challenge. Because gifted students are often very intense, topics discussed on an intellectual level within the classroom can have an enormous impact on them. Peterson (2015) cautioned that gifted students’ asynchronous development may create a distinct contrast between their high cognitive ability and their less developed affective or social skills.83

Implementing instructional activities that develop the affect necessitates a philosophy that is based on respect for the uniqueness of each student's beliefs and life experiences. The teacher must make sharing optional and respect the privacy of the student.

Affective development is grounded in self-concept. Carl Rogers describes self-concept as a collection of perceptions of one's characteristics and abilities that develops out of interpersonal relationships.84 Since one's interaction with the world forms self-concept, it is vulnerable to feedback from others. The self then becomes the force that shapes the person's perceptions and behavior. Clark describes the significance of self as follows:

The self determines achievement and enhances or limits the development of a person's potential…The beliefs we have about ourselves literally determine our actions and our perceptions of the world and other people. We construct our own reality from these beliefs and often operate as if this is the only view possible.85

For all students, life experiences shape perceptions of the world and other people. Just as students from poverty may be lacking some of the opportunities that support academic readiness, they may also experience more of these negative influences that can alter their emotional maturity. Some of these influences are:


	Struggling to survive

	Violence in the home and/or neighborhood

	Feeling unsafe

	Fear of abandonment

	Distrust of police, social workers, landlords

	Mobility, lack of stability

	Having to be an adult, taking care of brothers and sisters, staying home alone

	Loss of control over one's destiny

	Need to belong

	Absence of play and childhood

	Drug and alcohol abuse

	Victimization

	Being verbally abused



The goal of the school is to increase the student's sense of belonging or attachment to the school. Teachers who establish clear procedures, foster warm personal relationships in the classroom, and empower students to have an impact on their environment strengthen students’ attachment to school. Positive results can include an increased interest in learning; the ability to control impulsive, self-destructive behaviors; and the development of constructive behaviors. Papadopoulos concluded that educational programs for the gifted “should include evidence-based counseling and social-emotional strategies for the improvement of self-concept, self-esteem, psychological well-being, and positive adjustment of gifted students.”86

Managing Behavior in an Instructional Setting

One way to help students be successful in the classroom is to allow them to participate in classroom decisions and responsibilities. Students, like adults, are more likely to conform to the rules if they have had an opportunity to be part of the decision-making process. Teachers might use a lesson on the U.S. Bill of Rights as a springboard to developing a “Bill of Rights for the Classroom.” The teacher would begin by discussing with the students the role of the teacher and the role of the learner. What are the duties and responsibilities of a teacher? What are the duties and responsibilities of the learner? Such a discussion will generate rules stated in casual register. The teacher can help students restate the students’ rules in formal register, stated in a positive manner. Students might suggest things like…


	“I don't want nobody laughing at me.”

	“No yelling at us.”

	“No put-downs.”

	“No interrupting.”



Students generally will state the common rules of a classroom. As the students exhaust the standard list of rules, the teacher might offer rules that cause them to ponder some “what if” scenarios:


	What if students could go to the restroom without asking permission?

	What if students could leave the classroom for any reason without asking permission?

	What if students didn't have to raise their hands to speak?

	What if there were no deadlines for turning in assignments?



Pondering such questions allows students the opportunity to explore the effects of rules on the larger group. It gives them a chance to talk about the need for rules that establish order for the larger whole. How are classroom rules similar to or different from rules at home, in the neighborhood, the church, the town? For gifted students from poverty who don't have that cause-effect pattern in the brain, such discussions become powerful learning opportunities.

When gifted students from poverty are in the same classroom with students from advantaged backgrounds, the social challenges are greater for both groups because neither group understands the hidden rules of the other. These different rules must be discussed openly, exploring the consequences for each in the context of school and the neighborhood. Activities in the classroom can help develop a deeper understanding for both groups. Ideally, activities will connect to the students’ academic lessons, thus enhancing both the cognitive and affective development of the students.

The following activity could be included in a unit of study using children's fairy tales to illustrate how conflict is resolved.87 Cinderella, a rags-to-riches theme, could be used to speculate on responsibilities one has in relation to family members and others. With older students, instead of candy being used, the teacher might distribute poker chips that represent bonus points on classwork. Issues such as foreign aid, disaster-relief funds, food banks, etc. could be used to illustrate the same types of feelings that accompany giving, sharing, and receiving.

Trick or Treat

Materials: Candy

Have just enough candy, such as miniature Snickers or Milky Way bars, for each person in the classroom to have one—or not quite enough for everyone.

Objective: To develop an understanding of the difficulties, rewards, sacrifices, and emotions involved in sharing and receiving.

Activity:


	Distribute the candy randomly and unevenly among the class members. Give some three, some two, some one, and some none. Instruct the students that they are not to eat their candy until the class has had an opportunity to discuss some things.

	Ask the students for their observations. Who has candy? How much do they have? How many students are in the class? How does it feel to not have any? How does it feel to have three pieces of candy?

	Tell the students that after the lesson they will have an opportunity to eat the candy. They may share their candy or keep it, but they may not take someone else's, nor may they eat it until the lesson is over.

	Give the students an opportunity to talk about the pros and cons of sharing or keeping their candy. Ask questions that will cause the students to identify responsibilities, if any, that they have. Ask the students who have no candy how it feels to be dependent on those who have the candy.

	Is it hard to share your candy? Discuss how it feels to share and why. Discuss how it feels to receive and why. How much does one stand to lose by giving? Is it painful to give up one's candy?



Closing: Give students one last chance to redistribute the candy if they wish. Ask the students to make connections between what they have just experienced and the larger unit of study.

This activity can be done many ways using different objects that students value. A few days later, repeat the activity using money. The money should be in a quantity that is sufficient for the students to buy something in the school cafeteria or pencils from the school supply closet/machine. Students usually will become more emotional about money if the teacher allows the students to identify things they can purchase with the money and to calculate what it will cost, how much they have, and how much they need from others.


The hidden rules also should be talked about following this lesson. Middle-class students and students from poverty may discover they have different views of their responsibility toward others. Why would some students want to save their candy/money while others would want to share it? With whom were they willing to share it? Explain to the students how various groups view sharing and receiving differently. Discuss the larger issues centered around being “my brother's keeper.”

Most gifted students will experience some predictable problems. These include:


	Feeling different

	Disappointing self (perfectionism)

	Having a need to win

	Dealing with stress

	Having to make choices

	Being bored

	Feeling worried about the future of self and others



For gifted students from poverty, the concerns generally relate to the following:


	Having to give up friends because they're in the gifted program

	Having parents who don't understand “that fancy stuff” or why the gifted student needs to learn it

	Wanting to achieve and not having the necessary resources within the home to achieve

	Feeling unaccepted by the middle-class gifted students

	Being different intellectually from their economic peer group

	Being different economically and experientially from their intellectual peer group

	Being unaware of the hidden rules of middle class: “Why am I always screwing up, no matter how hard I try?”



Because gifted students from poverty face many unique challenges, they need opportunities to talk with one another as a group without having students from middle class or wealth present. They need to share their frustrations about their unique situation. They need to know that others are experiencing the same thing. Being in a small group also allows the students to form their own support group and collectively develop some strategies to cope with pressures within the neighborhood, at school, and in the family.


A good way to begin each day is having these students sit in a circle. Depending on the age level of the students, the teacher could call the group a variety of names (rap session, jam session, sharing time, our time, family circle time, support time, etc.). Using some predetermined prompts, the teacher, in a nonjudgmental way, allows students to respond. Students can have the opportunity to follow up the activity by writing in their personal journals. This allows the students to express things that they may not want to share with the larger group. Some possible prompts follow:


	“I feel really different when…”

	My favorite song, movie

	My favorite singer/actor/comedian/singing group

	An adult I like most/least

	“A friend is one who…”

	Three things that make me special

	One of the funniest things I ever did

	“If I could make a movie about one thing, it would be…”

	“What I dislike most is…”

	Who or what has been the greatest influence in my life?

	“I like teachers who…”

	“I'm afraid when…”

	“I become really angry when…”

	“I'm very happy when…”

	Three people who are no longer living whom I would like to have come visit me at my home

	Three characters from history or a story whom I would like to meet

	A question I have always wanted answered

	“If I could change one thing in the world, I would…”



The teacher also can create activities that take several days to complete. Some examples are:


	Have each student observe another student for one week. Pair the students with someone different from them. They interview the student, then create an award for that person based on the special qualities discovered about that person.

	Create a “Class Mood Chart.” Have the students rate their moods at three different times during the day on a scale of 1 to 10 (1 is “horrible,” 10 is “euphoric”). Have students write in their journal about how and why their mood changed during the day. (This allows students to identify possible cause-and-effect relationships between their behavior, feelings, and outside forces.)

	Have students collect small objects that best describe them. Have the students describe to the class how the objects relate to them. (This enables the students to think abstractly and also to form analogies, metaphors, and similes.)

	Bring some old shoes to class. Discuss with students the expression “walking in someone else's shoes.” Offer several issues for the students to discuss that allow them to “walk in someone else's shoes.” How does one's perspective change? Why does it change? Is one right and the other wrong? (This allows the students to explore different points of view, to look at things from a different perspective. The teacher can carry over this lesson to history, to the study of literary characters and roles people play, and to the values reflected in different time periods, age and gender groups, racial groups, economic groups, etc.)

	Sponsor a “Bring a Buddy to Class” week. Students have to locate other students in the school who can do things they can't. They interview the students, find out about their strengths and talents, and then invite them to be guests in the class for a day.



Teachers also may use books as springboards for talking through certain issues with students. Quality literature allows the teacher to probe a variety of situations in which people are forced to resolve a moral or ethical dilemma. Incorporating these experiences within other kinds of affective lessons increases the possibilities for affective as well as cognitive development. VanTassel-Baska and Stambaugh recommended multicultural literature to create emotional connections and promote deeper thinking for low-income and minority gifted students.88

Student behaviors are diagnostic. Virtually no student comes to school intent on giving everyone a bad day. The teacher's daily challenge is to find out what is causing the behavior that is negative—or positive. The affective curriculum is a powerful diagnostic tool. Based on students’ responses, the teacher can identify…


	Students who need to have more attention given to them and their unique situation. These students are referred to the counselor for follow-up.

	Possible methods, strategies, and activities that motivate students.

	Possible problems within the home and school that are contributing negatively to the students’ development.

	Fears, anxieties, hopes, and dreams of the students.

	Significant issues with which gifted students from poverty must deal on a daily basis.



Discipline Procedures

Students have a need and a right to know the rules. Without structure, little learning takes place. Gifted students from poverty may have minimal experience with boundaries in the home environment. School is full of boundaries. Students need to know what those boundaries are and their responsibilities in relation to those boundaries. This involves consequences. If the teacher approaches the task with love and caring, showing respect and understanding of the students, they will be more likely to conform to the expectations. Behaviors that teachers can expect from gifted students from poverty include:





	Behavior
	Possible Strategy



	Laughing when disciplined
	Stop the discipline procedure. Wait. Ask: “How will laughing when you are being disciplined help you? How could laughing make things worse for you?” Talk about the inappropriateness of laughing while being disciplined.



	Talking loudly
	Develop a cue for when loud talk is being heard. For example, place a yellow circle on the student's desk as a reminder that the student is too loud. Students often are unaware of their loudness.



	Using inappropriate language
	Have students come up with alternative ways of saying the same thing in formal register.



	Getting into physical confrontations
	Fighting is unacceptable at school. This is a nonnegotiable matter. Help students come up with alternatives to fighting.



	Becoming angry when corrected
	Help students identify strategies and language for expressing anger and disappointment.



	Having trouble following directions
	Develop instructional “road maps” for assignments. Use the maps during the lesson so students know where they are in relationship to other tasks and events during the day or lesson.



	Showing disrespect for adults and other students
	Practice the verbal and nonverbal language for showing respect. The teacher needs to model respect for students at all times, even when angry or upset.



	Cheating and stealing
	Try to get at the cause for the cheating and/or stealing. Work privately with the student.



	Not paying attention
	Work out a system, a verbal cue, to use with the student who has difficulty paying attention that doesn't embarrass the student in front of the group.



	Refusing to wait their turn
	Discuss with students how not being patient with someone else is a “put-down” of that person's best efforts. This is a respect issue.



	Forgetting rules and procedures
	Have students focus on a rule for the day as part of personal goal-setting. When the list is complete, begin the cycle again.



	Losing things and assignments
	Have students research different organizational strategies by interviewing other students. Draw up a plan for organizing your desk, your day, etc.




Some guidelines for teachers to use in working on discipline issues with gifted students from poverty are:


	Speak in a professional, adult manner with students.

	Don't embarrass students in front of their peers.

	Show respect for all students at all times. Never, ever yell at students.

	Model appropriate ways of dealing with frustration and anger. Label it for the students. For example, “John, I am very angry and disappointed with you right now. I need to calm down before I can talk with you about it. When I calm down, I will speak with you about this. Would you sit over here and read your book until I'm ready to talk with you? Thank you.”

	Remind yourself that all behaviors are diagnostic. Try to figure out the real issues instead of just reacting to the symptoms.

	Let the students know that you're aware of the hidden rules they must live with in their neighborhood, but note that the school uses some different rules that students must learn work to their advantage while at school. Different games are played using different rules.

	Try to resolve the issues within the classroom as much as possible. Sending students to the office can become a way for both teachers and students to avoid dealing with the real issues.



The safer and more cared about the students from poverty feel, the more likely they will stay in the program. As previously discussed, forming a significant relationship is an integral part of this effort. The students must know that the teacher is “on their side.” If the teacher is viewed as the enemy, academics don't stand a chance. Classroom practices that help communicate caring and an understanding of the students’ needs include:


	Furnishing supplies that are needed for students to complete assignments and projects.

	Structuring time within the school day for students to complete their work. Most students from poverty lack an environment conducive to working on assignments at home.

	Knowing the home environment and the adults in the household before calling a parent about a problem. Some parents may severely or inappropriately punish their children as a result of the school's report. When this occurs, the student may feel betrayed by the teacher. (“I knew she didn't like me; she got me in trouble with my mama.”)

	Using a “barter system” when things must be purchased that allows the student to earn the school shirt, the magazine, etc.

	Letting students know that you realize there are two sides to every story. Listen to the student's side of the story, no matter how absurd the story may seem.



Since story structure for students from poverty is not usually organized in a sequential, cause-and-effect manner, it is sometimes difficult to get the facts surrounding an incident or issue. The same also is true with the parents. When a student or parent has an incident to report, a strategy that works well is having the individual tell the story using a three-step process. A workable sequence for this is as follows:

Teacher/Administrator: “I'm going to ask you to tell me your story twice. The first time you will tell me your story, and I will not interrupt you. I will not ask you any questions, and I will write nothing down.

“The second time you tell me your story, I will take notes, and I will ask you questions.

“Then I'm going to tell you your story, and you tell me if I got it right.”


Using this approach achieves several objectives:


	Listening to the story the first time allows the educator to identify any “holes” in the story and to get a sense of the story's characters and the sequence of events.

	Hearing the story the second time allows the educator to ask questions necessary to get all the facts straight; figure out the relationships between/among the characters in the story; determine the sequence of events; and fill in relevant, missing information.

	The third time enables the educator to tell the story in a sequential manner (modeling) so there is a cause-and-effect relationship between the event(s) and the result(s). It also allows the student and/or parent to edit any information the educator may have misunderstood.



The result of using this process is that the parent and student leave the situation knowing they have been heard and that their concerns have been taken seriously. This strategy also works with young children, but the educator usually finds that the story is very short the first time. It may look something like this:

Teacher (teacher tells the student the sequence of telling the story as outlined above): “Okay, Billy, tell me your story about what happened on the playground.”

Billy: “Joe hit me.”

Teacher (after a long pause): “Billy, are you through with your story?”

Billy: “Yes, ma'am.”

Teacher: “Okay, Billy, tell me your story again.”

Billy: “Joe hit me.”

Teacher: “Where did Joe hit you?”

Billy: “On my arm.”

Teacher: “Where did this happen?”

This leads to a series of questions that helps the teacher identify what Billy might have done that contributed to this incident, where it occurred, who else was there, etc. The student begins to learn to elaborate on the responses. When this approach is used consistently, students begin to benefit from the process, and their stories become more structured and sequential. They know they will be heard, asked questions, and treated with respect. Most parents respond equally well to this format. By telling the story twice, and hearing it twice, it is very difficult for an angry parent to stay angry throughout all the steps of the process. They too know they have been heard and treated fairly.

Gifted Boys from Poverty

Of all the students identified for the gifted program, boys from poverty will experience more behavior problems than any other segment of the population. Again, their behavior is diagnostic. Unfortunately, school officials usually respond to boys’ misbehavior with a mindset of “boys will be boys” and mete out punishment with little thought about root causes of the behavior. William Pollack, a clinical psychologist with Harvard Medical School and author of Real Boys, says it's in the public school classroom where the most destructive effects of society's misunderstanding of boys reveal themselves.

Thrust into competition with their peers, some boys invest so much energy into keeping up their emotional guard and disguising their deepest and most vulnerable feelings, they often have little or no energy left to apply themselves to their schoolwork…Over the last decade we've been forced to confront some staggering statistics.

From elementary grades through high school, boys receive lower grades than girls. Eighth-grade boys are held back 50 percent more often than girls. By high school, boys account for two thirds of the students in special education classes. Fewer boys than girls now attend and graduate from college. Fifty-nine percent of all master's degree candidates are now women, and the percentage of men in graduate-level professional education is shrinking each year.

Boys experience more difficulty adjusting to school, are up to ten times more likely to suffer from “hyperactivity” than girls, and account for 71 percent of all school suspensions.89

From Real Boys by William Pollack. Copyright 1998 by William Pollack. Reprinted by permission of Random House, Inc.


Through interviews with hundreds of boys, Pollack reports that boys comment repeatedly that it's not “cool” to be too smart in school because it leads to being “labeled a nerd, dork, wimp, or fag.” One boy reported, “‘I'm not stupid enough to sit in the front row and act like some sort of teacher's pet. If I did, I'd end up with a head full of spitballs and then get my butt kicked in.’”90

For boys from poverty, the trauma associated with these labels is often the “kiss of death.” In neighborhoods where survival is the name of the game, doing well in school increases the odds that boys from poverty will become the hunted rather than the hunter. Complicating this is the lack of a support system in the home for boys. The home environment often sets the stage for boys from poverty to be unsuccessful, both academically and emotionally.

For many boys from poverty, they are the males living in a matriarchal household. A Hispanic family in poverty often has different rules for boys than it does for girls. Boys must be tough and responsible. They are told not to cry. A father may show more affection to a female child than to a male. There is a culture of “machismo.”91 Any family in poverty may suffer if adult male role models ebb in and out of their lives. Fathers may be in prison, on drugs, or in the throes of alcoholism. Frequently, the security and safety of childhood are replaced with fear, feelings of abandonment, being emotionally detached, anger, and sadness. Where is the forum for gifted boys from poverty to express these feelings?

Pollack's research showed that boys will express their feelings to an adult but not in the same manner as girls. He found that what worked with boys was using games and activities that boys enjoy. While playing a game with a boy, the adult can dialogue by asking questions without invading his space. Allowing “wait time” and allowing the student to share when he feels safe are important elements of this process. In a classroom setting, this is difficult. Most teachers don't have the time to sit with a student and play a game. Time can be created, however, that allows this strategy to work. Counselors can schedule times with boys in which they play a game and talk with them. Teachers can create a before- and after-school time for some students who need to spend time with a caring adult. Many students also like to help the teacher. Coming in before school to help the teacher clean off the bookshelves can provide an appropriate forum. Most boys need to have a distraction when talking. When confronted with direct questions, boys will typically respond by saying that nothing is wrong.


Robert is in third grade. He is one of four children living with his single mother. Robert has been acting out in class the last three days. Robert is usually a little loud, and he can be a class clown, but in the last three days he has stolen money from one of his classmates, refused to do his work in class, and now has gotten into a fight with his best friend. After trying the usual discipline strategies, the teacher decides that she needs to create an opportunity for Robert to visit with her. She invites Robert to stay after school with her and help her put up the bulletin board. In exchange for that she will stop at McDonald's when she takes him home. The dialogue between Robert and his teacher follows:

Teacher: “I appreciate you helping me today, Robert.”

Robert: “Where do you get all this stuff?”

Teacher: “Oh, I bought some of it at stores and other teachers share things with me. I bet you have some friends who share things with you.”

Robert: “I have a cousin who gives me his clothes when he's done with them.”

Teacher: “That's nice of him. I bet that saves your mother a lot of money.”

Robert: “Yeah, I guess.”

Teacher: “Is something wrong with your mother, Robert?”

Robert: “My mama's boyfriend broke her jaw. There was a real bad fight.”

Teacher: “Did your mother's boyfriend hurt you or your brothers and sisters?”

Robert: “He started to hit me, but I threw something at him and ran out of the apartment. I went next door, and they called the cops.”

Teacher: “That must have been very scary for you, Robert. I can't imagine what I would do if I were in a situation like that.”

Robert: “I told my mama that we should get a gun. I would shoot him if I had a gun.”

Teacher: “Robert, I know you're a very brave young man, but if you did have a gun and your mother's boyfriend had found the gun, what might have happened?”

Robert: “I guess he could have shot all of us.”

Teacher: “Are you afraid your mother's boyfriend is going to come back?”

Robert: “No, he's in jail, but…”

Teacher: “But what, Robert?”

Robert: “My mother has lots of bad boyfriends. I wish they'd stay away and leave us alone.”

Teacher: “How do you feel about your mother's boyfriends always coming around, Robert?”

In the above scenario, the teacher has an opportunity to ask questions and interact with Robert in a nonjudgmental way. She can help Robert identify options and explore his feelings related to his home situation. It also helps her understand what Robert is dealing with outside the school day. In a classroom setting or a small-group counseling session, the student likely never would have shared this information. If the teacher had confronted Robert by taking him outside the classroom into the hall, the outcome probably would have been very different, as follows:

Teacher: “Robert, what is wrong with you? You've been in trouble all week. Is something bothering you?”

Robert: “No. Nothing's wrong.”

Teacher: “Well, why did you and Billy get into that fight? I thought he was your best friend.”

Robert: “I dunno. He's still my friend.”

Boys are supposed to be able to handle the situation. Whether it's Mom's boyfriend beating on them, or Child Protective Services coming to the house, or the electricity being turned off (and there is no heat) doesn't matter. If you're a boy, you've got to be strong: “Big boys don't cry. It ain't cool to cry.”

Being more sensitive, persistent, and analytical than non-gifted boys makes the plight of gifted boys even more problematic. Most gifted boys from poverty are deeply conflicted about doing their best (the movie Good Will Hunting well illustrates this ambivalence). Even so, that “best” is driven by the hidden rules within the environment of poverty, not middle class. Boys in poverty tend to act out their feelings; they seldom verbalize their feelings. These feelings become a source of anger that gives way to rage, formation of gangs, impulsivity, addictions, depression, and other self-destructive behaviors. Being driven to be like other boys is powerful, making giftedness more of a curse than a blessing to a boy from poverty. Though girls certainly have their difficulties, North American culture permits them to express their feelings without shame or guilt. Most boys, on the other hand, feel enormous shame if they “can't handle it.” The following diagram shows these differences between the two gender groups.
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Gifted students know they're different from most of their peers. Students from poverty know they're different from non-poverty students. Giftedness and poverty together create an even greater difference. Gifted boys from poverty manifest their differences much like other boys from poverty but with a greater intensity and persistence. Students who feel different from their peer group frequently experience feelings of alienation. That difference from the peer group can be due to language, race or ethnic background, gender difference, physical appearance, economic disparity, or other factors. The result is feeling alone, detached from the group.

For gifted boys from poverty, this feeling may be expressed through cynical and sarcastic behaviors, acting out in class, minimizing academic achievement, and showing off physical strength. For girls from poverty, the feeling of alienation is more likely to manifest itself in a more reserved manner. Gifted girls from poverty tend to become quiet and withdrawn.

In their quest to belong, both boys and girls from poverty seek out a group. Boys, being more competitive and independent, usually find compatible friends and form their own group. Girls tend to join existing groups and often compromise achievement to belong to the group. They are more willing to compromise their own personal wishes in order to be accepted by the group.

The gender gap and academic achievement continue to be debated. Research by Legewie and DiPrete discovered that boys’ achievement was more influenced than girls’ by the socioeconomic status of the other students in the class. The greater the environmental resources available, such as high-quality teachers and curriculum, the higher the performance of boys from poverty. They stated that “boys seem to be more sensitive to the level of resources in the local environment so that the size of the gender gap is a function of environmental resources.”92

The anger, fear, sadness, and frustration that are deeply rooted in students who feel different and unaccepted by their peer group surfaces differently in boys and girls. The gender difference is greater in adolescents than it is in younger children. Hankin et al. found that postpubescent girls are more sensitive than boys to chronic peer stress that may result in depression.93

The boys who turn their feelings inward experience varying degrees of depression. Those who turn their feelings outward tend to become more violent. Girls, on the other hand, generally become more depressed and withdrawn. Their anger can be manifested outwardly through violence, but it isn't nearly as likely as it is for boys.

Once students from poverty have been identified for the gifted program, it is crucial that teachers and administrative personnel work diligently to keep them in the program. To do this school officials must work to consider the affective characteristics of both giftedness and poverty because each is a significant part of the student's identity. Because of the overt behaviors, hidden rules, lack of resources, and lack of skills accompanying poverty, most gifted students from poverty quickly become uncomfortable with the placement and the academic focus and challenge if they have not been properly adapted to the student's needs. Educators must work to help these students live in two very different worlds. Before teachers can effectively address these students’ cognitive needs, they must understand and address their affective needs. If the student is uncomfortable and doesn't understand the feelings that this new gifted environment triggers, then very little learning will take place. VanTassel-Baska and Stambaugh felt all gifted students would benefit from an affective curriculum that would “ideally contain the following components: psycho-social concern, self-assessment, philosophy of life, bibliotherapy, a talent development plan, and an emotional intelligence curriculum emphasis.” 94

The hidden rules and casual register of children in poverty often cause teachers to misinterpret their behaviors. Their affective needs must be served to make the academic achievement even possible. Pollack stated:

Regrettably, instead of working with boys to convince them it is desirable and even “cool” to perform well at school, teachers too are often fooled by the mask and believe the stereotype; and this helps make the lack of achievement self-fulfilling. If a teacher believes that boys who are not doing well are simply uninterested, incapable, or delinquent, and signals this, it helps to make it so.95

From Real Boys by William Pollack. Copyright 1998 by William Pollack. Reprinted by permission of Random House, Inc.
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After identifying gifted students from poverty, the school must meet their affective needs if they are to choose to remain in the program by:


	Recognizing that the values of poverty and those of middle class create an inner conflict for most gifted students from poverty.

	Implementing disciplinary procedures that “work with” the effects of poverty rather than against them.

	Establishing clear rules and involving the students in the process of establishing those rules.

	Incorporating affective lessons into the curriculum. Start each day with a group, affective activity that helps build personal relationships.

	Recognizing that students’ overt behaviors are diagnostic. Establish private opportunities to work with students to determine the source of covert feelings that ignite overt behaviors.

	Discussing openly with the students the hidden rules that govern them.

	Implementing a bibliotherapy component into the curriculum. Study the lives of gifted people who came from poverty backgrounds and later achieved great things.

	Creating a safe environment for students from poverty by showing them they can achieve in school and also be “cool”—both in school and in the neighborhood.

	Creating opportunities for gifted boys to talk without the pressures of a peer group.



 


Systemic Commitment Produces Individual Achievement

In 1991 Tony Robbins, a well-known seminar leader and author of self-help books, made a promise to a group of fifth grade students at Stovall Academy Elementary School in the Aldine Independent School District in Houston, Texas. If they stayed off drugs and alcohol, maintained a B average, and performed 25 to 50 hours of community service per year until they graduated from high school, they would receive a college scholarship.

Of the 103 students who signed up to meet the “Champions of Excellence” challenge, 20 students succeeded. On June 5, 1999, 20 graduates received a $16,000 scholarship. One student received additional money for achieving a high grade point average. Another received an additional $1,000 for doing 400 hours of community service beyond the required 300 hours.

When the students graduated from the elementary school, the principal organized mentors at the students’ receiving middle and high schools to help her keep up with the students’ progress. One student had moved out of state but continued in the program. The elementary principal visited with the students yearly at each level of school. The principal commented, “The students and I had a very unique relationship that I just absolutely treasure. I have literally watched these children grow up.”

A parent reported, “Tony made us focus more as a family. He taught us to be more personal and to think things out. This really helped us contribute with the kids.”96






Chapter Eleven

The Systemic Challenge

If the school system is going to identify and serve gifted students from poverty, it must be responsive to the issues that surround poverty. Without a sensitivity to the needs of students from poverty, the system cannot get to the point that it can identify and serve such students with any degree of success. If the system cannot be successful with students from poverty in the mainstream instructional program, how can it possibly be successful with them in a special program?

While working to become more efficient in identifying and serving gifted students from poverty, the system must engage in a process of self-examination and correct attitudes, practices, and procedures that tend to be obstacles in the identification of gifted students from poverty. This chapter explores some of the systemic problems that make the task of identifying and serving gifted students from poverty more difficult at the district, campus, classroom, and personal levels.

Educators need to become aggressive in the education of parents and teachers on the unique needs of gifted students. The image the schools project to the public is that gifted students are middle or upper class, make good grades, and do not create discipline problems. The fact that this myth has prevailed is an indication that the system has not done a good job in identifying gifted students from poverty or gifted students who have other unique factors that may impact their learning, such as being English language learners or having disabilities that make them twice exceptional. Because educators haven't identified these special subgroups efficiently, parents persistently fight to get their children included in what they perceive to be the best programs for the best students. Gifted programs in this case can be incorrectly perceived as being elitist or exclusionary.97

The lack of understanding about the needs of students from poverty has perpetuated myths about these students as well. Myths such as “their parents don't care” and “they can't learn” plague students from poverty. Between the myths about giftedness and the myths about poverty, the stereotypes about both groups continue to exist. The result is practices and procedures within the system that make the gap between these two groups even wider. Jensen believes that schools must take certain steps to effectively change the way children from poverty are taught. Schools must educate teachers on how poverty affects both learning and behavior and change the attitude of educators from pity to empathy.98

The following are true stories. They illustrate the overall lack of understanding and empathy within systems and communities. There are no “bad people” in any of these stories. Their overt actions, however, reflect the deeper covert attitudes, beliefs, and lack of knowledge that hurt children.

The Neighborhood School

In one suburban community, the school system had many students from poverty in its schools. Because of the demographic growth patterns within the community over many years, students from poverty were physically located in a certain part of the town. For several years children from this poverty neighborhood were bused to schools in the school district that were outside the immediate neighborhood in which the students lived. As a result, the receiving schools had more students from poverty than they would have had were these students not bused out of their neighborhood. With school district growth came the need for more schools. The result? The district built a new school in the poor neighborhood to serve the students in that neighborhood.

Because of numerous administrative and community meetings to discuss the issues related to building the school in this neighborhood, the special needs of the students surfaced. Upon completion of the new school, 98% of the students would be from poverty. Among the identified needs for the students in the new school were:


	Social workers and psychologists

	Washers and dryers for students to wash their own clothing

	Showers for students with personal-hygiene needs

	Additional planning time for the teachers

	Tutorial sessions for students before and after school

	Lower pupil-teacher ratios

	Special training for teachers to work with students from poverty

	Clothes closet for students

	School supplies to be furnished by the school

	More computers

	Highly skilled nurse

	Parent education

	Highly trained counselors



All these students had been in the school system. They had been attending schools outside of their neighborhood. Now that the political machinery was turning, these students were being looked at as having special needs.

The Moral of the Story

When the students were bused out of their neighborhood, their needs went with them. No matter how many teachers talked about what the students could not do and did need, the system didn't change. Every campus was treated the same. The campus that had a 25% low-socioeconomic population received the same per-pupil allocation in its budget as the campus that had an 85% low-socioeconomic population. Pupil-teacher ratios were the same everywhere in the system. Equity was traded off for equality. Only when the students returned to their neighborhood, attended a beautiful new school surrounded by poverty, and the community demanded more for their children, did the system respond to the issue of equity.

Throw out the Yearbooks

In another suburban school district, the parent-teacher organization (PTO) sold yearbooks as one of its fund-raisers. Forty percent of the school's population qualified for the district's free lunch program. Many of these students couldn't afford to purchase a yearbook. The principal, in an effort to help those families who couldn't afford a yearbook, organized a program whereby the students could earn money to buy a yearbook. Yet the program wasn't large enough to include all the students who wanted to participate. The principal asked the PTO president if the students could buy the yearbooks at a reduced price. The answer was no because “that wouldn't be fair to the other students who were able to pay.”

A patron came to a top-level administrator's office one afternoon carrying a box filled with the school's yearbooks. The patron asked the administrator why a box of yearbooks was in the district's trash bin. The administrator said he didn't know, but he would call the principal and inquire.

Upon calling the principal, who also was unaware of the discarded yearbooks, the administrator discovered that the PTO had 35 yearbooks that didn't sell. Rather than give them away to the students who couldn't afford them or to the principal for her special Earn-a-Yearbook project, the PTO discarded them.

The Moral of the Story

Well-meaning parents chose to throw away the yearbooks because students who could afford to purchase yearbooks had purchased one. This parent group felt it would not be “fair” to charge some students less or to give them away. Treating all students equally became more important than equitable treatment of unequals, and no one asked if it was “fair” that some students are poor and others are not.

Santa Comes for a Few

In another school district, a new elementary school located in an upper-middle-class community also served some students from a poor community a few miles from the school. The parent-teacher organization raised more than $20,000. One of its activities was to have a Santa come to the school on a Saturday for the students. The PTO officers decided that they wanted only the children who lived in the immediate upper-middle-class neighborhood of the school to attend the Christmas party. This would exclude those students who were bused to the school from the lower-socioeconomic neighborhood. To achieve this, the parent group had to approach members of a private group and ask them to rent the school facility for the Christmas party and be the official sponsors of the event. This way the event couldn't be classified as a school-sponsored event.

Fortunately, when the principal became aware of the situation (and even though the school facility had been rented to the private organization), the event ultimately was opened to all children who attended the school.

The Moral of the Story

Personnel within the school district and the school board must be the advocates for those children whose parents seldom act overtly. The parents of the students living in the immediate neighborhood were active advocates for their children. The children who resided outside the immediate neighborhood had no one to come forward to speak for them. It is usually the school employees who must be the advocates to make sure these children are treated fairly and equitably.

Money, Money Everywhere but Not a Dime to Spend

Schools that serve more affluent neighborhoods tend to have very active parent organizations. These organizations typically raise thousands of dollars to fund field trips, parties, and special events for students. Schools in less affluent neighborhoods don't have parents who can generate the amounts of money that the more affluent neighborhoods can.

In one school district, two affluent schools had a very active parent-teacher organization. The parents in these two schools had certificates of deposit (CDs) totaling nearly $25,000. One of the two schools raised that amount of money the first year the school was open. In addition to the CDs, the PTO hired a landscape architect and paid for new playground equipment. Another school in the same school district that serves more low-socioeconomic students than the other two campuses was doing well if it could raise $2,000 in a year.

The Moral of the Story

Students who come to school with more tend to have parents who see to it that their children get even more. Those who come to school with less tend to have parents who are working two jobs and don't have the time or energy to see to it that their children are treated equitably. In fact, the code of poverty reinforces the idea that “that's just the way it is.” Parents who give their children more at home also give their children more at school. Allowing each parent-teacher organization in a school system to do its own fund-raising is fair, but it doesn't create a more equitable system. Indeed, the opposite generally is true.

When the school district doesn't allow for more resources for those campuses that serve the larger numbers of children from poverty, the system is contributing to the inequity. The district has an obligation to offset the lack of resources for those campuses that obviously have little.


The Myths

No One Is Gifted

A campus where 90% of the students received free and reduced lunch used the district's process and failed to identify any gifted students. When teachers were asked to nominate students for the gifted program, they stated that the students they taught were not gifted. As one teacher commented, “We're just trying to get them to pass and not kill each other.”

Everyone Is Gifted

A campus in the same school system in a more affluent section of the town had quite another problem. The mean score in their standardized testing was the 75th percentile, and most of the parents thought their children were gifted. Teachers, reluctant to tell parents any differently because so many of the students had A's on their report cards, did not challenge the parents’ perceptions. Special classes were formed to appease the parents of high-achieving students who weren't identified as gifted.

The Moral of the Story

When all of the gifted students are coming from the more affluent sections of town, something is very wrong with the system. Opportunity, rather than giftedness, is being identified. The myth that gifted students make straight A's, please teachers, and aren't discipline problems is just that—a myth. It is very easy for a system to get caught in the politics of giftedness and lose sight of the purpose of the gifted program.

The Gifted Look

A school district developed an identification process for its gifted program that specified that students who make below an 80 on their report card would be placed on probation for six weeks. If after the six-week period the grade didn't improve, the student would be removed from the program. This same district also specified that misbehavior could be a reason to dismiss gifted students from the program. The philosophy was that gifted students should be eager learners who make good grades and are model students for other students.

The Moral of the Story

Special programs exist because there is a special need. Gifted students from poverty will have needs that manifest themselves differently from gifted students from non-poverty backgrounds. When a system imposes a stereotypical image of a gifted student on the program, the system is setting up the gifted student from poverty for failure.

Two major criteria should be used to consider removing a child from a program. This measure is taken only after much effort has been made to correct the situation. The criteria are:


	Is the program hurting the student? For whatever reasons, is the program causing more harm than good?

	Is the student hurting the program? Is the student harming the instruction and learning process to the detriment of the other students in the program?



Would the school system remove a special education student from that program because the student had a problem? Would a bilingual student be released from a program because the student couldn't speak English? Of course not. Then why would a gifted student from poverty be discharged from the gifted program because the student experienced an academic or behavioral problem? Is it because of the mythical image of perfection that we have ascribed to giftedness?

Where to Start

Districts must begin to look at the equity issues within their own systems. Campuses that have more resources because of contributions from community members should not be penalized. Children within the school system should not be penalized for their affluence, but neither should children suffer because of their poverty. Students don't choose their economic status. The system must protect and provide in the absence of resources in the home.


As a school system, the challenge is…


	Look at the gifted/talented identification practices within the system. Are the identified students coming from one economic group to the exclusion of others? Are only a few gifted students identified on some campuses while parents say, “But my child makes all A's and is bored,” on other campuses?

	Are all campuses allocated the same resources regardless of the population they serve? Treating all campuses alike is equality, but it is not equity.

	Are some parent-teacher organizations supplementing campus budgets while other parent-teacher organizations struggle to raise a few dollars to purchase minimums for the students? How is the system assisting the campuses with the minimums?

	Is there provision within the school system for additional, specialized training for teachers who work with students from poverty? Are campuses that have low numbers of students from poverty also included? The need for training is there regardless of the percentage of students from poverty.

	Are teachers trained to recognize giftedness in poverty? What does it look like, and how is it different from giftedness in non-poverty environments?

	Is there provision for lower pupil-teacher ratios on those campuses with high numbers of students from poverty? Has the district provided them with additional resources—such as social workers, psychologists, healthcare workers, etc.?

	When new schools are being built that serve students from poverty, is there provision for showers and a washer and dryer so that students can be taught more responsibility for their personal hygiene?

	Are mentors available for students from poverty?

	Does the system require removing gifted students from the program if they don't maintain a certain grade-point average or conform behaviorally?




This process must begin by awakening the larger public to the need. The middle- and upper-class individuals in the above stories would eagerly buy a coat for any child who needed one. Their collective behaviors within the larger system, however, communicate another message. It joins the ranks of all the other subtle “isms” in our culture. This time it's classism. One class must be better than, look better than, have more of, and stand out from all others. It's a subtle discrimination that hurts everyone.

 


Doors

Each of our destinies depends on finding a door in the wall, or overcoming the obstacles that block our pathways. For some people finding the door takes forever and others no time at all. But once you have found it, you must open it.

You spend your whole life trying to open doors. Sometimes we find a door and we do not even realize it. Often, we see a door and pass it because we do not wish to open our eyes and face the door. We will have go back to it, and the longer we wait the harder that door is to open. Once your first door is opened, you can use it to find others.

We never open all our doors because new ones are being placed in our lives all the time. But don't despair, keys are also made.99






Chapter Twelve

Conclusion—Opportunity Knocks

To identify and serve gifted students from poverty requires the commitment of educators throughout the entire school system. Teachers must be aware of the unique packaging of gifts that students from poverty bring to the classroom. Shedding stereotypical middle-class images of giftedness is as difficult for teachers as shedding effects of poverty is for students from poverty. The lack of resources and opportunities, along with the hidden rules, creates a complex and forbidding mask.

Educators cannot change the home environments of their students. They can, however, understand them, accept them, and consider the experiences they bring with them to the instructional program. Expecting less of students from poverty is not the answer. Offering the kind of support they need to meet the expectations is the answer. To survive in poverty requires great strength. The obstacles within that environment also can be great teachers. When looking at the obstacles that some people from poverty have overcome to achieve greatness, one must ask: “Was it because of, or in spite of, the poverty that the person achieved? Was it because of, or in spite of, the abuse, the alcoholism, the drug addiction, the abandonment, the handicap, etc. that the person ultimately triumphed?” Painful though they may be, adverse circumstances also can become the sources of energy that move one forward.

The equitable treatment of students from poverty is essential if these students as adults are to have equal economic opportunities. To overlook the brightest students from poverty because they are different, because they lack the opportunities and resources within their environment, is unacceptable and morally wrong. Finding the gifted students in poverty and serving them appropriately necessitates systemic changes. Not attempting to meet this challenge is an abdication of the educator's duty.

No one can guarantee that these students will be successful when they are identified and served appropriately. Breaking the cycle of poverty is no small feat. Education, however, is a key component in this endeavor. Ultimately, the student must choose, but without opportunity, the student has no choice!

Identifying gifted students from poverty and serving them more appropriately and efficiently must be a priority for all school systems. Giftedness does not exist just within the middle and upper classes. Gifted programs do not exist only for the more affluent and politically vocal.

The challenge is here. The knowledge is here. The time to apply it is now. The answers to questions and the solutions to problems are found in the trying. The opportunity for equity for gifted students lies with educators who have the courage and commitment to see beyond the mask of poverty. Behind the mask are myriad gifts to be developed. If those gifts are developed appropriately, the student will be empowered to remove the mask.
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Directions for Completing Preponderance of Evidence Grid

I.Student Production

A. Math replication


	If the student develops a plan and works the problems correctly using the plan, the student receives 3 points in Section I-A of the Summary of Student Data form.

	If the student does a plan, but works the problems incorrectly, or if the student works the problems correctly but does not develop a plan, the student receives 2 points on the Summary of Student Data form.

	If the student does not develop a plan and does not do problems correctly, the student receives 1 point, which is recorded in the Summary of Data section of the Preponderance of Evidence Grid.



B. Story replication


	If all the components of the task are included, the student receives 3 points in Section I-B of the Summary of Student Data form. There must be a plan and a written story (could be pictorial at the primary grades), and it must illustrate one of the themes specified.

	If two of the three components are included, the student receives 2 points in Section I-B of the Summary of Student Data form.

	If the student has only one of the three components, the student receives 1 point in Section I-B of the Summary of Data section.



C. Spatial/problem-solving


	Students are to use six crayons to do this activity. Each square is to be colored, and no color can touch itself on any side of the square The point distribution is as follows:

	Students who develop a plan and complete the task, adhering to the rule at least 75% of the time (do 75% of them correctly), receive 3 points in Section I-C of the Summary of Data section.

	Students who develop a plan and complete the task, adhering to the rule at least 50% to 75% of the time, receive 2 points in Section I-C of the Summary of Data section.

	Students who do the task, getting less than 50% correct and not developing a plan, receive 1 point in the Summary of Data section. Students who develop a plan and still get less than 50% of them done correctly also receive 1 point in the Summary of Data section.



D. Portfolio: Each student's portfolio is rated as a 3, 2, or 1, based on the rubric for the activities selected to use with the students. A minimum of three activities that foster critical thinking and three that foster creative thinking should be used. An overall rating score for the three should be determined. Maximum total points for the portfolio is 6 points.

II.Informant Data

A. Teacher Perception Inventory: After completing the Slocumb-Payne Teacher Perception Inventory: A Rating Scale for Students from Diverse Backgrounds, the overall score is entered in the Summary of Data section as follows:


	Scores from 76–57 = 12 points

	Scores from 56–37 = 8 points

	Scores from 36–19 = 4 points



B. Peer Perception Inventory: Students whose names appear on the Peer Perception Inventory receive points in the Summary of Data section, as follows:


	A name appearing 5 or more times = 12 points

	A name appearing 4 times = 9 points

	A name appearing 3 times = 6 points

	A name appearing 2 times = 4 points



III.Cognitive/Language Skills

A. Writing sample: A 4-point rubric is developed for a writing sample that is appropriate for the grade level being considered. After completing each of the categories, the teacher gives the student an overall rating by adding up the rating for each descriptor and then averaging them. The final average is rounded off to the nearest whole number. Students’ scores are entered in the Summary of Data section as a 4, 3, 2, or 1.


B. Reading sample: Using the reading rubric for the appropriate grade level of the student, the teacher has the student read a story from a book written at that grade level. Using the descriptors included in the rubric, the teacher rates the student as a Beginning, Developing, Capable, or Expert reader. After completing each of the categories, the teacher gives the student an overall rating by adding up the rating for each descriptor and then averaging them. The final average is rounded off to the nearest whole number. Each student is categorized as a Beginning, Developing, Capable, or Expert reader.

A score is entered on the Summary of Data section form as follows:


	Beginning = 1 point

	Developing = 2 points

	Capable = 3 points

	Expert = 4 points



C. Mathematics sample: A locally developed mathematics sample is developed and administered to students. The activity should assess understanding of mathematical concepts. A distribution of points is earned based on a rubric. The distribution is as follows:


	High Performance = 7 points

	Above-Average Performance = 5 points

	Average Performance = 4 points

	Below-Average Performance = 3 points



IV.Standardized Testing Data

A. Standardized testing data: Scores from a criterion-referenced test (CRT) or a norm-referenced test (NRT) are distributed in the Summary of Data section. A range of scores should be established that allows for students to receive 1, 2, 3, or 4 points.

B. Academic recognition: Students who receive academic recognition on the state competency test are noted in this section. Students receiving academic recognition should have a check in the box under the word “Yes” and receive 3 points.


C. Mastery of state competency test: Mastery or non-mastery of the state's competency test should be noted by checking either “Yes” for mastery or “No” for non-mastery. Mastery of all parts of the state competency test must be made to receive a “Yes” and to receive 3 points.

Environmental Opportunities Profile

Students receive points based on the opportunities they have or do not have in their environment. This information is gleaned from school records and interviews with the primary caregiver of the student. Using the Environmental Opportunities Profile, students receive points in each of the categories.





	

	Student Production




	 



	Minimum points possible = 5
	Maximum points possible = 15



	

	Informant Data




	 



	Minimum points possible = 12
	Maximum points possible = 36



	

	Cognitive/Language Skills:




	 



	Minimum points possible = 5
	Maximum points possible = 15




NOTE: Standardized testing data that are included in Section IV of the Summary of Student Data form may be considered INVALID if a student receives 33 or more points on the Environmental Opportunities Profile. If the data included in Sections I, II, and III are high, and the data in Section IV are low, the standardized testing data may not be reflecting the student's actual performance ability. Look for patterns in the data. When inconsistencies occur, ask why and try to account for the discrepancies.

Summarizing the data


	The data are summarized in the grid box at the bottom of the last column labeled Summary of Data. The totals for each section (Sections I–IV) are entered in the appropriate column and rows (Rows A–D). The total for each section is entered in the subtotal row. The subtotal row is added together and entered in the Totals column at the end of the row.

	The points from the Environmental Opportunities Profile are entered for each section.

	The total number of EOP points are added to those in the subtotal row, adding both down and across in the row labeled Totals.

	Based on the information gathered, the person charged with the responsibility of getting the data together places a Y (yes) or an N (no) for each of the sections indicating that the scores appear to be valid or invalid for that section. If for some reason some of the information collected is invalid, anecdotal comments may be made on the back of the form, explaining the circumstances surrounding that item(s). Scores may be considered invalid for a variety of reasons. Among these are:

	The student may have copied the work of another student.

	A teacher may have rated all students very low—or very high—on the Slocumb-Payne Teacher Perception Inventory, making the ratings questionable.

	A family member other than the primary caregiver may have responded to the Environmental Opportunities Profile.

	The student refused to answer questions during the student interview.






Distribution of Points on Preponderance of Evidence Grid

Points on the EOP and points gleaned from Student Production, Informant Data, and Cognitive/Language Skills offset one another to achieve a balance. This is the equity component inherent in this identification process. The following shows the minimum and maximum points that can be earned in the various categories.
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Determining Preponderance of Evidence

Using the sum total (EOP points combined with the subtotals), do a frequency distribution of the scores for each of Sections I–IV, ranging from high to low. After reviewing the range of scores, determine the number of scores the campus will use to identify its gifted and high-achieving students. Use this procedure for each of the columns to determine if the score in the Subtotal 2 rows for each section are to be classified as Gifted or Non-Gifted on that campus. Total up the number of “Yes” Gifted and the number of “No” Not Gifted for each row and enter the number in the Totals column at the end of the row. Looking at the two totals, plus the anecdotal data included on the back of the form, school officials make their decisions based on the Preponderance of Evidence.

Example of Two Hypothetical Students

A Non-Low Socioeconomic Student
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A Low Socioeconomic Student
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In the preceding examples, the 10-point difference between the low-socioeconomic student and the non-low student is in the area of the standardized testing data (Sections IV-A, B, and C). Assuming the low-socioeconomic student scored high on the EOP, receiving the maximum number of points on the EOP, the student's standardized test scores would be considered invalid.

Math Replication

Primary

In math, people can get an answer faster if they multiply numbers rather than adding the numbers together. Suppose a person wants to know how many pieces of candy there are. Thinking of pieces of candy on plates can help with the answer.

For example: In the multiplication problem 3 × 3, it would mean a person has three plates with three pieces of candy on each plate.
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How many pieces of candy are there? There are 9. So, multiplying 3 × 3 means that there are a total of 9.

Task: Now you do the following two problems. Before you begin, develop your plan for doing the problems.


Write your plan in this box.




1. What does 6 × 6 equal?

2. What does 7 × 5 equal?

Math Replication

Intermediate

In math, an exponent is used to tell you how many times the number is multiplied against itself. For example, 84 means 8 is multiplied against itself 4 times. In other words, it means

8 × 8 × 8 × 8 = 4,096

Therefore, 84 equals 4,096

Task: Now you do the following two problems. Before you begin, identify your plan for doing the problems.


Write your plan in this box.



1. What is 4²?

2. What is 10³?


Story Replication

Primary

Stories have themes or main ideas that the writer of the story wants the reader to understand. For example, in the cartoon series Pinky and the Brain, the theme or main idea is about a mouse who believes that he is smarter than everyone else (the Brain), and every episode he has this big idea that is going to take over the world. He always gets Pinky (his friend) to help him, and his ideas never work. The theme of the cartoon series is simply that no one is smart enough to take over the world alone. For example, in the Cinderella story, the theme is “rags to riches.” A poor girl who does what is right eventually gets everything, including a handsome man, riches, and the respect of her stepsisters.

Here are some common themes that are in movies and stories:


	Good wins over bad.

	By sticking to a cause or purpose, the person will win, in spite of trouble.

	The hero wins, even if the hero is not perfect and makes mistakes.

	You can never make a person love you.

	A person goes from rags to riches by being a good person.

	People can control what happens to them.



Task: Choose one of these themes. Write a story, or draw a cartoon strip using one of these themes, or you can tell your story out loud.


Every task needs a plan. A plan is how you will get the task done.
Write down what you will do first, second, and so on.




Story Replication

Intermediate

Most video games come in a story format. In most video games, the primary theme is good against evil. Most video games involve fighting and often, as part of the theme, the good guy or girl rescues a person from the land of a bad person.

On the video game sites, the stories are laid out in a format that combines picture and narrative (particularly for role-playing games).

Task: You need to develop a video-game preview for a website. You must identify three characters, give a short description and drawing of each, and briefly tell the main points of the story.

Before you begin you must make a plan—in other words, what you will do first, second, third, and so on. You must identify three characters, give a short description and drawing of each, and briefly tell the main points of the story.


Write your plan in this box.




Spatial/Problem-Solving

Directions: You are to use six crayons for this activity. You are to color each square. There is one rule for this task. No color can touch itself on any side of the square and you must use all six colors at least once. You are to color all 36 squares as they are drawn. You may not change the size or shape of the squares.

To do any task, it helps to have a plan. A plan tells how you are going to get the job done using the rules. Please write your plan here before you begin the task. You may use the back of this page if you need more space for your plan.

[image: images]

 


Establishing Local Norms to Achieve Equity in Identification of Gifted/Talented Students Using Preponderance of Evidence Grid

When the demographics of a district vary greatly from campus to campus, or when the district's demographics are not similar to those represented in a national representative sample, local districts need to consider developing their own local norms in the gifted/talented identification process. The following information is designed to guide district personnel through the process of making decisions and performing the calculations necessary to establish local performance norms.

When do I establish a campus norm versus a district norm?

If a school district has attendance zones within the district that cluster students who are significantly different from the overall population, then it is appropriate to consider local campus norms. For example, if the overall district has a low socioeconomic status (SES) population of 30%, but a given campus in that district has 50% low-SES students, then that campus is not typical of the overall district. Without the use of local campus norms, students on the campus(es) with high numbers of low-SES students would not be able to compete against more affluent students on other campuses. This makes it appropriate to establish a local norm for that campus. If local campus norms are not used, some campuses may end up with very few students who meet the district's criteria for the gifted/talented program. If the campuses within a district are similar in their demographics, then district data may be used to establish district norms.

What kinds of data can be normed at the local campus level?

Any student performance data can be normed at the campus level. School personnel can take students’ performance scores at a given grade level and norm those performance data.


Where do I start?

Select the performance tasks that you wish to use on the Preponderance of Evidence Grid. The performance tasks could be those mentioned in this book or some other instruments the local district has selected. Make a decision about the point distribution that is to be used on the grid. To implement the process advocated in Removing the Mask, the total points distributed on the grid must equal 66. Therefore, some instruments might receive points on a 5-point continuum, while others might be on a 3-point continuum. This is a local decision. The key is that they must equal 66 points because the Environmental Opportunities Profile has a maximum of 66 points.

Below is a sample grid in which the points are distributed on a 5-point scale.

[image: images]

How do I determine the distribution of scores?

Have students complete the performance task selected. Let's say that the activity used is scored on a scale of 0 to 100. After the students’ performance has been scored, rank the students’ scores from high to low. Putting the student data in an Excel spreadsheet can greatly reduce the amount of time personnel spend with this task. Let's also assume that 50 students are represented in the data collected. Rank the performance of those 50 students from high to low. The following chart illustrates such a ranking.






	Student #
	Raw Score



	1
	97



	2
	97



	3
	97



	4
	93



	5
	93



	6
	89



	7
	89



	8
	89



	9
	89



	10
	88



	11
	84



	12
	84



	13
	84



	14
	84



	15
	84



	16
	81



	17
	81



	18
	81



	19
	81



	20
	81



	21
	81



	22
	80



	23
	80



	24
	80



	25
	79



	26
	79



	27
	78



	28
	78



	29
	75



	30
	75



	31
	70



	32
	70



	33
	70



	34
	70



	35
	70



	36
	68



	37
	68



	38
	68



	39
	63



	40
	63



	41
	63



	42
	63



	43
	52



	44
	50



	45
	49



	46
	44



	47
	35



	48
	35



	49
	34



	50
	25




Determine how many students would be in the top 25% (top quartile of those students tested). The top 25% of the students is used so that more students receive points on the grid. Some of these students may receive 1 or 2 points on this section of the grid and no points on other sections. By collecting the data on the top 25%, the net is cast a little wider in order to find those students who may excel in some areas while not in others. Their overall performance, however, could qualify them for the program.


Since there is a sample of 50 students, the top quartile would be 12.5 students. Rounding the number up, the top 13 scores will be distributed on the grid. Look at the score of student #13. That student has a score of 84. Students 14 and 15 also have scores of 84. Therefore, all of these students are going to receive points on the grid.

To determine the point spread, take the highest possible score (which would be 100) and subtract 84. The difference is 16. Divide 16 by 5 and you get 3.2. Points on the grid will be distributed on a scale of 3 to 4 points. Since no student scored in the 100 to 98 range, it is advisable to put the extra point in the top range of the grid. Thus, 5 points would be given to students who scored 100–96, 4 points to those scoring 95–93, 3 points to those scoring 92–90, 2 points to those scoring 89–87, and 1 point to those scoring 86–84. The grid would then look as follows:
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Slocumb-Payne Teacher Perception Inventory: A Scale for Rating Superior Students from Diverse Backgrounds

[image: images]

Directions: This scale is designed to obtain a teacher's perception of a student's characteristics as a potentially gifted/talented student. This is not a recommendation form; it is a perception of a student within the context of a classroom or school. Since each classroom is as unique as the teacher conducting that classroom, one teacher's perception of a student may vary considerably from that of another.

The items are derived from the research literature dealing with characteristics of gifted and creative persons. A considerable number of individual differences can be found within any student population; therefore, the profiles are likely to vary a great deal. There is no right answer to any question.

Each descriptor item in each row should be read from the left and from the right, and then circle the applicable number that best describes your perception of the student as related to that descriptor. You are to circle only one number in each row. Each descriptor is designed to be “two sides of same coin.” Persons completing this instrument may find it helpful to first read the descriptor on the left, then the one on the right, and then place a check mark beside the descriptor that best aligns with your perception of the student under consideration. Then, using that descriptor, circle the number that most closely describes your perception of the student in relation to the descriptor.

One descriptor item per row (either the one on the left or the right) is to be rated as follows:

1 = Seldom or never

2 = Occasionally

3 = Frequently

4 = Almost always
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Student Interview

[image: images]

1.One day when you arrive at school, you discover that your teacher is ill and will be out of school for the remainder of the school year. Your new substitute teacher enters the room. Much to your surprise, your new teacher is a robot. Your robot teacher says that it can do many things that your regular teacher couldn't do. How would you like your robot teacher to be different from your regular teacher? What would you like your robot teacher to do that your regular teacher does not do? (Listen for connection to technology, sense of fairness, magic, personification, humor. Push the student to elaborate.)

2.You turn the television on and there is a movie on. The movie is about you. Tell me what you think is happening in that movie about you. It's your movie; you can make it do anything you want. (Push for a plot to be revealed. Does the story have other people, things, or ideas out of the ordinary?)

3.If you could fix one thing in your neighborhood, what would you fix and how would you go about fixing it? (Listen for scope and abstraction. With older and/or more affluent children, substitute town, state, United States, or world for neighborhood.)

4.Would you consider yourself an “expert” on a subject that is not taught in school? Why are you an “expert” in this? How did you become an expert? (If students do not understand what an expert is, explain it to them. Ask probing questions if the student can't think of anything. Example: “What is something your friends always ask you to do because they know you can do it better than anyone else?”)

5.What is the easiest way for you to learn something new? (Push for an elaboration of a method or rate of learning.)

6.Have you ever been bored? Tell me about what happens when you get bored. How do you handle it? (Listen for creative ways to handle boredom. Listen for problem-solving strategies.)

7.You just won a new television set. This TV is different from some others. You can schedule the shows you want to watch between 7 and 8 o'clock each night without using a DVR. You also can make them last 15 minutes, 30 minutes, 45 minutes, or one hour in length without commercials. Which shows would you want to watch during that hour on Monday night? What about on Tuesday night? Wednesday night? Etc. (If the student names the same shows for several days, stop the questioning. Listen for a theme as to the types of shows the student is selecting. Ask if the student would always watch them in the same order.)

8.What do you think being gifted means? Can you give me the names of at least two people whom you believe to be gifted? These can be people you know, people you have read about, or even people who are not alive anymore. Describe for me why you think they are gifted. (If the student doesn't have a personal definition of gifted, talk about gifted people as those who have some exceptional abilities. You can use fairy tales or fictional characters as examples.)

9.Your two best friends are having a problem. They are mad at each other. You like them both and want the three of you to play like you used to. How would you go about getting your two best friends to stop being mad at each other and be best friends again? (Listen for problem-solving strategies. Ask other questions that will cause the student to speculate on possible strategies to use. Example: “Well, what if that didn't work? What would you try next?”)

10.If you could invent one thing that would help another person, what would you invent and why? (Listen for a creative response that shows an awareness of others and their needs. The student could refer to a group rather than an individual.)

 


Peer Nomination

(Elementary)

Think about the other students in your class. Who would you go ask if…


	You wanted the best ideas about how to find a lost puppy?

	You wanted to get the computer working?

	You needed advice about a friend?

	You needed all the words to a popular song?

	You needed to know the steps to a dance?

	You didn't have lunch money?

	You needed to know what happened on the last three episodes of a TV show?

	You needed help with your math?

	You needed a good drawing?

	You needed someone who could help you win an argument with someone else?

	You needed the secrets to winning a video game?

	You needed your backpack fixed?

	You needed a personal problem explained to the teacher?

	You wanted to hear a good story?

	You wanted someone to make you laugh?



 


Reading Rubric: Grade 1
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Reading Rubric: Grade 2
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* Reading strategies: Summarizes, retells events; makes mental picture of what author says; predicts next event; alters predictions based on new information.

** Self-correction or “fix-up” strategies: Looks back, looks ahead, rereads, slows down, asks for help.

 


Reading Rubric: Grade 3
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* Reading strategies: Summarizes, retells events, makes mental picture of what author says; predicts next event, alters predictions based on new information.

** Self-correction or “fix-up” strategies: Looks back, looks ahead, rereads, slows down, asks for help.

 


Reading Rubric: Grade 4
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* Reading strategies: Summarizes, retells events, makes mental picture of what author says, predicts next event, alters predictions based on new information.

** Self-correction or “fix-up” strategies: Looks back, looks ahead, rereads, slows down, asks for help.

*** Fiction structure (examples): Flashbacks, chronological, episodic, story within story.

**** Nonfiction structure (examples): Topical, cause and effect, sequential, comparison/contrast, persuasive.

 


Reading Rubric: Grade 5
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* Reading strategies: Summarizes, retells events, makes mental picture of what author says, predicts next event, alters predictions based on new information.

** Self-correction or “fix-up” Strategies: Looks back, looks ahead, rereads, slows down, asks for help.

*** Fiction structures (examples): Flashbacks, chronological, episodic, story within story.

**** Nonfiction structures (examples): Topical, cause and effect, sequential, comparison/contrast, persuasive.

 


Writing Rubric: Kindergarten
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This rubric represents developmental stages.

 


Writing Rubric: Grade 1

Narrative/Expressive: First Semester
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grade 1

Narrative/Expressive: Second Semester

[image: images]

* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grade 2

Narrative/Expressive
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grade 2

Informative/How-To
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grade 3

Narrative/Expressive
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grade 3

How-To
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grade 3

Classificatory
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grades 4 and 5

How-To
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grades 4 and 5

Classificatory
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grades 4 and 5

Narrative/Expressive
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.

 


Writing Rubric: Grades 4 and 5

Persuasive
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* Teacher should model and encourage appropriate capitalization and punctuation. This should be assessed second semester.


Environmental Opportunities Profile






	Section I:Student Production

	Criteria
	Rating



	
Item 1: Number of years of schooling of primary caregiver, particularly mother

Question: How many years were you in school, starting with first grade?


	

	16+ years of schooling




	[image: images] 1 point



	

	12–15 years of schooling




	[image: images] 2 points



	

	Less than 12 years of schooling




	[image: images] 3 points



	
Item 2: Number of years at same school

Question: How long has your child gone to this school?


	

	Has spent or will spend two or more years in same school




	[image: images] 1 point



	

	Is and/or plans to be in same school for one year




	[image: images] 2 points



	

	Moves during year; is unlikely to stay for entire school year




	[image: images] 3 points



	
Item 3: Child/family have medical/health benefits

Question: Does your family have medical/health benefits that include child?


	

	All members are covered




	[image: images] 1 point



	

	Only employed parent(s) are covered




	[image: images] 2 points



	

	No members are covered




	[image: images] 3 points



	
Item 4: Number of years in same job; stability of income

Question: Do you and/or other adults in the household work outside the home? How long have you/they worked there?


	

	One or more adults are employed and have been consistently employed for two or more years with same company or type of work




	[image: images] 1 point



	

	One or more adults are employed and have been for at least one year with same company or type of work
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	No adult is employed or has been employed for more than six months with same company or type of work on full-time basis




	[image: images] 3 points



	
Item 5: Identified as LD, ED, ADHD, ADD, 504, Title I, bilingual, etc.

Question: Does your child receive any special services at school, such as with reading or math from a special teacher, in special education, special tutoring, etc.?


	

	No learning conditions identified




	[image: images] 1 point



	

	Identified learning problems; interventions appear effective; parents pleased with student's progress




	[image: images] 2 points



	

	Learning problems identified; interventions appear ineffective; parents displeased with progress




	[image: images] 3 points



	 
	Subtotal of Section I =
	 



	Section II:Informant Data

	Criteria
	Rating



	
Item 6: Parents born in United States

Question: Were you and your spouse born in the United States?


	

	Both parents born in United States




	[image: images] 1 point



	

	One parent born in United States




	[image: images] 2 points



	

	Neither parent born in United States




	[image: images] 3 points



	
Item 7: Support system in home—number of adult males in household

Question: How many adult men live in your house?


	

	One or more adult males live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult male on fairly permanent basis; if divorced, father exercises visitation rights regularly




	[image: images] 2 points



	

	No adult males in household, or males are not in household on regular basis
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Item 8: Support system in home—number of adult females in household

Question: How many adult women live in the household?


	

	One or more adult females live in household, consistently and fairly constantly




	[image: images] 1 point



	

	One adult female on fairly permanent basis; if divorced, mother exercises visitation rights regularly
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	No adult females in household, or females are not in household on regular basis
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Item 9: Support system in household—number of adults in household

Question: How many children are in the household and how many adults (ratio of children to adults)?


	

	Child/adult ratio is one to one or better




	[image: images] 1 point



	

	Child/adult ratio is two children to one adult
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	Child/adult ratio is three or more children to one adult
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Item 10: Amount of light in home

Question: Do you have lots of light in your house? Do you open the curtains during the day?


	

	Window coverings are open during day; three or more light fixtures and/or lamps are in major rooms in house




	[image: images] 1 point



	

	Window coverings partially open; overhead light or lamp per room




	[image: images] 2 points



	

	Window coverings closed; one or less low-wattage light bulb is used; light often comes from TV




	[image: images] 3 points



	
Item 11: Use of color in home décor

Question: What colors are in your house? Describe the colors of your walls, pictures, and furniture


	

	Light-colored walls with contrasting colors in drapes and furnishings




	[image: images] 1 point



	

	Neutral shades and décor; colors complement or blend rather than contrast
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	Darker décor; random use of medium-to-dark nondescript color
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Item 12: Is older or younger than classmates

Question: When was your child born? Did your child start kindergarten at age 5? Has your child ever been retained?


	

	Overage—has been retained, started school late, or has birthday within first two months of school




	[image: images] 1 point



	

	Same age range as classmates
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	Underage—has birthday one or two months prior to start date of school
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Item 13: Qualifies for and/or receives free or reduced lunch

Question: Does your child take part in the free- or reduced-lunch program at school? (Note: If this is a sensitive question to ask, check school records.)


	

	No assistance
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	Reduced lunch
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	Free lunch
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Item 14: Child is member of dominant racial or ethnic group of campus (dominant means 50% or more of students belong to that group)

Question: Check school records


	

	Member of dominant group




	[image: images] 1 point



	

	There is no dominant group; no group has 50% or more
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	Not member of dominant group
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Item 15: Child is member of dominant economic group of campus

Question: Check school records


	

	Member of dominant group
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	There is no dominant group; no group has 50% or more
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	Not member of dominant group
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Item 16: There are general time frames for meals, TV, going to bed, taking bath, etc.

Question: Do you have a set time that you make your child take a bath? Go to bed? Watch TV? Do homework? Etc.


	

	Time frames exist and are consistently followed
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	Time frames exist for most and are often followed




	[image: images] 2 points



	

	Time frames vary or are nonexistent and are inconsistently followed
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Item 17: Child has spent night 50 miles or more away from home with parent or other family member

Question: Has your child ever been 50 miles or more away from home with you or another family member and stayed overnight? If so, how many times?


	

	Frequently—more than once a year




	[image: images] 1 point



	

	Occasionally—once a year (such as family vacation)
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	Never
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	Subtotal of Section II =
	 



	Section III:Cognitive/Language Skills

	Criteria
	Rating



	
Item 18: Significant relationships

Question: Who is the primary caregiver of the child?


	

	Two or more significant relationships




	[image: images] 1 point



	

	At least one significant relationship
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	None
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Item 19: Number of children's books in home

Question: How many books does your child have that are for your child? (Note: Books should have been purchased for the child)


	

	Two or more books per year of age




	[image: images] 1 point



	

	One book per year of age
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	Less than one book per year of age
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Item 20: Presence of newspapers or magazines in home

Question: Do you purchase newspapers or magazines on a regular basis?


	

	Daily newspaper and two or more magazines




	[image: images] 1 point



	

	Weekend newspaper or tabloid purchased on regular basis; magazines purchased at store
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	No systematic access to newspapers or magazines




	[image: images] 3 points



	
Item 21: Formal register is used at home (in any language)

Question: Observe for use of language


	

	Spoken and written formal register (in any language) used by all adult household members
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	Formal register spoken by all adult household members, but not written
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	Casual register used by one or more of household adults; very little writing of any kind




	[image: images] 3 points



	
Item 22: Speaks language other than English

Question: What languages are spoken in the home? (Observation)


	

	All adults in household speak English
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	At least one adult speaks at least one language fluently
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	Language acquisition delayed, or no dominant language; poor grammatical structures used orally




	[image: images] 3 points



	 
	Subtotal of Section III =
	 



	 
	Total of Sections I, II, and III =
	 




 


Frequently Asked Questions (FAQs): Environmental Opportunities Profile

The Environmental Opportunities Profile (EOP) is used to determine the degree to which a student's environment impacts the student's performance in school. The following Frequently Asked Questions (FAQs) are a step-by-step guide for the administration and scoring of the EOP instrument.

Who can administer the EOP and how long does it take to administer it?

The EOP is the key component in the identification of gifted students from poverty. Field-testing the EOP has shown that the EOP can be effectively administered by teachers, administrators, secretaries, counselors, or any school official who relates well with parents and students. It takes approximately 10 minutes to take down the EOP information.

When and where do I administer the EOP?

Schools may administer the EOP in a variety of settings. The easiest time to administer the EOP is when students register for school. School districts that conduct prekindergarten and/or kindergarten round-up programs should consider administering the EOP at the same time students are being screened and registering for school. Large numbers of parents may be interviewed in larger areas such as cafeterias and libraries using multiple interviewers. The EOP has been designed to be administered to parents without school officials having to go into the home. One-on-one interviews at the school are a further option. The EOP also may be administered over the telephone. In fact, some people may be more comfortable being interviewed over the phone as it provides a degree of anonymity for the person being interviewed.

Whom do I interview if the parent is not available?

Usually one parent of the student is interviewed; however, grandparents, stepparents, older siblings, aunts, uncles, foster parents, or sitters may on occasion be the ones interviewed. As long as the person being interviewed can answer most of the questions, that person is acceptable. If a foster parent does not know much about a child's history, the interviewer should make note of the limited knowledge the foster parent has about the child and then focus on those questions that the foster parent can answer. The same is true of parents who have an adopted child, especially if the adopted child has been with the parents for only a short period of time.


Can the student be interviewed in lieu of the parent?

Yes, the older students may be interviewed in lieu of interviewing the parent. Students in grades 4 through 12 usually are able to answer the questions on the EOP. Third-graders also may be interviewed; however, some of them may be unable to answer the questions, and a parent may have to be contacted to supply information the student is unable to furnish.

What if I'm unsure about the scoring of an item on the EOP?

If the interviewer is uncertain about scoring a particular item on the EOP, err on the side of the child. This means that when debating whether to score an item as a 1-point or 2-point response, give the student 2 points. When debating between a 2-point response and a 3-point response, give the student 3 points.

How do I begin the interview so that the parent is comfortable answering the questions?

When beginning the interview, make every attempt to establish an amicable relationship with the person being interviewed. It is important that the person being interviewed knows that the school is there to work with the child and that school personnel are excited about the child coming to the school. If the child is with the parent at the time of the interview, try to establish a rapport with the child. Ask children their names. Tell the children that they are going to like school and that they will make many new friends. If parents perceive that you like their child, they will feel much better about the interview. When enrolling young children who have come with the parent, have some crayons, puzzles, or appropriate books available for the child. If the parent does not have to struggle with an impatient child, the interview will proceed faster and smoother.

What do I tell parents about the purpose of the interview?

Explain to the parent why you are asking the questions you are asking. Most parents are very content knowing that you are trying to get additional information to help school officials place their child appropriately. Say something like, “I need to ask you a few questions so that we can get to know your child as quickly as possible. We have many programs at the school, and your answers will help us find the most appropriate services for your child as soon as possible. There are no right or wrong answers to any of the questions I will be asking you. You know your child better than anyone else, and your information will help us.”


How do I complete the information on the front of the EOP?

Before beginning the interview, complete the top portion of the EOP, filling in the name of the interviewer and the interviewee. If the interview is being done at the time of registration, the address and phone numbers should be readily available. Some schools have a clerical person available at the time of registration to do the initial preparation of all forms the parent(s) will be completing. This is very helpful for parents who may have limited reading or writing skills.

What if people are uncomfortable telling me their annual income?

The income information on the front cover of the EOP is not crucial to the interview. If the interviewer senses that the parent is uncomfortable revealing this information, go to Section I of the EOP. Chances are you will have access to income information as part of the free- and reduced-lunch program. Most parents are comfortable if the interviewer says, “Look at these income ranges and check the one that comes closest to your family's annual income.”

You are now ready for the interview. An explanation for each of the questions on the EOP follows.

Section I: Student Production

The five questions in this section address those areas that impact a student's production in school.

Item 1: Number of years of schooling of primary caregiver, particularly mother

This question seeks to find out the educational levels of the primary caregivers in the household. If both a mother and a father are present, get the educational levels of both. In most cases, however, the mother will be the primary caregiver. Therefore, in scoring the question, the mother's educational level is the one that counts.

Some parents may appear to be somewhat embarrassed if they completed less than 12 years of schooling. Some immigrants may have only completed a couple of years of formal schooling. If the interviewer senses that the parent is reluctant to provide this information, it is safe to assume that the parent did not complete high school, and the student receives 3 points on the EOP for Item 1. Parents who attended school in a foreign country may be unable to explain the grade level they completed, especially if the grade configurations are significantly different from those used in the United States. If a parent finished the 10th grade, for example, and that is the highest grade level offered in the country of origin, then it is assumed that the parent completed what would be the equivalent of 12 years of schooling in the United States. In this case, Item 1 would receive 2 points on the EOP.

If, however, the highest grade level offered in a country or the particular region in which the person lived is the equivalent to elementary or junior high grade levels in the United States, then it is assumed that the person did not complete high school in that country and 3 points are given.

Item 2: Number of years at same school

Mobility among the poor is very common. If the student has older brothers and sisters in the school, the length of time the family has been enrolled in the school can be used to predict how long the enrolling student will be at the school. If no older brothers or sisters are enrolled in the school, ask the parent(s) how long they have been at their current address. If the family has been at the current address for only a short time, ask them how long they were at the address prior to the one they now have. If the address is in another school-attendance zone, chances are the student will not be enrolled in the school for the duration of the current school year. Look for a pattern in the mobility of the family. Don't be afraid to make an educated guess.

Item 3: Child/family have medical/health benefits

The purpose of this question is to determine if the primary caregiver is insured. Will the person who is charged with the primary responsibility of providing for the student be able to do so if that person gets hurt or becomes ill? In divorced situations, the non-custodial parent may provide the health/medical benefits for the child. Ideally, all members of the family have insurance. In cases of divorce, if the non-custodial parent is not insured and becomes ill, child-support payments cannot be made. If the non-custodial parent is insured but the custodial parent is not, and the custodial parent becomes ill, the major income for the child and family is diminished. The question would receive 2 points.

If the child has medical coverage only through Medicaid, it is assumed that the child has no coverage. This is very common in poor households, especially if a grandparent is raising the children. The rationale is that governmental regulations might change, or the custodial parent may fail to complete the paperwork necessary for continuous Medicaid coverage. Health and medical benefits means protection of family income. Protecting the income of the home in which the child resides helps protect against situational poverty or against more extreme poverty for those in generational poverty.

Item 4: Number of years in same job; stability of income

This question is designed to ascertain the stability of income in the household. Two or more years in the same job receives 1 point on the EOP. Parents who have not worked for the same company for two or more years may still receive 1 point if they have consistently been employed in the same type of work for two or more years. Someone who is a hair stylist or who works in restaurants may have changed places where they have worked numerous times. However, if they have consistently worked in the same type of setting, then they have stability of income.

Item 5: Identified as LD, ED, ADHD, ADD, 504, Title I, bilingual, etc.

Students who are obtaining services through a special program receive points on the EOP. Students with an identified learning problem, or who are in special programs such as Title I or bilingual, receive either 2 points or 3 points, depending on the parent's perception of the effectiveness of the program. With kindergarten children, the school may not have had the opportunity to identify any learning problems. If the student is present during the interview and the interviewer determines that the child has a speech problem, an assumption can be made that the child probably needs the services of a special program.

Section II: Informant Data

Item 6: Parents born in United States

There should be no difficulty in getting a response to this question. If the parent being interviewed is not living with the other parent, the question about the birthplace of the other parent should still be asked and scored accordingly.

Item 7: Support system in home—number of adult males in household

A good way to approach this question is to state that frequently other family members live in the household. Sometimes they are grandparents, a nanny, an uncle, et al. Then ask how many adult males live in the household. The words spouse or husband should never be used. Anyone 18 or older is considered an adult.


Item 8: Support system in home—number of adult females in household

After having made a statement similar to the one for Item 7, this question poses no problem.

Item 9: Support system in home—number of adults in household

In this question the interviewer is attempting to establish the child/adult ratio. Again, adult is defined as anyone 18 or older. Frequently, older siblings may still be living at home. It also is not uncommon for multiple families to share the same house. Count all adults. If children other than the children of the person being interviewed live in the household, they should be included in the child/adult ratio.

Item 10: Amount of light in home

Item 11: Use of color in home décor

Combine these two questions to ascertain the overall appearance and size of the home. This question is important because the physical appearance in the home has much to do with the development of a child's spatial abilities and vision system. A good way to approach this so that the questions do not offend the interviewee is to state something like: “Tell me a little about your home. Does Mary have her own room, or does she share the room with other family members? Do you have pictures of your children on the walls or sitting around the house? What are the major colors found in your home? How many rooms do you have? Where do the children usually eat their meals? Are the drapes or blinds usually closed or open?”

Generate dialogue about the home. Typically in poverty situations, living quarters are small, and multiple family members share bedrooms. Colors are typically brown/nondescript, blinds are drawn, and low-wattage bulbs are used. All these factors contribute to a vision system that is not appropriately stimulated in early childhood. Given the absence of puzzles, children's books, and games, many children from poverty have visual-discrimination problems when they start school.

The following questions do not have to be asked during the interview. The information is part of school records:


	Item 12: Child is older or younger than classmates

	Item 13: Child qualifies for and/or receives free or reduced lunch

	Item 14: Child is member of dominant racial or ethnic group of campus (dominant means 50% or more of students belong to that group)

	Item 15: Child is member of dominant economic group of campus



Item 16: There are general time frames for meals, TV, going to bed, taking bath, etc.

Talk to the interviewee about the family's daily routines. Seek to find out if the children in the household are expected to follow a schedule on a fairly consistent basis. Prekindergarten and kindergarten students frequently have not yet had a schedule, since they have not attended school. Students in poverty may be allowed to watch TV until late at night, and meals may be eaten while watching TV.

Item 17: Child has spent night 50 miles or more away from home with parent or other family member

If the student goes with the family on any vacations more than 50 miles away from home at least once a year, the student receives 1 point on the EOP. Children from poverty generally do not travel much.

Section III: Cognitive/Language Skills

Item 18: Significant relationships

Through the course of the interview, one can usually determine if the child has a significant relationship with one or more of the family members. If the child has stayed with numerous family members in the preschool years, there is probably not a significant relationship with the parent. If a non-custodial parent does not often visit the child, there is usually not a significant relationship with that parent. Children who lived with one parent for a period of time and now live with another parent may not have formed any significant bond with either parent. This will be a judgment call.

If the student is the one being interviewed, ask “Who would you go to for help with a problem? Who would you tell a problem or secret to? Your mom? Your dad? Your aunt? Who do you think understands you better than anyone else in the world?” Depending on the age of the student and the family circumstances, some students may name someone other than a family member. If the student names someone other than a family member who lives in the household, the student receives 3 points on the EOP. Significant relationships with any adult are important; however, if the student does not have immediate access to the person, an immediate support system is not available.


Item 19: Number of children's books in home

The books must belong to the child. Library books don't count.

Item 20: Presence of newspapers or magazines in home

Many people who live in poverty purchase a newspaper only on the days the coupons appear. If this is the case, the student receives 3 points on the EOP. Daily access to at least one newspaper, as well as subscriptions to two or more magazines of any kind, receive 1 point on the EOP.

Item 21: Formal register is used at home (in any language)

Throughout the interview, the interviewer should be listening for correct sentence syntax and standard usage of the language spoken. Formal English is the language of work. Interviewees who do not speak English should be using their dominant language correctly. The language patterns used in the home are highly influential in a child's preschool years. Without a large vocabulary and the ability to articulate words to form sentences, it is difficult for children to communicate thoughts, feelings, and ideas. This language deficiency frequently interferes with learning and in controlling behavior.

Item 22: Speaks language other than English

Some homes are truly bilingual. If so, try to determine which language is spoken in the home on a daily basis. If a language other than English is spoken in the home and English is not the dominant language, the student will receive either 2 or 3 points on the EOP. If the person being interviewed has completed a home language survey for the school, the person's response on that survey may be used. Some parents, however, will indicate that their child hears only English in the home because they don't want their child in a bilingual program. If the child is present during the interview, try to get the child to talk from time to time to determine the extent to which the child has developed English language patterns. For children from poverty, language is frequently an area in which they are developmentally lagging.

Remember…

When in doubt, err on the side of the child.

 


Conclusion

The Environmental Opportunities Profile provides an opportunity for a school official to establish rapport with a parent and a student. Persons conducting the interview should make every effort to have the interview be a conversation between two people who share a common concern—the student. The more at ease parents feel, the more they will share information that reveals the home environment.

Parents who are at ease during the interview frequently offer additional information that is not included in the discussion. If the information is considered pertinent for school officials, make a mental note of it, and then jot down your comments after the interview has been completed. If the interviewer tries to write down the information while the parent is talking, the parent may begin to feel intimidated and refrain from volunteering information. Sometimes parents will share information like a parent being in prison, how long ago and under what circumstances a divorce occurred, behavior problems with the child or another sibling, the role of the grandparents in the life of the child, or how they discipline their children. Parents from poverty may volunteer stories that show the true dynamics among family members. Listen to the stories. The stories may fill in the gaps about relationships in the home, structures and boundaries used in child rearing, and/or a person's facility with language.

The interviewer should write this additional information in the section provided on the EOP. Take the information in a professional, factual manner. Remember that you are placing information on a form that is part of the student's record, and the parent does have the legal right to request to see what you have written.
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The higher the score on this grid, the
less likely the standardized test scores
for this child are valid.

In the next three chapters, at the end
of each chapter the applicable section of
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about Manuel, Joe, Tiffany, and Sasha as
examples.
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Gifted children in poverty benefit
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Key Point 5:

Equity in identification
requires teachers to
consider potential in
students, not just
their standardized
test scores.
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Key Point 8:

IF educators don’t attempt to
see beyond the mask of poverty
and remove it, who will?

« IF not: you, who?
« If not: now, when?

Change for gifved students from
poverty begins with you.
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Key Point 3

Language structure in poverty
is casual and concrete. Language
structure in school is formal and
abstract. Teachers may judge
students who communicate in
casual register to be inferior

to those who use language in
formal register.
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Key Point 7:

Teachers must address the

affective needs of students
from poverty for them to

be academically successful in
a gifted program.
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