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from the editor
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W

hen we look at the data regarding representation of various ethnic groups
in gifted programs, it does not take
long to notice that particular ethnic
populations are grossly underrepresented (Ford, 2011; Ryser, 2011). If
we, as educators, parents, and citizens, truly believe that all
children have the right and opportunity to reach their full
academic potential in the public school setting, we need
to consciously work toward rectifying this situation. So,
what do we do to address these inequities? The research and
recommendations of the authors and interviewee featured
in this issue of TEMPO provide insight into ways we might
begin to work toward equal access to appropriate educational services for all gifted children . . . no matter what
their ethnic background or socioeconomic status.
The identification of all gifted students begins with a
nomination process. If students are not nominated for gifted
program services, they will certainly not be identified and,
thus, are not likely to receive the challenging educational
experiences they need and deserve. Ford (1998) suggested
that low teacher expectation is one reason some ethnic populations are underrepresented in gifted programs. Ryser (2011)
explained that “teachers and other professionals may view
[culturally/linguistically diverse] students as coming from
environments that are limited in exposure to the types of
experiences that contribute to intellectual development” (pp.
63–64). As a major source of nomination of children for
gifted services, educators should receive training on the characteristics of gifted and talented students as well as the cultural and ethnic backgrounds from which the students come
(Coleman, 1994; Dawson, 1997; Johnsen, 2011; Johnsen &
Ryser, 1994). When teachers and other educators have the
knowledge needed to recognize characteristics that culturally/linguistically diverse gifted students tend to exhibit and
have an understanding of the lives and experiences that many
of these students bring to the educational setting, they are
more confident and better equipped to nominate students
who will benefit from gifted program services.
Additionally, parents and caregivers of children from
4
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diverse ethnic backgrounds must be encouraged and included
as we strive to identify and serve all children who will benefit
from educational experiences designed for gifted learners.
Many parents of culturally/linguistically diverse students do
not feel comfortable interacting with the teachers, administrators, other parents, or students at their children’s schools.
Some are even hesitant to visit their children’s school because
they do not speak the same language spoken by the teachers
and administrators, have had negative personal experiences in
school, or, for various other reasons, do not feel comfortable
engaging with the educational environment (Ford, 2011).
Communicating effectively with parents and caregivers is a
vital component of reaching the goal of decreasing underrepresentation of culturally/linguistically diverse gifted students
(Ford, 2011). We should endeavor to make parents and caregivers feel welcome, educate them about all aspects of their
children’s education, and offer support in helping them to
secure appropriate academic services for their children—no
matter what those services might be.
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building
connections

O

by JJ Colburn

ne of my favorite children’s picture
books is Roberto the Insect Architect
written by Nina Laden. It’s the story
of an atypical termite who dreams
of becoming an architect. His heart’s
desire (not to mention his innate gifts
and talents) is to build houses, rather than consume them.
But, he is discouraged from pursuing this path and meets
resistance from all around. Ultimately, he discovers the
courage and strength to create structures that serve the
needs of his community. This beautifully illustrated and
inspirational book encourages readers of all ages to build
their dreams.
In many ways, the story mirrors the plight of TAGT
in 2012. The financial challenges in Texas schools and the
effects these challenges will have on our association are
potentially discouraging. But like Roberto, we will find
the courage to realize the dream of building a stronger
community to benefit gifted learners. To this end, TAGT
will continue to diversify and broaden its resources and
expand its footprint to connect gifted educators, parents,
and advocates in Texas. The focus of the year is Building
Connections and this theme will be expressed in strategies,
activities, and conferences. TAGT volunteer leadership,
members, staff, and partners will work together to build
meaningful and lasting connections that will ensure that
TAGT maintains a powerful voice for the gifted community. So, tighten your tool belts and connect with TAGT
in the following ways:
•
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Get involved in a more robust, engaged committee
structure designed to create more opportunities for
member service and input. This is the result of a carefully planned transition to an organizational model
that will ultimately decrease the size of the Board and
increase the scope of committee work and develop volunteer leaders.
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•

Experience high-quality online training through the
new TAGT Online Professional Learning Series. We are
partnering with Responsive Learning to deliver online
courses based on selected sessions conducted at TAGT
conferences.

•

Access the global gifted community by participating
in the #gtchat with Deborah Mersino. Global #gtchat
is a collaborative online Twitter platform providing
education and inspiration to thousands of parents,
administrators, educators, psychologists, and gifted
education advocates who make up our growing community. TAGT is excited to be the Lead Global #gtchat
Sponsor.

•

Join and help develop the newest TAGT division,
Parents and Community Advocates. Reaching and serving parents more effectively through this new avenue
and other programs is an important goal.

Additionally, we are pleased to announce new partnerships with other education associations, such as the
Texas Computer Education Association (TCEA) and
the Association of Texas Professional Educators (ATPE).
Collaborating will allow us to deliver services and resources
to members with overlapping interests. Plans are underway
for even more of these types of partnerships in the future,
as we continue to develop creative ways to serve members.
It’s an exciting time to be a part of TAGT. Together,
we connect and empower educators and parents to meet the
unique social, emotional, and intellectual needs of gifted
and talented students. By getting involved and building
connections, you are actively participating in the mission of
your association. And just like Roberto the Insect Architect,
we can and will build structures that support the needs of
our most important treasure, our children.
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The Fourth

Pathway
Reshaping Our Mission
in Working With Gifted
Hispanic/Latino Students

Jaime Castellano, Ed.D.

y thoughts about
the Fourth Pathway
were formed after
reading the work of
Kirkland (2008) and
Gutierrez and Stone
(2000) and their conception of a “pedagogical third space” where texts are variable,
emerging out of students’ lives; and teachers
are reflective practitioners, entering students’
lives to develop the capacities and dispositions needed to facilitate a process of critical thinking and reflection. The emphasis
of their pedagogical third space is on new
English education, the site of convergence
between classroom space and youth cultures and how the combination plays out
in schools. For David E. Kirkland (2008),
the new English education locates English
language arts in the realities of youth, where
the notions of reading and writing in English
classrooms are open to revision, including the
nonstandard English variations often spoken
by Black and Hispanic youth.
As I processed this reading I began to
apply the idea to my continued work and
research in identifying and serving gifted
Hispanic/Latino students. The Fourth
Pathway in this context is a synthesis between
three variables: (1) the conventional wisdom
and status quo practices associated with traditional/historical gifted education paradigms;
(2) the practices and procedures reflective of
more contemporary gifted education paradigms; and (3) the demographic realities
that are documented to be characteristically
associated with gifted Hispanic/Latino students. This synthesis is an attempt to inform
classroom practices, program expectations,
and the delivery of services to a group of students who have been marginalized since the
onset of gifted education programming in
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the United States. The purpose of this
manuscript is to also challenge my colleagues in the field, at all stakeholder
levels, to apply the practices and principles of the Fourth Pathway in their
work with our gifted and talented
Hispanic/Latino students.

THE FIRST PATHWAY
Historically, it is safe to conclude
that practices associated with traditional gifted education paradigms
include an emphasis on identification
at the 97th percentile or an intelligence quotient (IQ) of 130 or higher,
typically through the administration
of an intelligence test that relies heavily on verbal precociousness. Tests
such as the Stanford-Binet, WISC-R,
and CogAT come to mind. Once
identified using these measures, most
students, predominately White, are
often placed in a self-contained classroom where all students are gifted.
The instructional program itself is
language based, matched to the testing experience where advanced verbal
and vocabulary skills are a prerequisite
for success. These language skills are
also foundational to the characteristics checklists that nominating teachers are asked to complete. Should
students demonstrate exceptional
skills in either their cognitive ability
or academic achievement, under this
conventional wisdom they may be
considered for content acceleration
or grade skipping. Attention to their
social-emotional development is part
of the teaching and learning dynamic,
as is professional development opportunities for teachers.

THE SECOND PATHWAY
More recent gifted education
paradigms are rooted in alternative
pathways to eligibility supported by
the former Javits program and United
States Office for Civil Rights (OCR).
That is, there is flexibility in determining the quantitative requirement for
10 T e m p o • V o l . XXXI, N o . 4, 2011

program admission, sometimes based
on local norms. Associated with this
flexibility is the use of alternative
assessments that are designed to identify students who otherwise would be
overlooked by more traditional means.
Nonverbal measures of intelligence,
the use of portfolios as evidence of a
candidate’s body of work, and other
performance-based or dynamic assessments are examples that have been
used successfully. The gifted characteristic checklist completed by the teacher
may also be unique to the ethnic group
the individual student identifies with
or that is appropriate for use with historically underrepresented groups. In
my experiences as both a teacher of
the gifted and administrator/supervisor of gifted education programs, the
vast majority of students under this
paradigm receive services in either a
resource-based program (pull-out) or
cluster group model of some sort. On
the continuum of gifted education
program models, where would these
program options be in comparison to
a full-time self-contained classroom of
students, all identified by the district
as gifted?
Now that the federal government
has eliminated the Javits program,
where will the action research, the
grassroots advocacy, and the national
spotlight come from? The Javits program championed the participation of
students of poverty and those of color
in gifted education classes. Money
was awarded to districts, universities, and other collaborative entities
in attempts to inform the field of
the best practices in identifying and
serving historically underrepresented
groups such as Hispanic/Latino students. Fortunately, the Diversity and
Equity Committee of the National
Association for Gifted Children
(NAGC) is a mechanism already in
place that can continue to carry the
banner on behalf of these students
through policy recommendations,
publications, and influence.
In the more current practices, we

find that gifted education supports
the inclusion of Hispanic/Latino students by using a “Village of Advocacy”
framework. That is, the foundation of
support and advocacy is representative of all stakeholder groups, with
school or district officials taking the
lead. There have also been instances
when this advocacy begins only after
a complaint has been filed with local,
state, and/or federal officials by parents, advocacy groups, or other school
related officials.
Culturally responsive teaching
places the student at the core of planning. However, in culturally responsive teaching, there is a conscious
effort to structure lessons that honor
the idiosyncrasies of the unique group
being served; their language, learning styles, culture, and traditions,
for example. The socialized environment of the students is also taken into
account. This real-world perspective
is framed by their neighborhoods and
the greater school community and
is a reality that is factored into curricular and instructional experiences.
Associated with culturally responsive
teaching is the construct of cultural
competency and how teachers react
and connect to the students they
serve. A culturally competent teacher
celebrates diversity and is able to effectively engage in cross-cultural communication and understanding with
not only their students, but with the
parents of their students and with
the community at-large. Culturally
competent teachers acknowledge
their biases, patterns of discrimination, and generalizations of groups of
people, and work to overcome them.
They are advocates, resources, and role
models. Instructional and educational
leaders at all levels in gifted education,
now more than ever, realize the importance of cultural competency in the
face of the unprecedented diversity of
our schools. They also acknowledge
the fact that white females staff most
classrooms of gifted students who are
culturally and linguistically diverse.

So then, what the trends reveal in the
second pathway is that teachers of the
gifted are reshaping their programs to
match the needs of the students, rather
than forcing their students to conform
to a program that demonstrates conventional practices and a status quo
approach to teaching and learning.
When we look further at programs serving special populations of
diverse gifted learners in the second
pathway, experiences rooted in enrichment are typical. I would submit that
a gifted education program that provides opportunities for enrichment is
one that understands the needs of the
students being served. Their interests
are taken into consideration. Their
learning styles are acknowledged
and honored, and grouping patterns
are fluid and flexible so that students
can maximize their strengths—what
they know and are able to do and
understand.

THE THIRD PATHWAY
In the third pathway, characteristics that have been documented time
and again to be associated with the
lives and education of gifted Hispanic/
Latino students are identified. The
United States Census Bureau (2011)
reports the following statistics about
Hispanic Americans:
1. Levels of poverty—23.2% was the
poverty rate among Hispanics in
2008, up from 21.5% in 2007.
2. English language variations—76%
of Hispanics five and older speak
Spanish in the home. More than
half of these Spanish speakers also
speak English “very well.”
3. Level of acculturation—The influence of the home and community
and related language patterns
often signify the acculturation
level of the student. Level of
acculturation impacts access and
may limit access to a more rigorous curriculum.
4. Socialized environment—“The
Homie Syndrome” describes the

5.

6.
7.

8.

influence of the peer group and
how the individual navigates
through relationships with peers
and the community in which they
live.
Education of the parent—62%
of Hispanics 25 years of age and
older had at least a high school
education in 2009. Only 13% had
a B.S. or higher in the same year.
Title I schools—The vast majority
of school-aged Hispanic/Latino
students attend Title I schools.
Blended/extended families—
Much the same as in other cultures, Hispanic grandparents
serving as primary caregivers is
common. Many grandparents
have legal custodial rights to their
grandchildren.
Learning styles—Hispanic stu-

students having access to more
rigorous curriculum, they remain
grossly underrepresented in gifted
education.
Though there is great diversity among
the 22 Hispanic sub-groups, the factors listed above are common to all.

THE FOURTH PATHWAY
The Fourth Pathway represents the
synthesis of the conventional/status
quo practices reflected in traditional
gifted education programs—those
practices associated with more liberal
approaches to identifying and serving
students of poverty and those who are
culturally and linguistically diverse.
More specifically, the Fourth Pathway
addresses those factors associated with

Our most successful
teachers of the
gifted make learning
meaningful and
relevant.
dents can be found in every learning style group that exists, with
a majority of them favoring a
visual-spatial orientation to learning. The key is accessing that style
to maximize individual potential,
skill, and ability.
9. Intelligence styles—Hispanic
students can be found in every
intelligence style that exists.
Once again, the key is accessing
that style to maximize individual
potential, skill, and ability.
10. Access to advanced academics—
Though there has been an increase
in the number of Hispanic/Latino

the lives and educational experiences
of gifted Hispanic/Latino students. It
requires transforming gifted education
by preparing identified students for a
future that is forever changing. How
can we do this for our gifted Hispanic/
Latino students? What would such a
program look like? The synthesis of the
Fourth Pathway offers us a blueprint
for program design and includes the
following components:
Language Usage
One of the characteristics often
associated with gifted bilingual students is their ability to code-switch
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at a moment’s notice. That is, in the
course of a conversation they are
able to switch from one language to
another with ease, all while maintaining the flow of the dialogue and
delivering the communication in a
coherent and highly accurate manner.
Code switching like this is definitely a
gift. Mass media, pop culture, and the
influence of the peer group influence
the language skill and ability of gifted
Hispanic students. “Spanglish” and
Ebonics are examples of the language
variations often found in students who
live in urban and suburban communities. Being able to manipulate language patterns and variations based
on the audience and context is another
characteristic of giftedness. The implications for the classroom are clear:
Teaching students to understand the
importance of pragmatics and its relationship to successful communication
prepares them to face an ever-changing
world where effective communication
skills in any language will be a key to
success. Many of these students have
already mastered the skill via their
linguistic navigation of home, school,
and community where the language
associated with each carry different
expectations. Generalizing the pragmatics of language to more formal and
rigorous experiences will further guarantee their success in the 21st century.
21st-century Skills
In the early 1990s, a conversation
began about preparing students for the
21st-century. This dialogue continues
today in the face of massive budget
cuts, increasing diversity, and elimination of various programs. Despite what
research one reads and supports, there
seems to be common agreement that
preparing gifted Hispanic/Latino students, or any student for that matter,
for the 21st-century, should include
the following skills as the standard
of practice in all classrooms across
America:
1) Critical thinking and problem
solving—A 21st-century skill is to
12 T e m p o • V o l . XXXI, N o . 4, 2011

become a strategic consumer of knowledge while also becoming a producer
of knowledge based on interest, passion, and ideas. The ability to influence requires critical thinking and
problem-solving prowess. Dynamic
assessments provide opportunities for
students to practice these skills in reallife contexts. In other words, allowing

Hispanic/Latino students
in advanced academic
programming like gifted
education are often the
hope and future of their
people, of their community,
and of their family.
them opportunities to practice these
skills in a context that requires them
to make decisions based on valid and
reliable information and data.
2) Collaboration and cooperation—To be successful lifelong learners, students need opportunities
and experiences that allow them to
grow socially and emotionally across
multiple contexts. In an increasingly complex society, the fostering
of interpersonal relationships with
a diverse group of individuals cannot be overstated. Social and emotional growth and development are
directly connected to collaboration
and cooperation.
3) Cross-cultural communication
and understanding—The importance
associated with this 21st-century skill
is real. There is no excuse for not providing opportunities for students to
practice this skill through reading and
writing (bibliotherapy), through social
networks, or through the fostering of
interpersonal relationships with others
who are culturally and linguistically
different.

4) Divergent thinking and creativity—Students require practice
in becoming divergent and creative
thinkers. The challenge for teachers
of the gifted is linking this skill to the
school day while navigating through
an institutional mindset that emphasizes a test prep, basic skills approach
to education. Teachers of gifted,
advanced, and high-ability students
are in a position to offer their students
these experiences. The ability to think
divergently and creativity opens up a
world of opportunity and wonder.
Culturally Responsive
Teaching
Culturally responsive teachers
will routinely engage their students
through learning and growth opportunities that will maximize both their
potential and their success. Capitalizing
on the strengths the students bring
to the classroom has proved to be a
highly successful approach to culturally
responsive teaching. What the students
know and are able to do is incorporated
in the practice of scaffolding to engage
them in the learning of new skills,
behaviors, and knowledge. Accessing
their prior knowledge in a respectful
manner also benefits students socially
and emotionally.
Our most successful teachers of
the gifted make learning meaningful
and relevant. In a culturally responsive classroom, the teacher practices
cross-cultural communication and
understanding. They celebrate diversity and their personal connection
with students is authentic. In addition, culturally responsive teachers
recognize and understand their own
patterns of discrimination and prejudice and actively seek to change. In
this teaching and learning framework,
accessing the resources of the community is part of meaningful and relevant
learning. Involving students emotionally in their own learning is no easy
task and involves an element of risk on
the part of the teacher. Often, the culturally responsive teacher models the

expectation for the emotional investment in learning through the use of
metacognitive strategies that students
can see and hear. For example, teachers might share experiences from their
own personal and professional lives.
Self-Awareness
Hispanic/Latino students in
advanced academic programming
like gifted education are often the
hope and future of their people, of
their community, and of their family. Consequently, how they view
themselves may dictate their level of
success in the classroom and in life.
There are multiple contexts in which
this self-awareness may present itself.
Respectful, fair, and consistent teachers can have a positive influence on
their students, promoting increased
self-concept and self-esteem. Providing
access to relevant literature, video, and
cinema that “tells a story” to which
the students can relate allows them
to engage in reflection that informs
behavior and ideas. Bringing gifted,
advanced, and high-ability students
together is a powerful way to link
them socially and emotionally. It is
important for them to know that there
are others like them.
How students express their views
of themselves, their peers, and the
community and world in which they
live provides teachers with a keen
insight in how to best shape teaching
and learning experiences. Our best and
brightest Hispanic/Latino students
need to know that their perspectives
are as valid as the perspectives of others. Hispanic females need to realize
that their perspective is just as valid as
their male counterparts. Gay, lesbian,
bisexual, and transgendered students
are part of the Hispanic/Latino G/T
fabric in the United States. For that
matter, sexual orientation transcends
culture, ethnicity, race, geography,
and religion. It is part of our humanity, and because it is, this group of
students offers a unique perspective
that others do not have. Self-identity

should be supported in the classroom
and by the school.

CONCLUSION
The evolution of gifted education
for our Hispanic/Latino students takes
us to the Fourth Pathway. This synthesis of conventional and more current
practices and procedures in the field,
combined with demographic characteristics of Hispanic/Latino students,
provides us with an opportunity to be
divergent, creative, and proactive in
preparing them to be successful in our
ever-changing world. The past informs
the present, and the present informs
future directions. Such is the case with
gifted education. Today, the Fourth
Pathway is as relevant as ever. It asks
us to reshape the way we educate our
gifted Hispanic/Latino students. It
requires us to be proactive in pursuing our own growth and development
as educators to better understand this
particular group of students as well as
ourselves. It requires us to reflect on
the past to better inform our current
and future behaviors and practices. It
also requires us to engage each other
through open and honest dialogue
regarding what this means for the
field. Our gifted Hispanic/Latino
students deserve the best we have to
offer. The Fourth Pathway offers hope
for what classroom experiences might
include. It is reflective of quality teaching and learning; it is an attempt to
be responsive in a positive and proactive manner; it is presented as a model
for all historically underrepresented
groups. This synthesis potentially represents the best the field has to offer.
It is a perspective that should be everchanging/evolving based on the cognitive, academic, social, and emotional
needs of the students served. Finally, it
is simply the right thing to do.

REFERENCES
Devries, M., & Shires-Golon, A. (2011).
Making education relevant for gifted

Native Americans: Teaching to their
learning style. In J. A. Castellano and
A. D. Frazier (Eds.)., Special populations in gifted education: Understanding our most able students from diverse
backgrounds (pp. 47–72). Waco, TX:
Prufrock Press.
Gutierrez, K. D., & Stone, L. D. (2000).
Synchronic and diachronic dimensions of social practice: An emerging
methodology for cultural-historical
perspectives on literacy learning. In
C. D. Lee & P. Smagorinsky (Eds.).,
Vygotskian perspectives on literary
research: Constructing meaning through
collaborative inquiry. New York, NY:
Cambridge University Press.
Kirkland, D. E. (2008). The rose that grew
from concrete: Postmodern blackness
and new English education. English
Journal, 97(5), 69–75.
United States Census Bureau. (2011).
Hispanic Americans by the Numbers. Retrieved from http://www.
infoplease.com/spot/hhmcensus1.
html.
Dr. Jaime A. Castellano is an award-winning
principal, and a published author with three
books in the field of gifted education and dozens of articles and chapters written for multiple
publications. His latest book, Special Populations
in Gifted Education: Understanding Our Most
Able Students from Diverse Backgrounds, was
awarded the 2010 Legacy Award for Outstanding
Scholarly Publication in Gifted Education. He is
recognized as one of our nation’s leading authorities in identifying and serving low-income, culturally and linguistically diverse gifted students,
with particular expertise on identifying gifted
Hispanic students and gifted English language
learners.
He currently serves on the board of directors for the National Association for Gifted
Children (NAGC), Advisory Board for the
Arizona Association for the Gifted and Talented
(AAGT), and the board of directors for Arizona
ASCD. He also founded the Gifted Education
Special Interest Group (SIG) with the National
Association for Bilingual Education (NABE) and
the Professional Interest Community (PIC) on
Gifted and Advanced Learners for ASCD. He
presently resides in Ganado, AZ, the heart of the
Navajo Nation, where he works as an elementary
school principal and coordinator of gifted education for the Ganado Unified School District.

	T ex as A ssoc iation

for the

G if t e d

and

T a l en t e d

13

Another Look at

High-Ability Students
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ABSTRACT

ducators struggle with ways to help highability Limited English Proficiency (LEP) students from low-socioeconomic status (SES)
backgrounds succeed at school and especially
in higher level courses designed to prepare students for college. To gain insight into this problem, we examined the cognitive ability test scores of LEP students from
low-SES populations to see if we could find clues as to why
these students were admitted to gifted programs, but were
not succeeding the same as other students in the program.
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We found large gaps between low SES/LEP gifted students’
verbal and nonverbal scores on the Reynolds Intellectual
Assessment Scales (RIAS) test, resulting in high-ability students performing more like average students in the classroom. Key areas of focus for the classroom teacher would be
building complex language and expanding working memory.

ANOTHER LOOK AT HIGH-ABILITY
STUDENTS FROM LOW-SES POPULATIONS
For many years, school districts have struggled with the
problem of underrepresentation of students who are limited

TABLE 1

Descriptive Statistics on School Districts and Schools
School District

Elementary School

N

%

District A

School 1 Grade one A

32

24.8

District A

School 2 Grade one B

16

12.4

District B

School 1 Grade one

17

13.2

District C

School 2 Grade one A

22

17.0

District C

School 1 Grade one B

42

32.6

Total

English proficient (LEP) and students
from low-SES backgrounds in gifted
education programs (Aguirre, 2003;
Barken & Bernal, 1991). In an attempt
to solve this problem, many Texas
schools use nonverbal intelligence tests
as part of the identification process
(Lewis, DeCamp-Fritson, Ramage,
McFarland, & Archwamety, 2007).
Although this practice has resulted in
increasing the number of children from
diverse populations entering gifted programs, a new problem has emerged.
Districts are finding that many LEP
and low-SES children are not able to
keep pace with other gifted students and
often leave the gifted program within
a few years (Moore, Ford, & Milner,
2005). The challenge is not just finding students of high-intellectual ability
within diverse populations, but in developing these students so they qualify
for higher level courses and eventually
graduate from high school and college.
Two federal reports, Achievement Trap
(Wyner, Bridgeland, & DiIulio, 2009)
and Minding the (Other) Gap, (Plucker,
Burroughs, & Song, 2010) continue
to indicate that in spite of our efforts,
schools still are not making the needed
progress toward this goal.
In searching for ways to better
understand the problem of achievement
and academic success of high-ability
children from low-SES populations, we
must consider the literature on intelligence and verbal ability. Lohman
(2006) asserted that current academic
success and verbal ability are the greatest predictors of future academic suc-

129

100

cess for students at all levels of English
language acquisition (Lohman, 2005).
Ware (2009) urges educators involved
with gifted program services to remember that gifted programs require verbal
abilities; therefore, relying on nonverbal
tests as a measure of a student’s ability
to succeed academically in a verbal program provides a very limited view. With
these ideas to guide us, we decided to
examine the cognitive ability test scores
of students from low-SES populations
to see if we could find clues as to why
these students were admitted to gifted
programs, but were not succeeding the
same as other students in the program.
The purpose of this study was to
better gain a better understanding of
why high-ability students from lowSES populations have difficulty succeeding academically.

METHODS
We gathered data over 2 years from
four different school districts. In our initial data gathering phase, three school
districts in central and south Texas
administered the Reynolds Intellectual
Assessment Scales (RIAS), developed
by Reynolds and Kamphaus, (2003),
to obtain IQ scores for students in the
lower elementary grades. The next year,
a fourth district in west Texas administered the RIAS to the lower elementary
students in two of their schools.
Instrument
The RIAS was developed to provide a reliable assessment of general

intelligence. It is given orally to each
student and does not require any
reading or writing on the part of the
student being tested. The RIAS was
normed on a sample of 2,438 participants from 41 states over a 3-year
period. The internal-consistency reliability estimates meet recommended
levels and exceed those of tests that
are much longer. The median alpha
coefficients for the subtests are equal
to or exceed .90 or higher for every
age group. Reliability estimates for all
subtest indexes equal or exceed .94.
The test score stability correlation
coefficients were above .70 and most
values were in the .80s (Reynolds &
Kamphaus, 2003).
Internal validity was established
through a factor analysis of the four
intelligence subtests. All four intelligence subtests reach factor loadings
into the .70s and .80s, indicating
that they are good measures of “g”
(Reynolds & Kamphaus, 2003).
For external validity testing,
the RIAS indexes had correlations
between .60 to .78 with the Wechsler
Intelligence Scale for Children-Third
Edition and between .61 and .79 with
the Wechsler Individual Achievement
Test. (Reynolds & Kamphaus, 2003).
The RIAS yields verbal, nonverbal, and memory test scores separately
in addition to the total test score.
Sample
As shown in Table 1, the initial
sample was composed of 129 first and
second graders; 70 of whom were male
and 59 were female. The students were
from three different school districts and
five different elementary schools. A year
later, a second group of students were
tested for verification of the pattern of
gaps between the verbal and nonverbal
intelligence scores found during the initial testing. Group two included 443
first, second, and third graders from
two schools in a fourth district.
The two outstanding characteristics of these school districts and
related elementary schools were that

	T ex as A ssoc iation

for the

G if t e d

and

T a l en t e d

15

TABLE 2

Descriptive Statistics on
Ethnicity
Ethnicity

N

%

African
American

33

25.6

Hispanic
(Latino)

89

69.0

White

4

3.1

Other

2

1.5

Missing

1

0.8

Total

129

100

TABLE 3

Descriptive Statistics on the Differences Between
Verbal & Nonverbal Intelligence
RIAS Scale

RESULTS
Gaps in the Sample
The findings of the initial sample
show that the gap between students’
verbal and nonverbal intelligence
scores is noteworthy in the favor of
the nonverbal intelligence score. There
is one standard deviation (SD) difference between the verbal and nonverbal intelligence scores of 29 students.
Having one standard deviation means
that there is a gap that may range from
15 points to 29 points. A gap of two
standard deviations (30 points to 44
points) was found in 35 students.
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Mean

Std. Dev.

VIX-Verbal Intelligence

129

74.83

21.2

NIX-Nonverbal Intelligence

129

100.05

18.2

TABLE 4

Nonverbal-Verbal Differences by Grade
RIAS
Scale
VIX

the majority of their students were
acquiring a second language and were
raised in poverty. All of the students
in the mixed-ability classrooms were
tested to ensure we had not missed
students who might qualify as gifted
in their respective districts.
As for the distribution of the first
sample in terms of ethnicity, Table
2 shows that 33 of the students were
African-American, 89 were Hispanic
and the rest were white or other ethnicities. Although there was no related
analysis about ethnicity, the knowledge
of the students’ ethnic backgrounds
may be helpful to understanding the
analysis. For example, 69% of the sample was Hispanic, the majority of which
were acquiring a second language.

N

NIX

Grade

N

Mean

Std.
Deviation

Std. Error
Mean

1

81

76.56

19.00

2.11

2

30

56.5

16.23

2.96

1

81

100.59

15.78

1.75

2

30

91.3

22.09

4.03

Nineteen students had three, and 7
students had four standard deviation
differences between their verbal and
nonverbal intelligence scores.
This big gap between students’
verbal and nonverbal scores can be
seen by looking at the mean scores
of verbal and nonverbal indexes separately. Keeping in mind that the mean
for normal distribution is 100, the
mean for nonverbal intelligence in this
study almost overlapped the mean for
normal distribution as shown in Table
3. On the contrary, the mean for verbal index fell 25.17 points (1SD) below
the mean for normal distribution. The
distributions of the verbal and nonverbal scores did not vary to such a great
extent (SDV = 21.2 and SDNV = 18.2).
The correlation coefficient
between verbal and nonverbal intelligence scores was another indicator of
how they are correlated and how much
of one can be predicted or explained
with the knowledge of the other. The
Pearson r between verbal and nonverbal indexes is r = .38 (p < .001), a low
correlation. Furthermore, the coefficient of determination (r2) = .15, indicating that 15% of verbal intelligence
can be explained or predicted with the
knowledge of nonverbal intelligence
score or vice versa. In other words,

15% of the variance of either variable
is shared with the other variable.
The verbal and nonverbal intelligence statistics for the first and second graders are listed in Table 4. It
is important to regard that the gap
between the means for the first graders’ nonverbal and verbal intelligence
scores was 24.03 (100.59 – 76.56). This
gap was larger for the second graders.
A 34.8 (91.3 – 56.5) point difference
was found in the second graders’ nonverbal and verbal intelligence scores.
The results continued to be in favor
of nonverbal scores.
Memory has been accepted as a
part of intelligence since before the
first Binet-Simon Intelligence Test of
1905. It is regularly assessed in individual tests of intelligence (Bigler &
Clement, 1997). Therefore, apart from
verbal and nonverbal intelligence subtests of RIAS, the findings obtained
from verbal and nonverbal memory
subtests were another indicator of the
gap between verbal and nonverbal
intelligence in the sample. As listed in
Table 5, t scores (Mean = 50) for the
nonverbal memory scores was 13.65
points higher than verbal memory
scores. For the sake of clarity, when
the t scores were transformed to the
standard IQ scores with the mean of

TABLE 5

TABLE 7

Nonverbal-Verbal Memory Differences
RIAS Memory
t Scores

N

Mean

Std.
Deviation

Std. Error
Mean

Verbal Memory

129

39.83

8.299

Nonverbal Memory

129

53.48

9.049

Grade

VIX

NIX

0.731

1

68

138

0.797

1

68

137

1

70

127

2

71

123

2

89

136

2

101

145

3

89

140

3

78

127

3

97

142

TABLE 6

Nonverbal-Verbal Differences by Grade
RIAS
Scale
VIX—Verbal
Intelligence
NIX—Nonverbal
Intelligence

Grade

N

Mean

Std.
Deviation

Std
Error
Mean

1

169

86.18

19.89

1.53

2

135

90.26

15.16

1.30

3

138

87.09

14.77

1.26

1

169

109.46

16.59

1.28

2

135

112.31

15.52

1.34

3

139

107.32

13.34

1.13

100 and the SD of 15, mean of nonverbal memory IQ for the sample was
105.77 and mean of verbal memory
IQ for the sample was 81.62. That is
to say, the nonverbal memory score
was slightly more than one standard
deviation from the mean.
A year after analyzing the data
from the initial sample, data were
gathered from a fourth Texas school
district (District D). The verbal and
nonverbal intelligence statistics for
the first, second, and third graders are
listed in Table 6. The gap between the
means for the first graders’ nonverbal
and verbal intelligence scores was 23.28
(109.46–86.18). The gap for the second
graders was 22.05 (112.31–90.26). The
gap for the third graders was 20.23
(107.32–87.09). The pattern found in
the first round of data gathering was
repeated in the District D, or fourth
district, data. The results continued to
be in favor of nonverbal scores.

DISCUSSION
A closer examination of the gaps in
scores of individual students revealed
one of the reasons students were being

RIAS Verbal-Nonverbal
Scores

identified as gifted but not succeeding in the program. The examples in
Table 7 show the nonverbal scores of
students to be within the range considered gifted by their districts (123–145)
while their verbal scores are average
and below (68–101).
We began to understand why
teachers would be concerned that the
student did not appear to be gifted.
Even more alarming was the reminder
that if the student was performing in
the classroom at the level of their verbal score, they would appear to be an
average student and therefore most
likely not even be nominated for the
gifted program.
Research studies in bilingual
education and poverty provide clues
to understanding this situation. Both
groups of children exhibit development
gaps between their nonverbal and verbal abilities (Duncan, Young, BrooksGunn, & Smith, 1998; Gonzales &
Schallert, 1999). Verbal abilities predict academic performance (Benbow
& Stanley, 1996; Lohman, 2006).
Statistical analysis of performance on
standardized academic achievement
measures and cognitive ability scores

for high school students show a .50
to .70 correlation between a student’s
verbal ability and achievement performance (Rohde & Thompson, 2007).
In addition to the general verbal intelligence level, information processing
speed, working memory functions, and
spatial ability also impact general ability and achievement performance (Luo,
Thompson, & Detterman, 2003). SES
appears to have a stronger association
with cognitive performance than language (Gottfried, Gottfried, Bathurst,
& Guerin, 2003; Tyler-Wood & Carri,
1993). Therefore, when LEP children
are also raised in a low SES environment, the problem is compounded.
Sociocultural factors, frequent relocation, physical health, and absent
parents who often work two jobs are
all factors that interact to make the
problem of cognitive development in
low-SES and LEP gifted students very
complex (Bornstein & Bradley, 2003).
Research on the language development of LEP students points to the
interaction of the verbal and nonverbal representational systems as students build mental and imaginational
images as bridges to the verbal concepts
needed to function in the second language (Gonzales, 2002). Students also
construct and use associative networks
that build the connections from images
to words and from names to pictures
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(Clark & Paivio, 1991). These findings
along with research studies describing
the various strategies that have been
used to build verbal abilities in low
performing students provide clues to
promising strategies for gifted students.
The literature and the test data
helped us focus on the two areas
teachers need to address to assist the
students in building their verbal intelligence: (1) building complex language
and (2) expanding working memory,
also known as cognitive load.
Building verbal language involves
encouraging students to progress from
communication in simple words and
short phrases to complete sentences
and the use of descriptive language.
Students should also be encouraged
to make simple sketches. For example,
they might be asked to sketch things
they might find in a forest, things they
saw on the way to school, or things
that float. They build connections
from the images to words by sharing about each sketch with a partner
(Clark & Paivio, 1991). The focus of
such learning experience is on the
expanded use of verbal language.
Expanding working memory is
best understood through the Cognitive
Load Theory (CLT) developed by
Sweller (1988). He proposes that since
the working memory is limited in its
functioning, learners who are bombarded with too much information
will experience a cognitive overload.
The working memory is an active
memory system, which includes functions of manipulation as well as storage of information (O’Donnell, Reeve,
& Smith, 2009). Thus, for effective
learning to take place, instruction in
the form of verbal and nonverbal cues
must align themselves to this human
cognitive structure so that information can be manipulated and stored
on an enduring basis in the long-term
memory. Recent studies support this
relationship between working memory
and intelligence (Ackerman, Beier,
& Boyle, 2005; Conway, Cowan,
Bunting, Therriault, & Minkoff,
18 T e m p o • V o l . XXXI, N o . 4, 2011

2002; Colom, Abad, Quiroga, Shih, &
Flores-Mendoza, 2008). Teachers are
urged to encourage students to expand
their working memory through daily
memory activities and to check for
students’ ability to remember activity
instructions, recall events in a story,
and relate the steps and order of common processes covered in the content.

CONCLUSION
The results of this study point
to two important areas of consideration for educators of the gifted: (1)
Identification profiles for students from
low-SES populations must include both
a verbal and a nonverbal ability score.
Using only a nonverbal score leads to
performance expectations that may not
be realized until the verbal abilities are
more developed. (2) Service designs for
gifted students at the elementary level
must emphasize the development of
verbal abilities for students with high
nonverbal scores and average verbal
scores to prepare these students for the
higher level courses of middle school
and high school.
It is hoped that by considering
both the verbal and nonverbal scores
of high-ability students, not only will
more students from low-SES populations be identified for gifted programs,
but a focus of the programs will be
to build the verbal abilities needed to
succeed academically in school and
throughout their lives.
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P

rofessionally, I have been in the field of
gifted education for more than 20 years
(1991 to present). Personally, my interest and
involvement spans more than three decades. I
am convinced that the pervasive achievement
gap is the greatest problem facing schools

and our nation. On what seems to be a daily basis, the achievement
gap appears in the professional literature and in mainstream media.1
1
This article is adapted from and expounds upon Ford’s op-ed published in the
Tennessean in July, 2011.

For the purposes of this article,
there are at least two relevant achievement gaps in need of discussion: (1)
the achievement gap with respect
to racial and ethnic groups, and (2)
the achievement gap between the
individual’s performance and potential. Most commonly discussed and
researched is the discrepancy between
groups—the achievement gap along
racial and ethnic lines. Here, the performance between Black and White
students and, more recently, Hispanic
and White students is addressed (e.g.,
Barton & Coley, 2009). Too often,
Black and Hispanic students fail to
perform like their White classmates
on achievement tests (e.g., National
Assessment of Educational Progress
and statewide proficiency tests). The
national average of this “between
group achievement gap” is 4 years.
Specifically, by high school, Black and
Hispanic students tend to perform 4
years behind White and Hispanic students (e.g., Barton & Coley).
The second type of achievement
gap is within the individual, whereby
he or she is underachieving—that is,
failing to reach his or her potential. An
unnecessary number/percent of Black
and Hispanic students, including
those who are gifted, are not reaching their potential in school settings.
They are quite capable of performing
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at higher (and the highest) levels but,
for a myriad of reasons, are falling
short (Ford, 2010).
I am also convinced that the
poor and unacceptable presence of
Black students in gifted classes (K–8),
Advanced Placement classes (high
school), and other advanced classes or
programs (e.g., honors, International
Baccalaureate [IB]) contributes in
meaningful and significant ways to
the two aforementioned achievement
gaps (see Ford, 2010). To the point,
racially, ethnically, and economically
segregated gifted programs, Advanced
Placement (AP) classes, and other factors contribute to both achievement
gaps. Nationally, Black students are
underrepresented by almost 50% and
Hispanic students by about 40% in
gifted programs (Ford, 2011; Ford,
Grantham, & Whiting, 2008; Office
for Civil Rights, �������������������
n.d.).�������������
In real numbers, there are more than 500,000
Black and Hispanic students being
denied an appropriate education.
In AP classes, underrepresentation is greater for Black students—at
60% overall. It might surprise readers
to know that Hispanic students are
not underrepresented in AP classes
(College Board, 2011). Although data
exist on AP underrepresentation, too
little information is available on IB;

my professional experience suggests
that access to IB is also problematic.
In this paper, I present an overview of the top 10 factors that contribute to underrepresentation—the poor,
inadequate, and often inequitable presence of Black and Hispanic students
in gifted education and related classes.
Before presenting these barriers, it is
essential to share the philosophies that
guide my work and commitment to
addressing inequities and to effecting
change.
•• The achievement gaps can be
closed. It will take time, but the
outcomes are worth the funding,
time and commitment.
•• The achievement gaps must close
for the sake of students, the community, and the nation. Every
one loses when our students
underachieve.
•• The most inequitable classes in
public schools are gifted and AP
classes—they must be desegregated. Horace Mann said that
education is the greatest equalizer.
When we open doors to gifted
and AP classes, this idea and ideal
can be achieved.
•• Gifts and talents are equally present in all economic, racial and
ethnic groups.
•• Deficit thinking is a fundamental
attribution error because it blinds
educators to seeing potential and
demonstrated performance of
Black and Hispanic students; low
expectations (e.g., from educators)
beget low expectations (e.g., from
students).
•• Educators who are ill-prepared
to work with Black and Hispanic
students (e.g., little to no cultural
competence and cross-cultural
self-efficacy) are unlikely to be
effective with those who are gifted
and talented.
•• Educators who are passionate
about equity can and do close the
achievement gaps.

ACCESS DENIED:
HOW DOORS HAVE BEEN
CLOSED AND LOCKED
Achievement Gap:
Between Groups
Having read several hundred
reports on the achievement gap
between racial and ethnic groups, I
have found few works (data-based,
theoretical, and/or conceptual) to be
as thorough as what is presented by
Barton and Coley (2009). Based on
a meta-analysis of more than 1,000
studies, Barton and Coley identified
the primary 16 variables/correlates
that contribute to the achievement
gap between Black and White students. Of the 16 variables, lack of
rigor in the curriculum was found to
have the largest effect size. Part of the
definition of lack of rigor was lack of
access to AP classes. And it is related

to our expectations of students in
fundamental ways. The achievement
gap(s) challenges educators to be selfreflective and honest, which requires
that we examine and interrogate our
biases and entrenched beliefs and values associated with culture.
The AP pipeline is quite clear—
students identified as gifted are most
likely to be referred to and placed in
AP classes. Without the designated
high scores and grades, Black and
Hispanic students are less likely or
unlikely to participate in AP classes
and to have the support of teachers,
counselors, and administrators to
enroll and persist. Thus, both recruitment and retention are jeopardized.
This practice is in conflict with the
College Board’s Equity Statement on
AP where it urges educators to eliminate barriers known and found to deny
access (College Board, 2011).

Achievement Gap
Correlates:
1. School Correlates—rigor (very
low), teacher preparation (inadequate), teacher experience (too
little), teacher absence and attendance, (too high), class size, (too
large) technology-assisted instruction (too little), and fear and safety
(high concerns).
2. Home a nd Communit y
Correlates—parent participation (too little), parent-child ratio
(high), summer loss, mobility
(frequent moving and changing
school), reading (too little), and
TV watching (too much).
3. Health Correlates—low birth
weight (high), hunger and nutrition (high poverty), and environmental damage (e.g., lead
poisoning; high rates).
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Achievement Gap:
Within Individuals
A number of definitions about
underachievement exist. At their core,
all speak to a discrepancy between
expected (i.e., potential) and current

dropped out of school. Almost 90%
of the students had passing grades,
but dropped out of school. Their primary reason for dropping out was that
school was irrelevant and they did not
believe teachers cared about them!

Many Black and Hispanic
students are caught or
trapped in the quagmire of
underachievement, especially if
they live in generational poverty.
performance. I have presented a comprehensive list of definitions and conceptions in Ford (2011). Potential can
be defined using test scores, grades,
and personal and professional opinion.
While it may seem counterintuitive, the
term underachievement is an optimistic
view in the sense that it acknowledges
that the student can do better. Hence,
our frustration as families and educators when their children do not.
Many Black and Hispanic students are caught or trapped in the
quagmire of underachievement, especially if they live in generational poverty. Clearly, gifts and talents exist in
all income brackets. Tragically, too
few resources, opportunities, and role
models exist in high-poverty schools
and communities, which compromises students’ chances of succeeding. Likewise, gifts and talents exist
in all racial and ethnic groups (U.S.
Department of Education, 1993), yet
social ills in the form of racial prejudice and discrimination undermine
their opportunities and access.
In a unique report, Bridgeland
and co-authors (2006) studied culturally different high achievers who
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Both achievement gaps make it
impossible for our nation to live up to
its ideal of the American Dream and
land of opportunity. Change is essential and long overdue. Below are a few
recommendations for change.

RECOMMENDATIONS
1. Increase accountability. Educators
and families blame each other for
poor student performance; neither
takes responsibility. Students are
caught in the middle of this stalemate; all parties lose. Honest selfappraisal on how we, as educators
and parents, are failing Black and
Hispanic students is the first step
toward increasing access to top
classes. The achievement gap literature (e.g., Barton & Coley, 2009;
Ford, 2011) shows that schools fail
Black and Hispanic students via
a lack of rigor in the curriculum,
which is fundamentally an issue of
low expectations. Manifestations of
low expectations are apparent in low
instructional challenge, low referral rates to gifted and AP classes,
and few AP offerings in minority
schools (College Board, 2011).

2. Adhere to gifted and AP goals.
Both gifted and AP classes are
often used to entice high-income
families to districts and to prevent
White flight. These enticements
communicate to current and prospective families (and the community) that general education
is subpar and wanting in rigor.
Enticement for the status quo and
privileged is not the purpose of
gifted education programs and AP
classes. Gifted education, as stated
in our most recent federal definitions, is designed to meet gifted
students’ needs by providing them
with an appropriate education
(National Association for Gifted
Children, 2010; U.S. Department
of Education, 1994). Likewise, AP
classes were not designed for students formally identified as gifted;
yet, this is the most common way
schools serve gifted students at the
high school level. AP classes are
and were designed for students
interested in taking college preparation classes—regardless of grades,
test scores, income, and race or
ethnicity (College Board, 2002).
3. Improve and expand data analyses.
It is no understatement that data is
extensive and even overwhelming
at times. At the national, state, and
district levels, it is important to
analyze and use data in meaningful and instructive ways. A litany
of studies reveal that inadequate
teacher referrals, biased tests, and
ineffective or inequitable policies
and procedures contribute greatly
to segregated gifted and AP classes
(see Ford, 2011). Data analyses
must also be formative and summative. A formal evaluation of
gifted and AP is needed locally,
with data evaluated annually and
disaggregated by race/ethnicity,
gender, and income. For example,
compare Black males on free and
reduced lunch with (a) Black males
who pay full prices, (b) White
males on free and reduced lunch,

(c) White females who pay full
price, and so forth. We must eliminate barriers revealed by the findings. Test scores, interviews, and
surveys (with families, teachers,
and current and former students)
will be invaluable and provide a
comprehensive overview.
4. Improve teacher quality. Teacher
quality significantly hinders or
promotes student achievement
and has been identified as a major
factor in the achievement gap
equation (Barton & Coley, 2009).
Studies and reports addressing the
achievement gap are in the news
daily. Too few teachers are culturally competent (prepared to work
effectively and equitably with
gifted students who are culturally
different and/or from low income
families; Ford, 2011). Highly qualified teachers must be assigned to
teach Black and other minority
students with an expressed goal

of nurturing and developing gifts
and talents. However, few colleges
and universities have courses and
programs in gifted and multicultural education.
5. Quality and relevant professional
development. Given the above
situation, schools and organizations, via professional development, are left with the necessary
charge of retraining teachers. They
must take this charge seriously.
Training needs to be ongoing and
substantive, as I have noted in Ford
(2011). Professional development
in schools must prepare teachers to
be culturally competent. It must
focus on the actual barriers and
relevant solutions (e.g., strategies,
resources, attitudes).
6. Improve expectations. The literature on how teacher expectations
affect student achievement is voluminous, and will not be given the
attention it deserves here. Suffice

it to say that low expectations
in the form of deficit thinking
(Ford, 2011; Ford, Harris, Tyson,
& Frazier-Trotman, 2002) hinder
the equitable referrals of Black and
Hispanic students to top classes. In
a summary of studies on teacher
referrals by race, it was found that
teachers fail to refer Black students
for gifted and advanced academic
services more than any other group
(Ford et al., 2008).
7. Increase teacher diversity.
Nationally, only about 15% of
teachers are non-White (U.S.
Department of Education, 2011).
Teacher diversity has not been
given attention in gifted education, with the exception of a
dated study I conducted in which
minority teachers were surveyed
about their decision to teach or not
teach gifted students (Ford, 1998).
A diverse school staff improves

Upcoming TAGT Parent Conferences in Austin and Houston!

Parent Tools for Success
Training for parets of gifted and talented students
from the Texas Association for the Gifted and Talented

Visit txgifted.org/parent-conference to learn more and register today!

TAGT Parent Mini-Conference

Saturday, January 28, 2012 • Houston • Featuring Dr. Patricia Gatto-Walden
$25 • Follows Saturday morning’s FREE Summer Camp Expo! • Activities for children ages 6-12

TAGT 2012 Parent Conference

All Day Saturday, February 11, 2012 • Anderson High School, Austin
Featuring Dr. Patricia Gatto-Walden • $39
KEYNOTE TOPIC: It Isn't Always Easy Being Gifted!

Dr. Patricia Gatto-Walden, Psychologist and Consultant for the Gifted
Parents are overwhelmed by the demands and multi-faceted needs of their gifted children. Incorporating over three decades of
experience working with thousands of gifted and profoundly gifted children and adults, Dr. Gatto-Walden will respond to parents
spoken and unspoken concerns as she provides practical tools and strategies that enhance your child's well-being.
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achievement and morale (Ford,
2011; Ladson-Billings, 2010)
8. Collaborate with and reach out
to uninformed families. Family
involvement is vital to student
achievement and positive relationships with teachers and staff.
When families are involved,
expectations for their children are
positive and high. Unfortunately,
and for many reasons, Black
and Hispanic caregivers are less
involved in schools than those of
White students; this is especially
true when families live in poverty. Nonetheless, these parents
and families want their children
to have a rigorous education. They
need educators’ understanding
and support. As with teachers,
minority and low-income families
require professional development
to support and nurture the gifts
and talents of their children.
9. Provide mentoring. To set goals
and envision success and coping,
students require mentors. The
more advocates students have, the
better they perform academically.
Effective mentoring motivates and
inspires Black and Hispanic students and aids them in coping
with barriers to achievement.
10. Promote a scholar identity. Students
learn to believe and accept low
expectations and negative stereotypes about them. Dr. Whiting and
I have created the Scholar Identity
Institute for Black males (e.g.,
Whiting, 2006). At the Institute,
we are devoted to “unbrainwashing” these young men and exposing them to all they are capable
of—particularly high achievement and the potential to succeed
in gifted and AP classes. We seek
to enhance self-efficacy, academic
confidence, need for achievement,
future goals, willingness to make
sacrifices, personal responsibility
(internal locus of control), race
pride, and more. Schools and families must advise and counsel Black
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and Hispanic students in ways that
bring out their gifts and talents.

SUMMARY
For too long, access to gifted and
AP classes have been either denied or
limited for Black and Hispanic students. Underrepresentation fuels the
achievement gap or gaps. Along with
others, I have lamented this inequity,
kvetched, and offered solutions for
change. In this paper, I focused on
10 barriers, along with suggestions for
change. This list is by no means comprehensive. Regardless, I am optimistic—I have the unwavering belief that
change is necessary and possible. In
1954, the landmark decision Brown vs.
The Board of Education ruled segregated
schools unconstitutional. This includes
segregated gifted and AP classes.
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Interview with
TAGT Administrator
of the Year 2010,
Teddi Beam-Conroy

T

eddi Beam-Conroy is the
bilingual/gifted and talented teacher consultant
for Northside ISD in San
Antonio, TX. She provides
support to teachers with
gifted and potentially gifted students
who are English Language Learners.
She provides translations, conducts
parent awareness sessions, evaluates
testing procedures, provides staff
development, advocates for parents
and students who are ELL, and provides gifted and enrichment classroom
instruction. Previously she was a bilingual classroom teacher in elementary
and middle schools as well as a bilingual cooperative learning coordinator in Milwaukee, WI. In November
2010, she was awarded the TAGT
Administrator of the Year Award.
She is completing her doctoral studies at UT San Antonio in curriculum
and instruction/bicultural-bilingual
education. The interview took place
on July 28, 2011 in San Antonio at
Northside ISD.

by Judith L. Martin, Ed.D.
JM: Tell me about the
work you do in Northside
ISD as an administrator.
TBC: I have probably the longest
title in Northside. I am the bilingualESL/GT teacher consultant and
basically I am the consultant to our
[G/T education] district coordinator
at the central office level and I work
with bilingual/ESL/underrepresented
populations, K to 12. Northside has
97,000 students and is the fourth largest district in Texas.
JM: How long have you
been in this position?
TBC: Nine years.
JM: Tell me more about your
career before this position
and some of the high points.
TBC: I have been a bilingual
educator my entire career. I’ve taught
elementary school and middle school.
I taught in four states all together.
I started my career in Wisconsin,
in Milwaukee, then we moved to
Phoenix, where I taught a year. I

taught a couple of years in Minnesota,
and then I came here to Texas as a
middle school teacher only to find out
there was no bilingual middle school
program. My whole career in Texas
has been in Northside, and I have
spent 18 years here. Before I got this
position I was a fifth-grade bilingual
teacher.
JM: What do you like
about administration?
TBC: I like the ability to impact
more children’s lives on a broader level
and to affect policy. This was a brand
new position when I was hired. When
Priscilla Lurz [Coordinator of NISD
Gifted and Enrichment Program]
hired me she said, “I need someone
who doesn’t need a lot of direction,
who will just take off and do.” That
was great for me because we were able
to start a lot of programs and initiate
a lot of things that were brand new for
the district.
I am working with teachers, doing
professional development 101, and
going into the classrooms. It’s been
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wonderful. I have the privilege to work
with two great, outstanding bosses
because I am split between bilingual
and G/T. They close their eyes and say,
“OK, try it.” That’s been very good.
JM: You are in both
fields—G/T education and
bilingual education—how
does this work for you?
TBC: It’s is a perfect match. I
think there is a lot more in common
between G/T and bilingual education/
ESL/second language acquisition than
people would think. They are both on
the fringes [in Texas]. If you go to the
TEA website, there is the “foundation curriculum” and bilingual and
G/T are both under the “enrichment
curriculum.” It is strange for me for
people to think that they are enrichment because for bilingual education
and gifted education populations, they
are essential. People tend to think of
bilingual and G/T as add-ons to what
is already there as opposed to services
that meet the needs of those specific
populations.
Coming to Texas was a big surprise, because up north, the first district I taught in had what is known as
developmental or maintenance model
bilingual education. In Pre-K to 12,
we had bilingual education, and it
was not perceived to be a remedial
program. You could take content level
courses in Spanish or in English all the
way through. The goal was bilingualism and biliteracy in both languages.
That is not the goal of the bilingual
program in Texas. It is seen as a remedial program with the goal to move
kids into an all-English curriculum.
That was an eye-opener for me as I
am not oriented that way. Here in
Texas, G/T and bilingual are seen as
opposites.
Some years ago, someone asked
me what was the most difficult thing
about starting this job from scratch.
I think the most difficult thing was
helping people understand you can
be smart and not speak English.
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Bilingual education was seen so much
as remedial. That was a battle I fought
as a classroom teacher because it was
not my orientation. I would fight for
my high-ability Spanish speakers to
get gifted services. It didn’t happen a
lot because of inappropriate testing. I
firmly believe, and on my own I have
done the research, that bilingualism
enhances cognitive development. I
don’t see them as exclusive at all. My
job is helping them come together.
I always feel challenged to question assumptions. Here in the United
States we tend to have a monolingual
norm. We call it “English as a second
language.” We assume everyone only
speaks one language and that English
will be the second language for them
to learn here. Yet many of our refugee
children come knowing three or four
languages. After they left their home
country, stayed in a refugee camp
and learned a second language, they
stayed in a different camp and learned
a third language before they come to
the U.S. Calling them ELL—English
Language Learners—is more accurate.
For my Ph.D., I am looking at
what is going on in the brain when
kids learn more than one language
and what sociobiologists and neurolinguists are researching. It is interesting and fascinating to me. Our dual
language campuses here in Northside
identify more G/T students, percentage
wise, than our monolingual English
campuses. We have not analyzed it
scientifically yet, but it is a trend we
are keeping an eye on. I do think the
ability to learn two languages is more
than just the ability to be bilingual. It
increases your flexibility. Those kids are
much more analytical. They are much
more accepting of ambiguity because
they intuitively know that language is
arbitrary. Looking at bilingualism is an
untapped resource. I am working on
my doctorate in bilingual and looking
at secondary bilingual students. My
hunch is that they retain their Spanish
to a higher degree than students who
are not gifted who have been through

bilingual programs. I am surprised to
see how many of them still use their
Spanish in substantive ways.
JM: Were English-speaking
students in the bilingual
classes also in the other states
besides where you taught?
TBC: Not necessarily. It depended
on the strand. Milwaukee had three
different types of bilingual education. They had the developmental
bilingual program, which was largely
for native Spanish speakers. They
had the language emersion program,
which was largely for English-speakers
acquiring another language. French,
Spanish, and German are the three
in Milwaukee, but they had the same
goal, which was bilingualism/biliteracy by graduation. And there is the
partial emersion program, which has
kids coming in at middle school and
beginning that same kind of trajectory.
There were quite a few native Englishspeakers who were learning Spanish,
French, or German as a second language and developing that biliteracy.
Milwaukee is unique. When I
was doing research for my master’s,
I learned that Milwaukee had a 20%
immigrant population at one point in
the 20th century. There was enough
retention of that idea that it was easy
for them to develop these types of
bilingual programs. They started
with German in the Milwaukee public
schools and branched into French and
Spanish. It has been fascinating to see
how it progressed.
Here in Northside ISD, at the
beginning of the year in the bilingual
department, we all pitch in and help do
intakes because we have 40–50 families a day coming in [to be screened for
the bilingual program]. Parents have
asked me, “What would you do?” It’s
not what I would do, it was what I
did do. I had my own children in the
bilingual program. They were English
speakers, but I felt it was important for
them to acquire another language.

JM: What is your
native language?
TBC: English. My parents were educators. I grew up
in Washington DC, which is a
shortcut way of saying I grew up
around a lot of languages. I did
not grow up with the idea that
not being able to speak English
was a deficit. I have aunts from
Paraguay and Columbia, and I
grew up around Puerto Ricans, so
I picked up Spanish. I took French
in school. I took Spanish in college
and decided to be a bilingual educator. My kids grew up in a Puerto
Rican neighborhood in Milwaukee
and my oldest two had caretakers who
were Spanish speakers. When they
were younger, I am sure there were
words they didn’t know in English.
JM: Are they still bilingual?
TBC: Yes. My oldest son is working on his engineering degree and is
working for a computer firm. They
send him out on calls to the Spanishspeakers to repair their computers.
My daughter is in medical school and
[being bilingual] has helped her. She
has worked in the clinics, and she is
able to communicate with patients.
They are both very bilingual.
JM: What advice would you
give for how schools can
better serve the needs of
bilingual G/T students?
TBC: Look for giftedness, that is
the first step. Do not assume that a
lack of ability in English is a lack of
ability. The second thing is to think
about the unique characteristics of second language learners. For example, if
you have an older child who is already
literate in his or her home language,
think about how [he or she is] acquiring English. [He or she is] likely to
begin reading in English first. That’s
not something we tap. We tend to
tap people’s listening and speaking
abilities, but with gifted learners that

People tend to think
of bilingual and G/T
as add-ons to what
is already there as
opposed to services
that meet the needs
of those specific
populations.
will emerge later generally. So, if you
look for the reading to see how much
comprehension they are getting out
of the English reading, it is likely to
be quite high. And then to remember
the caveat in the state plan [for G/T
education] that exhorts us to compare them to others of their same age,
experience, and environment. So, you
are not comparing your English learners to native English speakers but to
other English learners. How does this
child perform when compared to other
English learners? What are the unique
characteristics?
Our teachers [in Northside ISD]
are getting much better at this. One
of my stellar G/T specialists recently
called and said she had tested a fifthgrade ELL student. She had a very
strong feeling that this student was
bright though her testing did not come
out very well. The student had come
from Thailand in third grade and she
took the CogAT [Cognitive Abilities
Test] at beginning of third grade, as
we do districtwide administration,
and she scored pretty high. We dug a
little deeper. At the end of third grade
the student took third grade TAKS
math and in fourth grade she took
Grade 4 TAKS math and reading and
made Commended Performance! She
was exited from ELL in just 2 years.
Some people would look at that and
say, “Oh, great! She is at grade level.

We don’t have to worry about
her.” But when you look at her in
comparison to other English learners, that is an amazing trajectory.
That’s very rapid acquisition of
English. [ELL students] generally have a 2-year exemption from
TAKS and state testing, so no one
is going to put an ELL in those
high-stake tests unless they have a
reasonable expectation of passing.
And then we thought about the
CogAT which is written in a language she didn’t understand and in
a different alphabet than the one
she learned. So, when you factor
in all of those considerations you
have to think about this child in
that situation and not compare her to
your English speakers.
We’ve done a lot of changing of
our identification methods with our
assessments. The initial step of nomination—considering a child for referral—is the stumbling block. So many
people don’t naturally think of English
learners as being candidates for G/T.
That was certainly the case here. We
only had a handful of bilingual students identified as G/T in Northside
when I first started. Now, I’m proud
to say, we have parity. We have about
10% of our elementary population as
bilingual and we also have identified
10% G/T who are in the bilingual
program. We are at 8% of our general education population identified
as bilingual.
JM: What else did
you change in the
screening process?
It is multiprompt. We also looked at
what was available for testing. There
isn’t much, but we have adapted. Our
assessments in English and Spanish
are almost completely parallel now
except for our one quantitative measure, K–12; we can’t find something
that is quite what we need.
Native language assessment absolutely is a given. The state plan tells
us to do this. We have to test a kid in
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a language they understand or nonverbally. You can’t say wait until they
learn English. Our state law says if
this kid is referred you find a way to
assess his or her talent. We translated
our parent information and our parent
checklist. Our brochure was already in
Spanish and a lot of our parent information was in Spanish, but we are a
multilingual district. We now have a
state waiver for Arabic because we have
enough Arabic speakers in our district
to warrant a bilingual program in
Arabic. We have a waiver for Nepali.
We have enough Nepali speakers in
our district, but we don’t have educators [who speak those languages yet].
We have parent checklists in
Arabic, Mandarin, Vietnamese, and
Tagalog. Where we don’t have [parent checklists translated into native
language of the parents], we look for
interpreters to be able to talk to parents, explain the program, and help
the parents to evaluate their child. We
can use the information as part of our
assessment for G/T.
We have what we call international testing sessions. We have done
this for about 5 years now and we are
up to three per year. We normally do
our G/T testing on the campuses,
but because we have interpreters who
are district employees and work during the day we do these sessions on
Saturdays. We have the kids [nominees
whose home language is not English
or Spanish] come in with their parents. We do all the screening in one
day. It’s not ideal, but it is better than
screening the kids in English. We also
find we can help parents, because we
have an interpreter there, understand
what the program is about and fill out
the parent checklist. It is an amazing
day. We have as many as 15 different
languages at a time in the building,
and the kids are going everywhere.
We have had kids who became friends
because they may be the only Tigrinya
speaker on their campus and they meet
another Tigrinya speaker from across
the district. They exchange phone
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numbers and are off to being friends.
The parents are promising to get the
kids together. It is a real team effort.
I always say it doesn’t take a village in
Northside, it takes the U.N.
We talk to the refugee volunteer
organization here and they help provide transportation for our refugee
kids to get here. It is a total group
effort. It’s wonderful. We use the
bilingual department offices and every
available space here. The kids are great,
and it’s hilarious to see them and interact with them. Sometimes you can just
watch them and know they are gifted.
For example, they are speaking Arabic,
learning English, and they are decoding and translating the Spanish on
the walls here in the offices. I think to
myself, “Yeah, I think you are going
to be identified.”
I was sitting in on one of the
Korean testing sessions. I asked the
student, “What is another word for
little?” She said chiquito. I said, “Are
you taking Spanish?” She said she
learned it from the Spanish speaking
students in her ESL class. We are a
multilingual district.
JM: What nonverbal
instruments do you use?
TBC: We use the CogAT nonverbal [subtest]. That’s a monetary thing.
Our district owns CogAT and we do
a districtwide administration. And
we use the Torrance Figural [Test of
Creative Thinking]. We work closely
with Scholastic [Testing Services,
Inc.] and have gotten their permission to translate the directions into
various languages as long as we can
find an interpreter. We have actually
done G/T screening in 30 languages.
I think at last count we have about
50 different languages for which we
have interpreters and that is in the district—district employees. We are a big
district and that helps. You never know
if you don’t ask. We just ask people,
“What languages do you speak other
than English and Spanish, and do you
mind?” Overwhelmingly people are

very happy to help kids from their own
language background.
JM: And your G/T education
specialists that run the
pull-out program, are
they trained in ESL?
TBC: Yes, we do train them in
ESL methods. Most of our bilingual
campuses have Spanish-speaking
G/T specialists. They were previously
bilingual teachers. That was part
of that multiprong approach when
I first started. We also began to do
staff development to develop a cadre
of bilingual educators who had their
30 hours, had their training in G/T,
and were ready to step into positions
as they became available. We don’t yet
have Arabic, Mandarin, and Nepali
speaking teachers. For the other G/T
specialists we have done ESL training.
JM: Wonderful! Please
write an article on that.
TBC: Will do.
JM: What other suggestions
do you have for districts?
TBC: Identification is the first
thing. Then, with servicing, that has
to be an individual assessment as well.
You need to look at the program services you are offering. What does that
child need in general? That is true for
any gifted learner, but particularly for
an English learner. If you are doing
a pull-out [G/T program] you don’t
want to pull this kid during language
arts. The teacher may have to think
about presentations, using more
visuals, that kind of thing. The G/T
teacher as well.
JM: Given the current
cutbacks in education in
Texas, what advice would
you give administrators in
schools about programs for
gifted/talented students?
TBC: Those cannot be your first
line of eliminations. These are our best
and brightest kids, and I know from

my own personal experience, if you
don’t keep them busy they will disrupt. We really need to come up with
some creative ways to maintain those
services. We have cuts in our program
here, and we don’t know how that is
going to look. We don’t know what the
impact will be ultimately.
We were just brainstorming this
morning about how we could possibly use some remote webinar-type of
technology. We have 2.0 technology to
do Spanish language testing or other
language testing on a campus where
we don’t have someone on the campus
who can speak the child’s language.
We could do webinars from here.
Creative things like that. There is no
need these days, with what we have in
technology, to limit what we offer our
kids to the four walls of our building.
Think about clustering, think about
grouping, think about creative ways
to go beyond. I think technology is a
great way to go beyond.
JM: What advice would
you give parents of G/T
students in general?
TBC: Know your kid, first of all.
Be ready to be an advocate for your
child. I have four children. Three were
identified as gifted before I took this
job. I want to make that disclaimer.
I have one gifted underachiever. One
thing I know I did, because I do staff
development on underachievement, is
I praised him for his intellect. I didn’t
praise him for his effort. The one thing
that parents and educators who work
with gifted kids have to do is to make
sure that we teach them the value of
work and to reward them for the work
that they do, not necessarily the outcome of the product. Things come easily to gifted kids at school, intellectual
things. The minute they hit something
hard is when we start to develop our
underachievers.
My advice is to find out as much
as you can, get involved with other
parents, share stories. Things that you
think are unique to your child may not

be, and to hear another parent say the
same thing is so rewarding. It can be
a big relief to find out that your child
is not the only person who has to have
the labels cut out of his clothes. Yes,
your child can be a perfectionist even
though the bedroom looks like a crime
scene. Understand the things that go
into a gifted child.
Get to know other parents, read as
much as you can. Remember that your
child has intellectual and leadership
capabilities, but they are still children.
Don’t be afraid to let them be people
in their own right. Let them make
some decisions on their own. They
have the right to fail as well. And stand
up for them. Be willing to go to school
and say, “I think my kid is right on
this one.”
JM: Since you are an
administrator and in the
parent role, what do
you advise principals
about parents they may
think are pushy?
TBC: I am probably more outspoken about that than most. It can
be a double-edge sword. I have sat in
enough teacher lounges and heard
enough conversations about how parents don’t care, so don’t complain to me
about the parent who cares. You can’t
have it both ways. If you have a parent
who cares and is upset, you really need
to sit down and defuse the situation
and figure out what is at the bottom.
Even if the parent is screaming and
calling the superintendent and wants
to picket, those are [his or her] constitutional rights. Also you need to make
sure you have some outlet if the parent
is extremely volatile. I learned a lot in
my early years of teaching when I didn’t
know any better. I had a 31/2 hour parent conference because I didn’t know
how to stop it. She was mad at the
school district, and I was a brand new
teacher and didn’t realize that. But you
need to hear the parent and do what
it takes to get there. If it takes a home
visit, do it. That parent has to get the

feeling that somebody in that school,
in that district, is hearing [him or her]
and [his or her] specific concern about
their child. [He or she needs] that. [He
or she deserves] that. The child deserves
that. But you are not going to reach
the parent until you somehow get to
that point. Go from there and try to
come up with a win-win. Oftentimes
you have to be a mediator between the
parent and the school because sometimes the school has not done their job.
It is a diplomatic wiggle to figure out
how to support your school but at the
same time reach an accord that is in the
best interest of the child.
JM: Is there any more
advice that you would
give principals about
serving G/T students?
TBC: Don’t be afraid to ask your
specialists. Don’t be afraid to continue
to go to staff development. In order
to be an effective instructional leader,
you’ve got to think about the needs
of all the kids on your campus. And
it’s tough. There are so many things
that principals have to do these days.
Sometimes they are put on a specific
campus to clean house. G/T is not one
of those rooms that needs cleaning.
So, if it’s not broken, don’t try to fix
it. Stay out of the way. You can ask for
help. Don’t be afraid to ask questions.
Trust the people who know about
gifted kids and can provide advice.
Listen to those who know. Solicit their
assistance.
JM: Thank you very much.
Judith Martin is retired from the University of
Texas at San Antonio. She continues to consult in
curriculum and instruction and G/T education.
She is on the editorial advisory board of TEMPO.
Previously she was a teacher in grades 1–8,
Region 20 education consultant for G/T education, assistant professor at Baylor University,
and Director of Advanced Academic Services for
San Antonio ISD. In 1997, she was selected for
the Region 20 TAGT Advocate Award and from
1997–2000 she was cochair of the Curriculum
Division for NAGC. She can be reached at jmartin195@juno.com.
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ho are the children who comprise gifted programs today? Do

RETENTION

gifted education classrooms reflect the culture of the general

When culturally diverse students
enter a gifted program there is concern they may not continue with the
gifted services due to the negative
reaction of peers, deficit thinking of
teachers influencing the treatment
of students, and parental concern
that the social and emotional needs
of their children are not being met
due to the lack of cultural diversity in
the program (Ford, 2004; Shaunessy,
McHatton, Hughes, Brice, & Ratliff,
2007). Parents of culturally diverse
gifted students can positively impact
their child’s education experience by
becoming involved at school, being
an advocate, working with teachers,
joining teacher and parent organizations or starting such an organization,
becoming involved in diverse organizations or activities for the child,
working with school administrators
to have a diverse staff, helping find a
mentor for the child, and sharing the
reality of discrimination and prejudice
that may be encountered (Ford, 2004).
Success in gifted programs
for culturally diverse students can
be achieved when the program is
designed to meet the strengths, abilities, and interests of those students
(Grantham, 2004; Harmon, 2002;
Hébert, 2001; Henfield, Moore, &
Wood, 2008; Kaylor & Flores, 2007;
Kitano & Lewis, 2007; Kitano &
Pedersen, 2002; Olszewski-Kubilius
& Thomson, 2010; Uresti, Goertz,
& Bernal, 2002). Gifted education,
unlike special education, does not have
a federal mandate. As a result, definitions of giftedness are inconsistent,
identification processes differ, and program designs vary—not only across
the country but also among school
districts within each state. Supporters
of gifted programs defend gifted students’ needs by pointing out that these
students have exceptionalities just like
those who participate in special education, and if the gifted students’ needs
are not addressed they may never

school? When culturally diverse students are identified as
gifted, are they choosing to participate in gifted services?

Once identified and served, are they retained in the gifted education program?
This review of the literature will attempt to address these questions and provide
insight into ways that schools might more effectively recruit, identify, and retain
gifted children from culturally diverse backgrounds in gifted programs.
Articles published since 2002 in Gifted Child Today, Roeper Review,
Exceptional Children, Journal for the Education of the Gifted, Journal of Advanced
Academics, and Gifted Child Quarterly were examined in this review. Articles
needed to focus on recruiting, identifying, and retaining gifted students from
diverse cultural backgrounds in gifted education programs. Using these criteria, 32 articles were found. Of these, 8 articles were descriptive and 24 were
empirical. Of the empirical articles, 15 were qualitative and 9 were quantitative. Authors considered a variety of factors as roadblocks in the recruitment,
identification, and retention of culturally diverse students in gifted education.

RECRUITMENT AND
IDENTIFICATION
Students are sometimes hesitant
to participate in gifted programs; tests
and identification instruments can be
culturally biased toward the dominant
culture; and teacher nominations, or
the lack thereof, can play a significant
role in who is nominated for gifted
program services.
Students from diverse backgrounds
who are identified as gifted often find
it difficult to decide whether or not to
participate in gifted programs, weighing benefits of the program compared
to their social standing with peers. In
many instances they experience alienation because participation in a gifted
program can be interpreted by their
cultural peer group as turning away
from their own culture and taking on
the White culture. One study (Ford &
Whiting, 2010), found that culturally
diverse students feel less stigmatized
when participating in a supplemental

gifted program outside of school rather
than being separated from social peers
during the school day.
Children from diverse cultures
are not as likely to be recommended
by their classroom teachers for gifted
programs in their schools (OlszewskiKubilius & Thomson, 2010). Deficit
thinking on the part of educators
can negatively affect culturally and
linguistically diverse students by
impacting the engagement that takes
place with the teacher and may result
in policies that are discriminatory.
Teacher referral, or the lack thereof, is
a critical factor in the underrepresentation of culturally and linguistically
diverse students in gifted education
programs. The low number of teacher
referrals could be attributed to the
lack of professional development in
multicultural training for teachers
and miscommunication and a lack of
cultural understanding encountered
by students and their families (Ford,
Grantham, & Whiting, 2008).
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realize their full potential (Ford,et
al., 2008). Definitions of giftedness
at the state and local levels should
be examined in order to expand the
descriptors used for identification so
underrepresentation of diverse groups
will not persist.
Culturally diverse students not
only need to have their abilities
addressed or challenged, but they also
need to have their diversity recognized
through affirmation and respect (Ford,
2004). Gifted students who come from
diverse backgrounds benefit when the
curriculum is differentiated to meet
their needs. Those needs may include
highlighting different cultures and perspectives in the curriculum.
Various dimensions of culture
demand investigation and research to
enhance the teacher’s awareness and
benefit the educator by allowing flexibility in dealing with cultural needs
of diverse students such as personal vs.
social responsibility, concept of time,
concept of self, and styles of communication. Culture-blindness takes place
when all students are treated the same
and differences are not acknowledged;
however, instead of practicing cultureblindness, teachers should acknowledge and explore the differences that
make-up the diversity within their
classrooms (Milner & Ford, 2007).
de Wet and Gubbins (2011) studied
the beliefs teachers held regarding
culturally, linguistically, and economically diverse (CLED) students.
In their study it was apparent that a
difference could be seen in the opinions of teachers from states with gifted
education mandates and those from
states that had no mandates. Teachers
from states with no mandates felt that
CLED students benefited from participating in gifted services in contrast
to teachers from states with mandates
who, for the most part, did not feel
that CLED students benefited from
participation in gifted services (de Wet
& Gubbins, 2011). Culturally responsive classrooms (CRCs) not only are
culture-centered but also child cen36 T e m p o • V o l . XXXI, N o . 4, 2011

tered. In order for a classroom to
address the needs of culturally diverse
students, five components must be put
into practice: (a) culturally responsive
teaching philosophy, (b) culturally
responsive learning environment, (c)
culturally responsive curriculum, (d)
culturally responsive instruction, and
(e) culturally responsive assessment
(Ford, 2010a). Teachers can be more
effective in their instruction and better
meet the affective needs of students
when implementing the five components for a culturally responsive
classroom.
Educators of African American
students must be proactive in understanding how racial identity can
influence gifted African Americans’
achievement in school (Ford &
Whiting, 2010). Information regarding the cultural perspective of African
Americans can be used by educators to
better facilitate the identification and
retention of gifted African American
youth in gifted programs (Henfield,
et al., 2008). Henfield and colleagues
(2008) offer recommendations to aid
teachers, school counselors, principals, and parents in providing effective programs and procedures for
African American students in gifted
programs. Most research concludes
that African American students are
underrepresented in gifted programs
due to underperforming on tests, and
lack of recruitment, however, further
consideration should be made regarding the retention of African American
students in gifted programs. When
African American students do not
have a positive racial identity they
may be more likely to not participate
in gifted education programs (Ford &
Whiting, 2010).
Similar to the African American
population, the Hispanic/Latino
population is also underrepresented
in gifted programs. Numerous factors contribute to this underrepresentation, including lack of support
from communities in teaching them
how to be successful in school (Reyes,

2007) and educators’ failure to communicate with them in their native
language when assessing their abilities
(Shaunessy, et al., 2007). As with other
ethnic populations, research points to
the notion that instruments used in
the identification of gifted Hispanic
students are oftentimes biased and
do not provide the opportunity for
these students to accurately demonstrate their abilities (Lohman, 2005b;
Naglieri & Ford, 2003).
Asian Americans make up a small
portion of diverse culture groups in
America yet they are of interest to some
researchers due to their educational
and economic achievement (Yoon &
Gentry, 2009). The representation of
Asian Americans in gifted programs
can be affected by identification
processes, generations impacted by
acculturation processes, and academic
motivation those students possess
(Yoon & Gentry, 2009). The education
system can help the academic success
of gifted Asian and Pacific American
students by taking their learning styles
into consideration, appreciating their
perspective in problem-solving, being
conscious of the history and immigration process their families have experienced, developing career options, and
including Asian and Pacific Americans
accurately in curriculum (Kitano &
DiJiosia, 2000).
Students enjoy acceptance they
receive from peers. We all do. When
the acceptance fades and is replaced by
rejection, negative emotional issues for
gifted students from culturally diverse
backgrounds may be the result. In
many cases, little opportunity may
exist for them to experience both
achievement and social acceptance
among their peers. The academic
achievement of gifted students can
be impacted by social identity which
could include negative stereotypes
regarding academic success (Worrell,
2007).
For various reasons, students from
diverse backgrounds, both culturally
and linguistically, are not represented

C.P.’S CORNER
in gifted programs in the same manner
as White students. The lack of recruitment, identification, and retention of
gifted students from diverse ethnic
backgrounds are pressing issues that
can impact not just the educational
system, but also the community—
both locally and at large. If the cultural diversity of school populations
is increasing, then cultural sensitivity
should be taken into account when
considering identification, recruitment, and retention of gifted students
from culturally diverse backgrounds.
Clasen, D. R. (2006). Project STREAM:
A 13-year follow-up of a pre-college
program for middle- and highschool underrepresented gifted.
Roeper Review, 29, 55–63.
This study examined identification and programming of underrepresented gifted students. Project
STREAM had these major components: (a) identification of gifted
minority students and in-school
accommodations to meet their educational needs; (b) a summer campus
residency; (c) out-of-school offering
and Saturday classes at area universities; and (d) at least one visit per
semester to an institution of higher
learning. The students identified for
this program were from four school
districts: urban, suburban, mid-size,
and rural. The follow-up sample
13 years later included 95 African
American, 48 Latino, 11 Southeast
Asian, and four Native American students who were identified as gifted
in sixth or seventh grade. There were
84 girls and 74 boys. Data collected
included school documents, surveys,
and interviews regarding career
information. The content analysis of
the qualitative data indicated that a
sense of community was an important program characteristic of Project
STREAM. Participants reported
making lifelong friends who helped
shape future aspirations as a result of
being in the program. The author supported the value of multiple forms of

identification (specifically in problemsolving), teacher identification of
leadership ability, and students’ grade
point average.
Carpenter, D. M., II, & Ramirez, A.
(2007). More than one gap: Dropout rate gaps between and among
Black, Hispanic, and White students. Journal of Advanced Academics, 19, 32–64.
The achievement gap, traditionally
measured by test scores, also can be
documented by drop-out behavior.
Examining drop-out behavior among
Black, White, and Hispanic students,
with a particular focus on gaps within
groups and not just between Whites
and minorities, shows a clearer picture
of the achievement gap. The results
of our study show multiple achievement gaps both between and within
groups, ultimately concluding that

within-group gaps were often more
significant than gaps between groups.
Through hierarchical linear modeling,
we found two common predictors for
all three groups—being held back and
number of suspensions. Hispanic and
White students showed three additional predictors in common—time
spent on homework, gender, and
family composition. White and Black
students shared only one common predictor beyond suspensions and being
held back: parental involvement. Black
and Hispanic students shared no additional common predictors. Finally,
race/ethnicity generally proved not
to be a significant predictor of dropping out. Gaps within groups may be
more significant than those between
groups. Such differences further reinforce our concern about the practice
of establishing policy initiatives that
conflate all minority group students
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into a monolithic whole. Our research
suggests that policy makers and school
leaders should craft drop-out prevention policies and programs with sufficient flexibility to allow school-level
personnel to individualize said policies
and practices based on local conditions (Author abstract. Retrieved from
http://journals.prufrock.com.).
de Wet, C. F., & Gubbins, E. (2011).
Teachers’ beliefs about culturally,
linguistically, and economically
diverse gifted students: A quantitative study. Roeper Review, 33,
97–108.
This quantitative study looked at the
beliefs and attitudes teachers hold
regarding gifted students from diverse
cultural, linguistic, and economic
backgrounds. The researchers used the
Teachers’ Beliefs About Culturally,
Linguistically, and Economically
Diverse Gifted Students Survey to
assess teacher beliefs and attitudes
toward culturally diverse students.
The study included a random and
stratified group of 4,000 teachers surveyed from four states with mandates
for gifted education, and four states
with no mandates for gifted education. Differences between teachers from
states with gifted education mandates
and those from states with no mandate
were apparent on sections of the survey.
Ford, D. Y. (2004). A challenge for
culturally diverse families of
gifted children: Forced between
achievement or affiliation. Gifted
Child Today, 27(3), 26–65.
This article provided a glimpse into
the personal experiences of the author,
Donna Ford, and highlighted her
research on the topic of gifted children
from diverse backgrounds. She offered
advice on how parents can positively
impact their gifted child’s needs both
at home and at school.
Ford, D. Y. (2010a). Culturally responsive classrooms: Affirming cul38 T e m p o • V o l . XXXI, N o . 4, 2011

turally different gifted students.
Gifted Child Today, 33(1), 50–53.
In this article, the author addressed
what it means to be culturally responsive as a classroom teacher. Reference
is made to the common issue of cultural differences being ignored when,
instead, such differences should be
acknowledged. In the past, school populations were predominately White;
however, as recently as 2005 the population for culturally diverse students
in schools has increased to roughly
45%. The author addressed the issue
that most teachers are White females,
which can have negative implications
for the growing population of diverse
gifted learners in school today. In
addition, she recommended five components for a culturally responsive
classroom: (a) culturally responsive
teaching philosophy, (b) culturally
responsive learning environment, (c)
culturally responsive curriculum, (d)
culturally responsive instruction, and
(e) culturally responsive assessment.
Differences and miscommunication
between the teacher and students can
be decreased when teachers provide a
child-centered learning environment
by using the five components of a culturally responsive classroom.
Ford, D. Y. (2010b). Underrepresentation of culturally different students in gifted education: Reflections about current problems and
recommendations for the future.
Gifted Child Today, 33(3), 31–35.
This article discussed underrepresentation of African American and
Hispanic students in gifted education
and Advanced Placement classes. The
underrepresentation not only has a
negative impact on students, but also
on their families, education systems,
local communities, and at the state/
national level. There are four key issues
that continue to present roadblocks to
diverse student representation in gifted
education: (a) low teacher referral, (b)
differences of performance on typi-

cal intelligence or achievement tests,
(c) policies and procedures for placement that may be outdated, and (d)
the social-emotional issues that diverse
students and their families take into
consideration for placement. Teachers
need to address deficit thinking and
the colorblind philosophy in order to
decrease cultural misconceptions that
perpetuate the underrepresentation of
African Americans and Hispanics in
gifted education.
Ford, D. Y., Grantham, T. C., &
Whiting, G. W. (2008). Culturally and linguistically diverse students in gifted education: Recruitment and retention issues. Exceptional Children, 74, 289–306.
Students from culturally and linguistically diverse backgrounds have
been underrepresented in gifted programs. The article focused not only
on how to increase diverse students’
participation in the program, but also
on retaining them in the program.
Educators are only one piece of the
picture but they play an important
role, which means they must alter
their deficit thinking regarding culturally and linguistically diverse
(CLD) students. In addition to deficit thinking affecting recruitment of
ethnically diverse students into gifted
programs, it also negatively affects
retention of students in the programs.
The article highlighted issues such as
definitions of gifted, identification
processes, and programming—all of
which have been and will continue
to be barriers to appropriate services
for ethnically diverse gifted students
unless significant changes are made.
Ford, D. Y., & Whiting, G. W.
(2010). Beyond testing: Social
and psychological considerations in recruiting and retaining
gifted black students. Journal for
the Education of the Gifted, 34,
131–155.
African American students have been
underrepresented in gifted programs

for many years. The authors of this
article suggested that in order to
reverse the underrepresentation, the
identification process needs to be evaluated—including the tests and instruments used in identification. African
American males seem to be those who
have been most affected. This article
focused on developing ways to identify and retain more African American
students in gifted education. A factor
in doing so is to evaluate the social
and emotional needs of those students,
including the attitudes of their peers
and the racial identity the students
hold of themselves. Consideration
of gender should also be taken into
account with gifted African American
males and females.
Grantham, T. C. (2004). Rocky Jones:
Case study of a high-achieving
Black male’s motivation to par-

ticipate in gifted classes. Roeper
Review, 26, 208–216.
The purpose of this case study was
to explore a Black male’s motivation
to participate in advanced academic
programs. The subject, Rocky, was
in ninth grade and was identified as
gifted in kindergarten. He was only
one of two identified gifted Black
males out of the 123 identified students at a semi-rural Virginia high
school. Data collection included participant-focused interviews and collection of archival records over a period
of four months. Rocky felt that he was
respected by his peers and was able to
maintain friendships with both White
and Black peers. Rocky acknowledged
that his teachers’ high expectations
also were an important influence in his
life. School environmental influences
also contributed to his favorable perceptions of doing well at school by recognizing his achievement during his
elementary and middle school years.

Harmon, D. (2002). They won’t teach
me: The voices of gifted African
American inner-city students.
Roeper Review, 24, 68–75.
This study examined the effects of bussing from a lower income, predominantly minority, elementary school to
a middle to upper income, predominantly majority elementary school.
African American students who were
bussed were asked questions about
their relationships with their classmates, their classroom environment,
and their relationships with their
teachers. Students were angry about
attending another school and receiving harassment and were rejected by
their white peers. They mostly stayed
with their own minority group. To
the contrary, in their other school,
they felt more comfortable and did
not experience the harassment. They
viewed ineffective teachers (i. e., those
who won’t teach them) as having low
expectations, lacking an understand-
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ing, and providing unfair and unequal
treatment. On the other hand, effective teachers had high expectations,
understood the culture, and provided
fair and equal treatment. Three of the
effective teachers were interviewed and
spent considerable time developing
activities and lessons that presented
knowledge from multiple perspectives,
required respect in their classrooms,
and provided community role models.
Hébert, T. P. (2001). “If I had a new
notebook, I know things would
change”: Bright underachieving young men in urban classrooms. Gifted Child Quarterly,
45, 174–194.
This study examined the lives of gifted
males and how their urban life experiences influenced their underachievement. Six boys in grades 10–12 were
included in this sample. Two were
African American, one was Hispanic,
and three were White. A qualitative research design with a case study
approach was used. Data were collected
through participant observation, ethnographic interviews, and document
reviews. Hébert found two factors that
influenced their underachievement:
“inappropriate curricular experiences
and questionable counseling experiences and a series of family issues” (p.
182). Family issues included problems
with siblings, inconsistent role models
within the family, and family dysfunction. These students’ peers also valued
athletics over academics. Male mentors
may help facilitate healthy psychosocial
development for gifted males who are
facing family adversities or contending
with peer groups that do not value academic achievement.
Henfield, M. S., Moore, I. L., &
Wood, C. (2008). Inside and
outside gifted education programming: Hidden challenges for African American students. Exceptional Children, 74, 433–450.
This qualitative study examined 12
African American gifted students
40 T e m p o • V o l . XXXI, N o . 4, 2011

and the perceptions they formed of
themselves as participants in gifted
programs. The researchers carried
out interviews primarily using AOL
Instant Messenger. Through questionnaire and interview results, patterns
began to emerge. The researchers
found that study participants faced
challenging issues as a result of being
African American gifted students.
They made adaptations in order to
continue participation in their school’s
gifted program and were able to identify positive aspects of participating
in the programs. Students experienced
challenges dealing with peer influences, deficit ideology, gender, acting
White, and acting Black. Students
adapted to problems encountered as
a result of their participation in gifted
programs by practicing academic disengagement and gifted identity distancing. Benefits such as academic
rigor, highly skilled teachers, equally
skilled peers, future preparedness, and
increased opportunities for the future
were acknowledged by the students as
positive factors that helped keep them
in the gifted program.
Kaylor, M., & Flores, M. M. (2007).
Increasing academic motivation
in culturally and linguistically
diverse students from low socioeconomic backgrounds. Journal of
Advanced Academics, 19, 66–89.
According to research, students from
culturally and linguistically diverse
backgrounds have lower rates of high
school graduation and university
attendance. There is little research
regarding interventions to address
these issues. The current study compared the effects of two programs
designed to increase academic motivation. Forty-seven high school female
athletes from culturally and linguistically diverse and economically disadvantaged backgrounds participated in
the study. The programs were implemented over a 12-week period, 2 days
per week within the school day. One
group received instruction using a pro-

gram that was designed by the school’s
physical education faculty. The other
group received instruction using
the Possible Selves program (Hock,
Schumaker, & Deshler, 2003). The
researchers investigated the effects
of the programs with regard to the
students’ level of hope for the future
as measured by the Children’s Hope
Scale (Snyder et al., 1994), records
of the students’ grades and number
of administrative behavioral referrals, students’ self-reports about their
participation, and researchers’ evaluation of the students’ goals. The results
did not indicate a difference in the
students’ hopes for the future. There
was little difference in overall grade
point averages and no difference in
behavioral referrals between the two
groups. The students’ perceptions of
their participation in the programs
were similar. However, the students
in the Possible Selves group indicated
that they received more support from
an adult during their program, and
they reported higher levels of effort
toward academics than the comparison group. The most significant finding was a difference in the quality
of goals written. The Possible Selves
group wrote goals and action plans
that were more specific and realistic
(Author abstract retrieved from http://
journals.prufrock.com.)
Citations: Hock, M. F., Schumaker,
J. B., & Deshler, D. D. (2003). Possible
selves: Nurturing student motivation.
Lawrence, KS: Edge Enterprises, Inc.
Snyder, C. R., Hoza, B., Pelham,
W. E., Rapoff, M., Ware, L., Danovsky,
M., et al. (1994, August). Development
and validation of the Children’s Hope
Scale. Paper presented at the meeting of the American Psychological
Association, New York.
Kitano, M. K., & DiJiosia, M. (2002).
Are Asian and Pacific Americans
overrepresented in programs for
the gifted? Roeper Review, 24, 76.
This study examined the question: Are
all Asian and Pacific Americans (APA)

overrepresented in programs for the gifted? Using a large,
diverse urban school district, the researchers examined disaggregated data and reported differences among different
APA groups. They reported a wide range in percentages
of children who qualified with 50.47% of the Chinese
represented (above the mean for the district), and 7.32%
of Samoan represented (below the mean for the district).
Differences may result from socioeconomic status, family
education, immigration histories, and linguistic diversity.
Certain Asian groups have cultural values that support and
perceive education as the major avenue for upper mobility.
Kitano, M. K., & Lewis, R. B. (2007). Examining the relationships between reading achievement and tutoring
duration and content for gifted culturally and linguistically diverse students from low-income backgrounds.
Journal for the Education of the Gifted, 30, 295–325.
This study investigated the effects of a tutoring intervention incorporating literature-supported features on the
reading achievement of gifted students from low-income
backgrounds. The program focused on gifted children
from very low-income families in grades 4–5. These
students who were on free or reduced-price lunch were
identified using the Raven Progressive Matrices, scoring between the 99.6th and 99.8th percentile. A total
of 58 children (34 males and 23 females and 12 English
learners) were enrolled in the reading seminars, which
consisted of teaching six basic comprehension strategies
(making connections, questioning, visualizing and imagining, inferring, determining importance, synthesizing)
within increasingly levels of complexity. Students received
an average of 65 hours of tutoring during the academic
year, of which 43 were focused on decoding and reading
comprehension. Results indicated that the participating
students showed significant gains over one academic year
in reading on both the state standardized test and on a
classroom fluency measure.

ing. The primary obstacles cited to multicultural education
were relevance to district-mandated standards and/or exams
and lack of materials. The majority reported that students
reacted positively. Following the survey, the researchers
gathered implementation information through observations, written reports, and videotapes. They reported that
teachers routinely used a variety of fiction and nonfiction
literature and art produced by or about people from a variety of cultures; incorporated the history of diverse groups
and contemporary social issues; addressed diverse perspectives through curriculum compacting, Socratic questioning, and offering opportunities to pursue their interests;
examined how knowledge is constructed; and designed culminating activities that engaged students in social change.
Unsuccessful activities didn’t include the student readiness
for multicultural activities, were presented in isolation, and
needed to provide a healthy emotional distance.
Lohman, D. F. (2005a). Review of Naglieri and Ford (2003):
Does the Naglieri Nonverbal Ability Test identify equal
proportions of high-scoring White, Black, and Hispanic
students? Gifted Child Quarterly, 49, 19–28.
In this article, Lohman refuted Naglieri and Ford’s results
in their 2003 article. Lohman suggested that the selected
population may not be representative of the NNAT norm
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group, particularly urban school districts whose students tend to score
poorly on ability and achievement
tests.
Lohman, D. F. (2005b). The role of
nonverbal ability tests in identifying academically gifted students:
An aptitude perspective. Gifted
Child Quarterly, 49, 111–138.
Lohman argued that many students
who have high levels of ability would
be excluded from gifted programs if
only nonverbal ability tests were used
during the identification process. He
further argued that verbal and quantitative reasoning ability, which are
similar across ethnic groups, are more
likely to predict future academic performance than nonverbal reasoning
scores. He concluded that (a) academic
giftedness should be defined by evidence of academic accomplishment,
(b) all abilities should be measured, (c)
with young children reasoning measures should be used, (d) nonverbal
measures should be used with other
measures, (e) identification tests may
be helpful for providing useful information for all students, (f) professionals need to learn how to use correlation
tables, (g) discriminations need to
made between students with current
accomplishment and those who show
promise, (h) different cutoff scores
need to be used, and (i) professionals
need to understand the differences
between means and correlations.
Milner, H., & Ford, D. Y. (2007).
Cultural considerations in the
underrepresentation of culturally
diverse elementary students in
gifted education. Roeper Review,
29, 166–173.
The purpose of this article was to
highlight the underrepresentation
of students from diverse racial backgrounds over the years in gifted education. Changes have been attempted
by educators, but little has impacted
growth in the numbers of diverse
students in gifted education. In this
42 T e m p o • V o l . XXXI, N o . 4, 2011

article, it was suggested that elementary teachers should reevaluate the
interaction they have with students of
diversity by implementing differentiation through learning engagement and
by providing an open learning environment. The authors proposed that
teachers who provide diverse learning
experiences will help to highlight students who may have been overlooked
previously for participation in gifted
programs.
Naglieri, J. A., & Ford, D. Y. (2003).
Addressing underrepresentation of
gifted minority children using the
Naglieri Nonverbal Ability Test
(NNAT). Gifted Child Quarterly,
47, 155–160.
This study examined the effectiveness
of the Naglieri Nonverbal Ability Test
(NNAT; Naglieri, 1997) in identifying Black and Hispanic students for
gifted programs. The sample included
20,270 students in grades from the
NNAT standardization sample that
were representative of the U.S. population. The NNAT is a brief nonverbal measure of ability. The mean
score differences and percentages of
children with high standard scores
between White and minority groups
were small. The authors suggested that
the NNAT could help diverse students
gain access to gifted programming
because it does not emphasize verbal
and math ability.
Neumeister, K. L., Adams, C. M.,
Pierce, R. L., Cassady, J. C., &
Dixon, F. A. (2007). Fourth-grade
teachers’ perceptions of giftedness:
Implications for identifying and
serving diverse gifted students.
Journal for the Education of the
Gifted, 30, 479–499.
Using surveys, the authors attempted
to examine the perceptions of giftedness held by teachers of minority or
economically disadvantaged students.
Specifically, do the perceptions reflect
an awareness of the unique issues facing students who have been underrep-

resented and do they agree about these
students’ qualifications for gifted services? Out of 40 fourth-grade teachers
who were in schools with a high representation of minorities and teaching a
gifted cluster, 27 (68%) completed the
survey with 96% of these female and
93% Caucasian. A high percentage of
teachers mentioned typical characteristics of gifted students, including selfmotivation, independent learner, rapid
learning, understanding at a level above
the average level, creativity, and reasoning abilities. They also were concerned
that many identified students were high
achievers but not actually gifted, which
demonstrated a more traditional conception of giftedness that is based on
top aptitude scores.
Few, if any, teachers mentioned
gifted characteristics that are prevalent in minority populations such as
oral tradition, movement and verve,
communalism and affective characteristics. . . . Only 15 percent of the
teachers recognized that boredom
or noninterest may be common in
gifted students. (p. 486)
Teachers were less likely to notice
gifted characteristics in students having a skill deficit in one area, poor
work habits, or behavioral or family
problems. The authors concluded that
the results of the survey indicated a
need for more professional development on how giftedness manifests
itself in minority and economically
disadvantaged populations and on
multicultural education. Multicultural
education includes
content integration, using examples from different cultures to
explain ideas and clarify points,
understanding how ethnicity
influences knowledge construction, actively reducing prejudice,
developing an equity pedagogy
that appeals to different learning
styles, and creating a student culture that welcomes students from
all ethnic backgrounds. (p. 495)

Olszewski-Kubilius, P., & Thomson,
D. L. (2010). Gifted programming
for poor or minority urban students: Issues and lessons learned.
Gifted Child Today, 33(4), 58–64.
This article described Project
EXCITE, which is a collaborative
program between a university-based
gifted center and local school districts
designed to prepare gifted minority
elementary and middle school students
for advanced tracks in math and science in high school. Nominated students scored higher than Stanine 6 on
the Naglieri Nonverbal Ability Test;
received a positive recommendation
from the school regarding work habits,
achievement, ability, and interests; and
performed at a reasonably high level
on the state-level, criterion-referenced
achievement test or the standardized
norm-referenced test. On the average, students were 8.6 years old with
almost half being on free or reduced
lunch. Program components included
parent education and support, academic enrichment, individualized support, and evaluation activities. Results
showed that most of the 154 students
were retained in the program, earned
high grades in math and science in
school, and performed well on state
criterion-referenced tests in math and
science. There was a 300% increase of
minority children qualifying for an
advanced math class in grade 6 after
2 years of involvement in the program.
Pierce, R. L., Adams, C. M., Speirs
Neumeister, K. L., Cassady, J.
C., Dixon, F. A., & Cross, T. L.
(2007). Development of an identification procedure for a large urban
school corporation: Identifying
culturally diverse and academically
gifted elementary students. Roeper
Review, 29, 113–118.
The purpose of this study was to
describe the identification process a
university-school partnership (Project
CLUE) used, which resulted in an
increase in minority representation in

gifted programs. The sample for this
study was comprised of second grade
public school students and included
58% African American, 30% White,
9% Hispanic, 3% Multiracial, and
less than 1% American Indian and
Asian and Pacific Islander students.
There were 49% girls and 51% boys.
Fifty seven% of the students qualified for free lunch and 19% qualified
for reduced lunch. The students were
given achievement tests, a languagefree, culture-fair assessment, and/or
a behavior checklist completed by
parents and/or teachers. Teacher and
participant interviews were also conducted. The addition of the culturefree intelligence test and the behavior
checklist placed 26 students in the
gifted education program who were
not selected through standardized
testing alone. This group included
eight percent of the African American
students and 29% of the Hispanic students. Seventy-seven percent of these
26 students met Lohman’s (2005)
assertion that high nonverbal ability
scores be accompanied by high accomplishment in an academic domain.
Citation: Lohman, D. F. (2005).
The role of nonverbal ability tests in
identifying academically gifted students: An aptitude perspective. Gifted
Child Quarterly, 49, 111–138.

munities of learning to be successful.
This paper looks at how five students
of Mexican descent from situationally marginalized lives perceived their
learning and changes as students after
their first college experience through
a support and retention scholarship
program (Author abstract. Retrieved
from http://journals.prufrock.com.).
Scott, M. S., & Delgado, C. F.
(2005). Identifying cognitively
gifted minority students in pre-

Reyes, R., III. (2007). A collective
pursuit of learning the possibility to be: The CAMP experience
assisting situationally marginalized Mexican-American students
to a successful student identity.
Journal of Advanced Academics,
18, 618–659.
In the lives of many students of
Mexican descent, learning how to be
a successful student is elusive because
they may not have experienced how to
accomplish this in communities with
more knowledgeable others and practitioners invested in apprenticing them
to this goal. Such students may be living in life and schooling situations that
marginalize them from these com-
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school. Gifted Child Quarterly, 49,
199–210.
This study tracked students who were
given measures of cognition through
grade school to identify those who
were placed in the gifted/talented
program. A sample of 262 preschool
children from private and public preschools from the Miami/Dade County
was included in this study. The
researchers identified seven high-performing outliers with their screening
instrument. Four of these seven students were Black, one was Hispanic,
and two were White. In the first grade,
five of these seven students had one or
more achievement scores in the 99th
percentile. In the second grade, three
of these seven students were enrolled
in a gifted program. The brief screen
used in this study could be used to
select potentially gifted minority children for placement in an enriched preschool setting.
Shaunessy, E., McHatton, P. A.,
Hughes, C., Brice, A., & Ratliff,
M. A. (2007). Understanding the
experiences of bilingual, Latino
adolescents: Voices from gifted
and general education. Roeper
Review, 29, 174–182.
This study focused on the experiences
of bilingual Latino/a adolescents in
gifted and general education settings.
The sample included eight gifted and
eight general education students from
one public urban middle school in
the southeast. In this study students’
group discussions with a facilitator
were videotaped. The students were
encouraged to speak both English
and Spanish. The data were analyzed
using a grounded-theory methodology and emerging themes were
coded. The students in the gifted education classes reported having more
academically supportive peers, exhibited “a marked degree of assimilation
with the majority culture,” whereas
the general education students sought
out other Latino/a peers, had less con44 T e m p o • V o l . XXXI, N o . 4, 2011

fidence in their academic abilities,
and “had a heightened awareness
of the implications of their ethnic
expression” (p. 180). Comments
from educators when Spanish was
spoken affected students’ feelings of
marginalization, and they felt more
connected to the Spanish-speaking
school personnel. The researchers
found that the educational environment seemed to be more supportive
for the gifted education students, and
they expressed concern that assimilation may be a prerequisite for gifted
identification if schools are not more
supportive of culturally diverse
students.
Spielhagen, F. R. (2006). Closing the
achievement gap in math: The
long-term effects of eighth-grade
algebra. Journal of Advanced Academics, 18, 34–59.
This study examined the long-term academic outcomes for students who did
or did not enroll in eighth-grade algebra in one district that implemented
an initiative to increase access. Data
analysis involved a sample of 2,634
students who were divided into two
groups: those who had been selected for
algebra in eighth grade and those who,
by default of not being selected, studied
algebra in ninth grade. Descriptive statistics revealed that selection for eighthgrade algebra was disproportionate by
ethnicity with Black students comprising less than 10% of the early algebra
population although they comprised
20% of the overall school population.
Students who completed algebra in the
eighth grade stayed in the mathematics
pipeline longer and attended college at
greater rates than those who did not.

high-poverty, high-minority schools.
Project staff worked for 3 years with
three South Carolina elementary
schools training teachers in the use
of language arts and science gifted
education curriculum for all of their
classes. Data sources included achievement scores, observations, teacher logs,
questionnaires, and interviews. Four
additional students were identified as
gifted, student achievement increased,
and many teachers demonstrated attitudinal shifts. Teachers increased their
understanding of how to provide a rigorous curriculum for their classes.
Uresti, R., Goertz, J., & Bernal, E. M.
(2002). Maximizing achievement
for potentially gifted and talented
and regular minority students in a
primary classroom. Roeper Review,
25, 27–31.
This study examined how the
Autonomous Learner Model (ALM)
could be used in identifying gifted
English language learners. The ALM
was used in one first-grade classroom of 24 Hispanic children; 12
were native Spanish speakers. None
were identified as gifted and all of
the students qualified for free lunch.
Orientation, individual development,
and enrichment activities were implemented over a 24-week period. The
students then were given standardized
tests and all scored within the average
range. Five students were nominated
for the gifted program and three were
selected to attend the magnet gifted
and talented elementary school.

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

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

This article describes Project
Breakthrough, a demonstration project designed to challenge assumptions and attitudes of teachers in

This paper discussed developing performance assessment tasks in the
identification process of more economically disadvantaged and minority

students for gifted programs in one state. The performance
assessment tasks were field tested with more than 4,000
students at primary and intermediate grades. A group of 518
students was identified who would not have qualified for
gifted programs using traditional measures (12% AfricanAmerican and 14% low-income). Project STAR provided
an effective and innovative approach to identifying more
low-SES and minority students for gifted programs.
Worrell, F. C. (2007). Ethnic identity, academic achievement, and global self-concept in four groups of academically talented adolescents. Gifted Child Quarterly,
51, 23–38.
In this quantitative study, attitudes of gifted African
American, Asian American, Hispanic, and White secondary students were compared on ethnic identity (EI) and
other group orientation (OGO) by using the Multigroup
Ethnic Identity Measure. The literature reviewed indicated that a minority student’s social identity might have
a negative impact on academic achievement. In addition,
it was noted that the academic environment does not have
to interact negatively with the student’s reference group.
The author suggested that continued research on cultural
identity and academic achievement would assist in successful interventions.
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Susan K. Johnsen, Ph.D., is a professor in the Department of
Educational Psychology at Baylor University. She directs the Ph.D. program and programs related to gifted and talented education. She is pastpresident of the Texas Association for Gifted and Talented and president
of The Association for the Gifted, Council for Exceptional Children. She
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Yoon, S. Y., & Gentry, M. (2009). Racial and ethnic representation in gifted programs. Gifted Child Quarterly,
53, 121–136.
This article examined the “overrepresentation” of gifted
Asian American students in gifted programs and the issues
these students face during the “acculturation processes.”
Overall, the authors found that White Americans and
Asian Americans have historically been overrepresented
in gifted programs while African Americans, Hispanics,
and Native Americans have been underrepresented. The
data indicated that the Asian American gifted population
is overrepresented when considering the ethnic group as a
whole, but not when the Asian gifted population numbers
are examined in sub-groups. The authors also reviewed and
discussed factors that play a role in the under- or overidentification of gifted Asian students and examined their
academic attitudes and achievement.
Amy McNamara is a graduate student in the Department of
Educational Psychology at Baylor University. She has presented at
several conferences and has research interests in the areas of gifted
identification and programming. Amy currently teaches gifted and
talented students at Woodgate Intermediate in Midway ISD. She can
be reached at amy.mcnamara@midwayisd.org.
Krystal Goree, Ph.D., is the Director of Professional Practice in
the School of Education at Baylor University, where she also teaches
courses in gifted and talented education. She is the author of numerous
publications, a frequent presenter at state and national conferences,
and primary investigator of several grants. She is currently Chair of
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Manual of the American Psychological
Association.
3. Submit an electronic copy, typed, 12 pt. font,
double-spaced manuscript. Use a 1 1/2" margin
on all sides and number pages.
4. In addition to the title page, a cover page
must be attached that includes the author’s
name, title, school or program affiliation,
home and work address, e-mail address,
phone numbers, and fax number.
5. Place tables, figures, illustrations, and
photographs on separate pages. Each should
have a title and be referenced in the text.
Submit electronically with manuscript.
6. Author(s) is fully responsible for accuracy of
quotations, citations, figures, and facts.
7. Author(s) of accepted manuscripts must
transfer copyright to TEMPO, which holds
copyright to all articles and reviews.
8. Upon acceptance of a manuscript, the
author(s) submits a 50–100 word biography
and a 100–150 word abstract of the
manuscript.

Dr. Lynette Breedlove, President—Spring Branch ISD
Marilyn Swanson, President-Elect—Gifted Students Institute, SMU
Michelle Swain, Immediate Past President—Round Rock ISD
Dr. Mary Christopher, Second Vice President—Hardin-Simmons University
Len Avecilla, Third Vice President—Keller
Dr. Richard Sinclair, Secretary/Treasurer—TAMS/University of North Texas
JJ Colburn, Executive Director—TAGT

Please send manuscripts and inquiries to:
Krystal Goree, Ph.D.
TEMPO Editor
Krystal_Goree@baylor.edu
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Dr. Karen Hassell, Waco ISD
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Dr. Judith Martin, Bulverde, Texas
Dr. Christi McWilliamsAbendroth, Ann Arbor School of
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Dr. Joyce Miller, University of
Texas A&M–Commerce
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Houston Community College
Cecily Moore, San Marcos CISD
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Emporia State University
Melissa Saphos, Pearland ISD
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Sul Ross State University
Dr. Patricia Smith,
Prairie View A&M University
Sandra Stocks,
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