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From the Founders:

Facilitating Knowledge Mobilization
through Networking

Ken W. McCluskey; Taisir Subhi Yamin

One term that seems to be gaining tractio
refers to the importare of transporting currently available knowledge from the domain of
research and applying it in practical ways to help addressviaeld issues and problems.

From our perspective, the underlying intent is to connect theory, research, and practice in
authentic ways to improve policy, enhance service delivery, and make a palffarence in
peopl ebs | ives

Part of the mission of the International Centre for Innovation in Education (ICIE) and
Lost PrizesInternational (LPI) is to do precisely that throughr publications and via
networking opportunities at our conferences, training sessions, and coLos#ss end,
ICIE co-sponsored the following events in 2017:
f The 1% Annual International ICIE Conference in Lisbon, Jubp,3in partnership
withthe University of Lisbon. (For more det
in this volume of IJTDC);
f The 8" Annual Lost PrizeHCIE Seminars, held on the campus of the University of
Winnipeg (UW), Manitoba, Canada from July-12 (more about this momgarily);
1 A Training and Regional Conference in Amrmaordan, offered in collaboration with
the Jubilee Institute/King Hussein Foundation from Augus05
1 The International Capacity Building Conference (on Excellence, Innovation,
Creativity, and Giftednes, in partnership with both Al Qasemi Centre for Innovation
in Education (ACIE) and T¢gm | stegn Zek©I él
Turkey from December 227; and,
1 Training and Consultation Sessions in Croatia, Jordan, Kuwait, Lebanon, Oman, and
the United Arab Emirates.

ICIE also released several new publications this past year:
Finding New Voice and Vision in Literacy Learnifaglited by Karen Magro);
In Two Minds: The Interaction of Moods, Emotions, and Purposeful Thought in
Formal Educationby Douglas P. Newton);
Questioning: A Window on Productive Thinkifiny Lynn Newton);
Distress or Satisfaction? Talent Management in Higher Education World{ige
Roland S. Persson); and,
1 Innovation Educatiorfedited by: Taisir S. Yamin; Ken W. McCluskelpdd Lubart;
Don Ambrose; Kari C. McCluskey; & Sandra Linke).

= =4

= =

As well, the following video interviews were produced:

1 Female Gifted Students and WorkeaadParadigm Shifts in Gifted Educatiqwith
Sally M. Reis); and,

1 Latest Developments in Excellendg@eativity, Innovation, and Gifted Education
(with Joseph S. Renzulli).
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Certainly, members from the University o
embraced the idea of connecting theory and practice in their work, and various ICIE
initiatives have bee inspirational in making it happen. Some examples of knowledge
mobilization stand out for us: (1) Don Ambrose (2015), at several ICIE conference sessions
and in his target paper for a special issue of IJTDC, noted how essential it is for those of us in
gifted education to strengthen the conceptual foundation within our field through
interdisciplinary collaboration. His argument was that by reaching out, crossing boundaries,
and fAborrowing insightso from othemwesutofsci pl i
Ambrosedbds wor k, some i mportant partnershiops
University of Winnipeg, an overt effort is now being made to avoid the pitfalls of insular
isolation by inviting individuals from radically different subjereas to become part of our
tenure and promotion process (McCluskey & Yamin, 2015). (2) One of the earliest ICIE
conferences featured discussions about alternative education approaches for marginalized
populations and, as a consequence, a major giftedpco n e n't was injected
ACCESS program (Baker, 2008) . Some years | a
2016, 2017) compelling arguments (offered in IJTORYeper Reviewand elsewhere)
concerning the need for a new Active Concerned Citlapnsand Ethical Leadership
(ACCEL) Model, increasingly flexible admission procedures were put into place at
ACCESS. This shift gave more disadvantaged individuals the opportunity to enter university
and eventually become teachers in their own right whiledhe same time, solidifying still
further the programbés reputation as a fih
( 3) UdstOPsizes ni t i ative is really a hybrid,
reserved for identified highbility students with visible talents is employed withresk kids
whose | atent gifts are often not even noti c
Treffinger, Baker, & Wiebe, 2016, p. 51). In essence, strategies from the gifted realm are
blended with sengthbased approaches from therisk domain to reach these twice
exceptional children and youth. Many of the refinement&dst Prizes and to the ever
expanding mentoring programs at UW (Wiebe, 2013; Wiebe, McCluskey, Baker, Van
Bockern, Brendtro, &8rokenleg, 2015), have come about as a result of ICIE networking.

Something special occurs when meaningful connections take hold and networks
evolve. To highlight this point, we asked one of the people involved to speak for himself. In
his own words, thenhere is how it happened for Ken Reimer, one of the new faculty
members at the University of Winnipeg:

It is amazing how ICIE can bring together people from a multitude of disciplines
across the globe. During thésbonICIE Conference in 2017, | was @pached by

Luis Vasconcelos, a Brazilian researcher who was attending the event for the first
time. He asked if he could interview me about where | thought the education system
was headed in the 21st century. We spoke for some time about the futurspand
learnedhat he was completing his Ph.D. in Engineering from Cambridge University.
It was a thoughprovoking and inspirational conversation focused on creativity and
innovation, core themes of the conference. We concluded our conversation
by exchaning contact information, and parted ways.

A few days later, | delivered a confererkeg/note presentation, ahdis was

in attendance. After my address, he reached out taeiaremail; over the next

few months, we corresponded regularly. When | mentighat | would be
visiting Oxford University in December, Luis was kind enough to arrange for
me to meet some of his colleagues at Cambridge. | was ultimately connected

8 International Journal for Talent Development and Creativiyl), August, 2017; an8i(2), December, 2017



with Cambridge University's lan Hosking (Engineering) and Bill Nicholl
(Education, Design | was asked to present a brief lecture to Faculty of
Education students at Cambridge, and also to spend an evening learning about
afascinatingnitiative that Mr. Hosking and Mr. Nicholl had developed
entitled Designing Our Tomorrow (DOT), wherein taga students were
given the opportunity to help gather information and develop interventions for
needy children with medical conditions.

After our preliminary discussion about DOT, we all agreed that collaboration
would be a good idea and that the conagosm should continue after |
returned to Winnipeg. Later that weélpresented at the Oxford conference,
where lhad lunch withDr. Eric Pool, a project manager whorksat the
Mayo Clinic in Rochester, Minnesota (the largest integrated medical centre i
the world).He too was immediately intrigued by DOT, and volunteered to
assist in any way that he could. This offer was graciously accepted by all
parties.

Importantly, the collaboration that is now unfolding connects seamlessly with
a variety of work dne through existing partnerships among ICIE, LPI, and
the Renzulli Center for Creativity, Gifted Education, and Talent Development.
A number of theoretical frameworks are guiding the way, including the
Amphitheater Model, which provides the philosophigatierpinning for_ost
Prizesprojects designed to identify and develop the talents-aElatyoung
people (McCluskey, Treffinger, Baker, & Wiebe, 2016); and the Prism
Met aphor for Reversing Underachi evement,
enrichment actities (such as mentoring, reabrld problem solving, and
seltselected topics) which provide higtility, underperforming students
with the opportunity to act as practicing professionals, hone their abilities, and
demonstrate their unique gifts (Baum, Relfi, & Hébert, 1995; Renzulli,
McCluskey, & McCluskey, 2014).

Thanks to the 2017 ICIE Conference, and to Luis Vasconcelos for reaching

out, people from Cambridge University, the Mayo Clinic, the University of

Winnipeg, and the University of Connecticarte now partnering on cutting

edge undertakings that have the potential to reshape ifopssd, socially
responsi bl e projects I n Engl i sh, Amer i c a
perhaps around the globe. For me, the ICIE Conference truly helped bring the

world together.

In any case, in cooperation with LPI and ICIE, the University of Winnipeg has also
been active on the publishing front. After some intensive work throughout the year, UW
Faculty of Education Publishing is now set to release the bdbks Thee Pillars of
Transforming Care: Trauma and Resilience in the Other 23 H@ay$Howard Bath & John
Seita) andSchools that Matte(by Steve Van Bockern). In addition, the University of
Winnipeg Education Centre is just finishing up production of its timahograph;The Care
and Feeding of Inexperienced Educators: Connectingdereice and Induction Activities
(by Beth BergresfMann, John Hoover, Marc Kuly, & Ken McCluskey).

As noted in a recent Board Report, tHeAnnual Lost Prizs/ICIE Seminars were
held on the UW campus from July-18, 2017. This time around, here were well over 200
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paid participants at the conference itself, where five keynote and 16 workshop sessions were
delivered by faculty members, community partners, and international sch&acs
conferenceconnected PodBaccalaureate Diploma in Education (PBDE) courses (tied
directly to and offered for Hservice teachers immediately before or after the event) drew 254
registrants from the PBDE Inclusive Education stream. Five other agsbc@urses in our

PBDE Counselling and General streams filled an additional 176 seats. In other words, this
past summer, Education courses at the University of Winnipeg accommodated 430
registrants. This time around, the Seminars featured an eveningkeynoaddr es s, Al t
Vill age, 0 by bestselingawHor oB éandp Way Gone: Memoirs of a Boy

Soldier and Radiance of Tomorrow: A NoveDther popular keynotes were delivered by

Mi t ch Bourbonniere (ALear ni ngBlaikie WWhitecloudd i g e n

(ASeltridiegenous Rel ationship Buil dingo), Kar
Literacies in Cosmopol i tWamr n€i nfefisTar)a,u mandana@a
Supporting Students Who Carry Tnorg,uamhtbe . Th
following conferencc onnect ed courses were al/l rel evan
Potential o (Sheila Giesbrecht), NnTeacher St
( Mar c Kul vy), AEmoti onal I nt el [(Kargre Magm), a n d

ABorrowing Indigenous Perspectiveso (Mitch I

Af fected LearneWasrone() CaralndHeflaboexapnrandi ng Gi ft e
FroeseKlassen).

It goes without saying that ICIE and LPI have a bemof events scheduled for the coming
year:

f The 16" Annual ICIE Conference in Paris, France (Juig,3018), in partnership
with Université Paris Descartes and Al Qasemi Centre for Innovation in Education.
The theme i s fLat estanbdevPerlaocptmecnetss. 6i n Re s e

1 The second International Capacity Building Conference on Excellence; Innovation;
Creativity; and Giftedness (Istanbul, Turkiye, Januay 2019); in partnership with
Istanbul University, Al Qasemi Centre for Innovation in Educationl@Cand Tum
l'st¢n Zek©l el ar Dernefji (T ZDER) .

1 Two initiatives are proposed in Croafiathe Rijeka Annual Youth Summit for
Creativity and Pead@uly 9-16, 2018)and the RijekdCIE Professional Certificate in
Excellence and Gifted Education.

§ The 8" Annual Lost Prize#CIE Seminars, will take place, as always, at the
University of Winnipeg from July -3, 2018. Three popular keynote speakers have

been confirmed thus far: Steve Van Bocke
(AKi d Whi sperRilarga TraumetVi 8 € hCaeeo), and Kevi
(ATruth and Reconciliation in the Classra

Obviously, people in our respective organizations are working hard to produce
pragmatic programs for educators based on solid theory and research. Whatharough
international or regional conferences; professional journal articles, monographs, or book
projects; training sessions or courses; or service delivery projects for talent development, feel
welcome to join us in our ongoing quest for knowledgwilization.
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From the Editorods Desk:

Transcultural Prisms of
Teaching and Learning

Karen Magro
The University of Winnipeg, Canada

Our latest issue of the IJTDC presents international research perspectives into
teaching, and learning processes across disciplines, educational levels, and cultural contexts.
In essence, the contributions in this volume remind us that we ang liv an age of
Asuperdiversityo and that fundament al chang
Learning occurs within globalized contexts and events (Dei, 2002). Dagnino (2012) writes:

Physical and virtual mobility has indeed become thennmtappe of societies

characterized buperdivesityd i aridon$ he f dyinami c i nter
alternative /multiple modernities. Constantly increasing migratory flows, together
with the pressure of economic glhgodalization

whole new range of intercultural interaction, transnational patterns, angbnesdic
[ i f e Dagnin@ gl19).

Transcultural literacies express the confluence of cultures; traditional dichotomies of
north and south, west and east, national dhdi@ and native and immigrant no longer exist
in binary ways. Transcultural ways of knowing regaet an expansion of awareness.
Orell ana (2016) explains that transcultur al
hold things apart. It invoks the resolution of dialectic tensions and the emergence of
somethingnewd s omet hing that per ha@pLl)we cannot eve

Our students need to be able to connect historical and political events to their own
lives in some ways. Expanding the lzons of creative and critical thinking might involve
encouraging the devel opment of transcul tur al
Journeyo Richard Slimbach (2005) writes thea
connect the local andhé global. Learners need a unique sets of skills, abilities, and attitudes
to navigate this new terrain. Furthermore, he notes that the journey of learning is lifelong, and
it challenges each person to be an artist, problem solver, traveler and sochokr, and
cul tur al ant hr opol antelligend. pehes omr prosclelstsersa Isli)
and emotional competencies that include: 1) perspective consciousness; 2) ethnographic
skills; 3) a global awareness of transnational conditions sysiems, ideologies, and
institutions that impact the quality of life; 4) world learning that includes an understanding of
contrasting political histories, family lifestyles, social groups, arts, religions, and cultural
orientations within nofEnglish spelai n g ,-A nflenroincani zedo environme
language proficiency; and 6) emotional development (e.g., empathy, inquisitiveness,
initiative, flexibility, humility, sincerity, gentleness, justice, and jlimbach, 2015, pp.
206-207).

George Sefdei (2002) asserts that greater representation of minority voices and

ways of knowing should be encouraged in all education. A transformative education must be
anticoloni al and antiracist. He writes that
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consciousof the socioenvironmental and political contexts of data gathering (knowledge
production) . I n many parts of our worl d, p e
teach critically and politicallyo (pDei 130).
(2002) to ask a key question: A Wh at politic
mo ment s an dDew2092y suggests that educators should seek to learn from non
western and indigenous ways of knowing that embrace a more holistic artdabkpir
perspective that examines how conceptions of self, personhood, place, history, culture, and

bel ongi ngness t o communi ty i mpact |l earning
demarcated by race, ethnicity, gender, class, language, culture, amgchrebg implicate
knowl edge production. Thu(s128)i dentity is | ink

There is value in oral storytelling of ancestral myths and legends; they tap into
imaginal and artistic expression, mentorship, taaded learning, and authentic girees that
are grounded in the community. Aboriginal writings from Manitoba First Nations, Metis, and
|l nuit people reflect fAactivity, change, and
beauty of Il i feo (Sincl airevitalgatiod envolves,uin parg @ 1 1 , P
reclamation of lost languages and ways of knowing. In their anthology of Indigenous
writings, Sinclair and Cariou (2011) feature writers who comment on urgent concerns that are
embedded within unique cultural contexteir writing reflects not only historical themes
but contemporary, expenental, and urban ones as well:

The writings are about spirituality, geography, migration, politics, and colonialism;
yet, they are also about hope and life and the importance dfuruimeauty itself.

They represent a broad history that encompasses many incredible struggles, but they
also give voice to Aboriginal cultural values of community, sharing, respect for the
land, and hoaour for the ancestors. (p. 5)

If transcultural compeince is to develop, learners need more opportunities to
understand the stories of diverse people. Along these lines, Short, Day, & Schroeder (2016)
write that deven if children never | eave the
everydaylivear e constantly influenced by gl obal S G
within families and communities shape personal, social, and ethical development. Texts
reflect the imaginary, emotional states, and attitudes of people on the move ac®gsnadr b
nations, languages, and cultural borders. Children, youth, and adults can learn to become
global citizens when they have opportunities to explore the journeys of -effidrsh e s e
journeys may be brief, extended, positive, or negative. They can béenanag, chosen,
forced. Physical, or emotional .o (Young and
understanding of gl obal cultures 1 s a neces
responsibility and interconnectedness is essential tocutteral understanding. There is a
sense that cultural identities are in a dynamic state of change; they are complex and reflect
the dynamic of new experiences (Banks, 2011). In integrating literature across cultures into
the classroom, teachers can amege learners to develop empathy and awareness; in turn,
cycles of discrimination, prejudicand oppression can be broken.

In her award winning poetic booKitizen: An American LyricClaudia Rankine
(2014) urges reader s t on-Aagidan youthffadlmy aliemategl? s o m
Why is the creative potential of so many individuals hindered by systemic barriers? What
could happen if al | schools were invested
experiences and literacies were valed validated® Rankine (2014) presents powerful
examples of racial prejudice through compelling examples in her own life; nuanced and overt
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raci al di scourse in everyday experi Black es, i
Lives Movementand tle deaths of Africathmerican youth and adults as a result of racial

profiling and police brutality are addressed in beautiful poetry, startling images, and prose.
Rankinebds (2014) visual poetry and prose e
Frederck Douglas, Frantz Fanon, Zinedine Zidane, and James Baldwin. Drawing from the

work of Nora Hurston Zeale, Rankine (2014) writes of the systemic racism the tennis
champion Serena Williams experienced over her career. The experiences of Williams are
juxtaps ed wi th power f ul poetic verses that i ncl
against a sharp white background. o Critical
myths continue to erode the fundamental human rights of black youth growing up in
America. The cultural environment for too many youth inhibits personal and academic

gr owt h. The i mag e sCitiaem(@014) presemsan urgent Bleartckbreake 6 s
down systemic violence, hat r e dThe veorstahjurpip pr e s s i
feeling that you-todhaunm 6tp.beld)y. soChnulcchr en <can
only from the schootommunity but from themselves.

Research into talent, creativity, and giftedness must acknowledge the way that
systemic barriers prewmt more children from realizing their talents and creativity. How can
education inform, uplift, and empower? A transformative education acknowledges the socio
cultural forces that may hinder an individual from tapping into their creative potential
(Magro, 2015). The essence of a person and their resilient spirit can be crushed. Rankine
(2014) writes that W@Athe endless struggle to
human authority, contains, for a.lWhaticanke horr o
done to encourage greater inclusion and equity not only in education but in all spheres of life
such as safe housing, healthy neighborhoods;céfdgered communities. Education and
training are central to innovation in all trades and msifins. The European Council
Commission (ECC) on education continues to emphasize that evidased education
policy relating to the cultivation of creativity, knowledge, flexibility, and innovation is
necessary for both personal and professional denedop From their perspective, creativity
and innovation are muftdisciplinary phenomena that integrate several fields of knowledge.

The articles in this issue reflect the dynamic intersections of learning, teaching, and
creative processes across disaipd, educational levels, and cultures. The research studies
include both urban and rural contexts. How is creativity and talent conceptualized and how
do educators assess creativity from a more complex -sattioral, psychological, and
historical lens? karning processes from an individual and collaborative perspective are
explored. In their research article, Don Ambrose and Valerie K. Ambrose seek to understand
the Aguftedeess nexuso through an interdisc
explores insights from cultural anthropology, English studies, political science, ethical
philosophy, and history. The emergence of growing fields such as bioarcheology and cultural
psychology can provide new insights into human origins and thetéwng sistainability of
life. How can these fields and disciplines inform and deepen our way of thinking about
dimensions of giftedness within cultural contexts? Ambrose and Ambrose emphasize that it is
vital for theorists and practitioners to keep an open mindniderstanding the nuances of
creativity and talent; ethnocentrism and powerful discourses can oversimplify conceptions of
culture, talent, and giftedness. Educators i
aware of the cultural context of thearrer.

A number of the studies in this issue concentrate on the dynamics of a creative
classroom climate and the importance of key emotional intelligence traits of teachers who
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can nurture talent and creativity. Judy Goldberg and Rama Klavir examsimgensection of

school climate, classroom climate, and teacher quality. Their study highlights the importance
of the way students are perceiving and receiving information about learning processes. A
positive classroom climate should encourage the deradnpof emotional intelligence skills

such as selawareness, empathy, motivation, problsoiving, cultural appreciation, and
effective communication. Specialized teaching and learning strategies can help nurture these
gualities in learners (Goleman, 1996lagro, 2016). Marhoon Janna discusses cultural
differences, academic integrity, and attitudes toward academic dishonesty among
academicallytalented undergraduate students in New Zealand and Bahrain. Ken Reimer,
Jaymi Witze, Curtis Howson, and Rick Freeprovide an inspiring case study of an
alternative education program that can encourage the development of emotional, artistic, and
cultural literacies among Indigenous youth.

Maher Bahloul writes about the way storyboarding can be used to encoureysy lite
skill development. Applying the ideas of filmmakers who utilize visual storyboards to
fistagp¢ each scene in a dramatic script, Bahl ou
elements of fiction more readily when they apply storyboarding tecesitiu outline the
setting, plot, tone, characters, and point of view in a story. Storyboarding taps into visual and
imaginal domains of learning. Gaye B. Roege examines the perceptions of artigiftedly
rural middle school adolescents regarding thgpsrt for the development of their talents by

t he school and community. Roegedbs study gr e\
academically and artisticaligdvanced students. Art should be a valuable avenue for students
to feel valued, heard, amdnder st ood. Roegeds study has i

integration of art across the curriculum. She is critical of secondary school systems that do

not encourage or provide resources to inspire the artistic journeys of many adolescent
learners. Draei ng from the work of M. Csi kszent mi h.
talent requires a synergistic combination of rewards that are both expressive and
instrumental . 0O

Joseph S. Renzulli and Laurel E. Brandon explain the importance of a school and
comnunity-wide approach to encouraging the participation of culturaliyerse students in
enrichment and talent development behaviors. Their valuable article provides practical
strategies that can enrich learning experiences across all educational levelslli Rad
Brandon advocate for a more culturally and linguisticalbfusive approach to assessing
talent development. Ingrid W. Schutte, Marca V.C. Wolfensberger, and Wiel Veugelers
discuss the importance of developing global citizenship courses. Stbdy is particularly
timely in a world where industrialism and militarism continue to erode the development of
lifeccent ered communities. Earlier, Hal | (2002)
Acaught in vicious patndéehatthse comdmporaryuneviermentofa nd v
people is involuntary movement as economic and political refugees are forced to shift from
their homes in search of security as a means
Veugelers challenge educators tew the curriculum as dynamic and evolving; how are the
current needs, aspirations, and challenges Bt2mtury youth and adults being addressed in
meaningful ways through curriculum content and teaching styles that can maximize learning
and motivationHow do we integrate social, moral, and civic education into our curricula as
a way to move toward a sustainable and peace
instruments to transform the(pEwdrld that we h

We havea number of articles that explore creativity and talent development in the
sciences. In an intriguing article, Jamean@bell, Seokee Cho, and KirBirri review the
research examining the effectiveness of chemistry, mathematics, and physics Olympiad
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programs in preparing creative graduates who may work in science, technology, engineering,
and mathematics (STEM) professions. How might factors such as family systems and
parenting styles, specific school programs and resources available, individual ability,
achievement motivation, competition, and opportunities impact short and long term career
and professional trajectories? What can be learned from the Olympiad studies? Campbell,
Cho, and Tirri suggest that more resources are needed to nurture talent aiaoeg tom
socioeconomiddy disadvantaged backgrounds.

Anisija Gigil and Andrina Granil suggest
could be a valuable starting point to implement transformative changes in teaching and
learning in order to support thgevelopment of creative skills in problem solving across
di fferent di sciplines. Sanja Tatalovil and
students6é6 attitudes toward l earning Physi cs
strategies are suggesdt in their study. Arash Esmali Zaghi, Sally M. Reis, Joseph S.
Renzulli, and James C. Kaufman explore the creative potential of engineering students with
Attention Deficit Hyperactivity Disorder (ADHD). The authors assert that students with
ADHD are underepresented in engineering programs, in part because of the rigidly
structured courses that may not recognize the unrecognized talent and unique learning styles
of these students. The authors provide innovative suggestions that can encourage divergent
thinking, flexibility, problemsolving, and resilience among potential university shisl
identified as having ADHD.

Our current issues also features creative essays. Shawn Robinson describes his own
personal journey as an Africskmerican man with ADHD. Hedescribes the way
educational systems created barriers that hindered his ability to express his talents and
abilities. Robinsonds poetry reflects the we
Aschool systemso t hat indiedualtaléntsidetealtegp Frieaghdh er t h
personal essay illuminates the importance of educators being keen observers of life. Being
emotionally and spiritually present can be a catalyst to creative thinking. @rayon her
own experiencesl.epp Friesenexplores the ways everyday occurrences and naturalistic
observations have the potential to inspire creative writing, grand discussions, and the
neglected art of storytelling.

TaisirSubhiYami ndés i nt er vi e w-Baskatrdinfortes theidehdt/ an T a
an educator can be a catalyst to inspirational thinking and leadership across the academic
di sciplines. Dr. Van Tass e ktheBrapsriarmd®d qualitesna r k a b
such as motivation, perseverance, academic curiosity, communityese&nd a dedication to
improving the lives of others. Her international work in gifted education crosses continents
and cultures. James C. Kaufman illuminates the factors leading to his distinguished career in
creativity, chemistry, and engineering. TWisionary educational leadership of both Dr. Van
TasselBaska and Dr. James C. Kaufman have paved the way for thousands of teachers,
administrators, professors, and consultants in the areas of giftedness and creativity.

The book reviews in this issue angitten by Jasna ArrigoniMar ugka Gel j ez
Seni | aDorothyarisidA review of the 2017 ICIC conference in Lisbon, Portugal is
provided by Ken Reimer.

The IJTDC welcomes submissions for book reviews, essays, research articles, and
theoretical position papers for review.
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Perceptions of Artistically Gifted Rural
Middle School Adolescents Regardg
Support for Development d their Talent
by their School and Community

Gayle B. Roege
Creative Erg, LLC., USA

Abstract

This case study explored artistic journeys of six artistically gifted middle school adolescents in rural Montana,
USA, in order to ascertain the perceived lewé support offered by their schools and communities, for
developing their talent. Two primary questions guided the qualitative research, and related to: 1) student
perceptions of personal talent and 2) their perceptions of how their schools and coesmemiturage or

inhibit the development of their talent. Three overarching thdnexperience, time, and opporturdtyemerged

during anal ysi s and provided categorical organi zat.
connection to the experie@ of artmaking; b) the expressive power adolescents perceived being granted
through their art; c) the importance of family encouragement and support of their personal talent; d) the internet

as a community to which adolescents belong; e) temporal $acttated to developing talent; and f) the
adolescents6 view of the timeline of opportunity. A
oneds talent area i s support. Adol escents believed
school and community was lacking. An unforeseen outcome was a perceived lack of time to pursue the talent
area.

Keywords: Adolescents; artistically gifted; rural environments; talent development

As definitions become broader and more inclusive asrisaye to giftedness, creativity, and
talent, misconceptions still prevail, regarding the developmeattisfic talent; and lack of knowledge
pertaining to quality, availability, and outcomes of art experiences persists in rural public schools
(Talbot, 209). There are approximately three million identified gifted children in the United States,
representing roughly six percent of the total school population nationwide, yet no data exist identifying
the number of artistically talented youth; albeit itikely that some of the academically gifted also
possess artistic talent (National Association for Gifted Children [NAGC], 2008). The NAGC (2012)
State of the Nation in Gifted Educatiggport served as a call to action emphatically stating:

Developing andsupporting high levels of talent in every area requires national, systemic

attention by all stakeholders. This is a commitment we have not seen in more than two

generationsé[T]o thrive in the 21st century we ne

dewelopment of talent, and help[ing] students achieve beyond grade level [is] necessary to

restore the assets lost and place our nation on more solid footing in an increasingly competitive

global ecosystem.

An emphasis on thef 21%c ent ur y 6 s allengd® edre apilyt cyeatiatyerisiso
(Kim, 2012) pervades discussions in business and society and ultimately affects expectations for
education (Hennessey & Amabile 2010; Pink, 2005) particularly in the visual arts (Robinson, 2010).

The study was prenesl upon the demonstrated demand for talent that can offer innovative
solutions to todayb6s probl ems; the increasing e
critical developmental needs of adolescents. The study grew out of nearly threesdetamy
experience working with academically and artistically advanced students and observing the lack of
attention being given on a large scale to developing artistic talent in particular. The purpose of the
study was to reveal those artistic journeysadolescents to better understand from their perspective
how external support mechanisms did or could impact that talent.
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Theoretically, although education should be about talent development, schools were not
designed to value and promote creativity; thairpose has been to institutionalize learning and
generate a predictable outcome (Rolling, 2013). Today, even as the conversation about innovation
grows, emphasis continues to be on standardization rather than recognizing and rewarding excellence
and crativity, which marginalizes artistically talented youth. Small rural schools face especially
unique hurdles in terms of what they can offer in the way of appropriate experiences for artistically
talented students (Clark & Zimmerman, 1999). In Montana, W8ére the study was conducted, only
45 of the nearly 10,000 teachers statewide held credentials in any type of gifted education (Shupert,
personal communication, March 3, 2015) making talent recognition and development a challenge.
However, rural schooland communities can, when partnering to serve students in practical and useful
ways, make opportunities accessible that help encourage that development (Colangelo, Baldus, & New,
2003; C. Howley, 2009). ARur al 0 adatjastsmallerversiorst an
of urban areas, but are significant influencers of talent and are becoming magnets for creative clusters.
It is important to recognize the cultural benefits of the community to avoid the deprivation of talented
individuals that hapens whenural is viewed as a disadvantage, making outmigration to urban locales
the goal for talented students (A. Howley, C. B. Howley, & Pendarvis, 2003; Rakow, 2005).

All talented individuals appear to pass through three basic stages that leadlopment of
talent: a) love of subject; b) development of discipline and technique; and c) individual position in the
field (Bloom & Sosniak, 1981). Where the natural progression of ability due to maturation stops,
appropriate intervention can guide het development (Vygotsky, 19®kspecially during early

f

adolescence,ar i t i c al time of adjustment in the braind:

teens intuitively know this but may be unaware of the potential this time period offers. Fqrlexam

the neural fibers of the corpus callosum connecting the two hemispheres of the brain undergo
significant physical growth, expanding the actual grey matter where learning takes place. This alters
the function of the brain, opening a window of oppotyrat approximately age 12 for new
knowledge and skilbuilding that is shottived. This proliferation begins to taper off by about age 16,
eventually closing that window (Barn&oraly et al., 2005)Understanding differences in interests is
essential tabeing able to encourage talent development and relates to the choices students have
among several potential areas of talent as well as decisions students make about them during mid
adolescence (Bloom & Sosniak, 1985xternal influences (families, peecmmunity, institutiond

and the value society places on a given domain at a given time, whether perceived or real) tend to
contribute either positively or negatively to how the adolescent perceives and is able to develop his/her
own talent (Clark & Zimmenan, 1988; Dai & Schader, 2002; Evans, Bickel, & Pendarvis, 2000;
Rakow, 2005).

Increasing the chance that rural students find appropriate resources to develop their talent,
todaybs technological capabil it i eandemzhment mocec e s s
likely; however, this option is too often considered in isolation of localizing opportunities.

Conceptual Framework

Context (referredto a8 p | ac e 0 i, I8 antessentiasetemantyo) creativity in any form
because individualsannot be isolated from their environments (Plucker & Barab, 2005). According to
Csikszentmihalyi (1988):

[Creativity] is the product of three main shaping forces: a set of social institutiofisldpthat selects

from the variations produced by indivdls those that are worth preserving; a stable cultorakinthat

will preserve and transmit the selected new ideas or forms to the following generations; and finally the

individual, who brings about some change in the domain, a change that the fietbnglder to be

creativeéso the question 6where is creativity?9
and the personébés wor k. .. [0 t] is a phenomenon t
(p. 325326).

This is importatbecause theural context in the study is the place wherein the three systems
reside. Artistic talent was conceived as a natural creative gift which has been developed to some degree
based upon a number of factors and conditions (Gagné, 2008; Getzedgksze@tmihalyi, 1976;
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Katzko & Monks, 1995). In Figure 1, the environment or milieu (the rural community) is the
predominant factor of talent development which hosts all other factors embodied within it; and serves
as a catalyst of talent development.

' Student Perceptions of Influence and Support

[toward]

Art
~_profession?

Eminence?

y,

Figure 1: Conceptual model of the study of adolescent perceptions related to influences on personal talent
development in rural communitieddapted from DMGT (Gagné, 2008).

Creativity is considered a motivating and energizing factor of unfoldingt tedeany domain
(Khatena, 1992; Pfeiffer & Thompson, 2013). However varying conclusions across different studies
related to the same aspect of creativity are often a result of the effect of semantics (Plucker & Makel,
2010). In my study, the constructs giftedness, creativity, and talent development were
operationalized as overlapping and interdependent. Figure 2 illustrates how the multidimensionality of
giftedness connects the three components. Natural (innate) untrained gifts are present as either
intellectual or creative abilitand comprise the first of the two primary strands of giftedness. How
these abilities are exhibited in a specific domain forms the secortdleot strand of giftedness
(Callahan, 2009). Domaispecific talent, represented msinifested giftedness, depends upon a variety
of factors including the genetic make, and environmental forces which serve to influence
development in some way; the nuanced and complex intrapersonal traits; and finally, the broader social
conventions thaplace some level of value on particular types of creativity (Csikszentmihalyi, 1988,
1996; Csikszentmihalyi, Rathnude, and Whald®97; Gagné, 200&ubotnik, OlszewskiKubilius,
and Worrell,2011). The intricately patterned graphic in Figure 2 reptesha complexities (related to
the relationships of the influencing factors capable of moving talent along a trajectory) that are unigue
to each person (Subotnik et al., 2011) and appear to apply differently in separate domains within which
talent can beleveloped (Bloom, 1985; Eisner, 2002). Tubular shapes extending from the intertwining
pattern in the model represent those separate domains; but because artistic talent was the focus of this
study, no other domains were labeled. Giftedness and talentaresielered mutually reinforcing with
creativity embedded within each as represented by the yin yang.
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g. _ ; MULTIDIMENSIONAL
Weerh Sy Taent
: : Intellectual Academic

Creative Artistic
Athletic

CREATIVITY

Giftedness manifested as
specific-domain [artistic]
talent is determined by:

* Genetic make-up

*  Milieu

* Nuanced and complex
intrapersonal elements

* Broader social
conventions

Figure 2: Giftedness, Talent, and Creativity, Operationalized.

Methodology

Participants

Purposive case selection resulted from an initial pool ofesiigsdreferred by individual
professional artists, art teachers, parents, and students. Because there was no standard definition for
artistic giftedness specifically, the most widelgcepted definitions for giftedness in general, at the
state and nationdévels were used as basis for selection. In addition, supplemental dritdrgare
average ability, creativity, and task commitn@maken from the Schoolwide Enrichment Model
(Reis & Renzulli, 2010; Renzulli, 1978; Renzulli & Reis, 1985; Renzulli & Reis4pWere included
in the selection process. Students who are artistically gifted typically demonstrate their talent in a
variety of contexts (home, school, community) therefore, my study invoked input from
knowl edgeabl e member s obfectalues es thudckeeretndé& nc e mmown itt
exclude the possibility that wunderachieving or
(Csikszentmihalyi et al., 1997, p. 47).

All participants were enrolled in a rural middle school in one of thiéerent communities.
The selected schools and communities were all in the state of Montana in the northwest region of the
United States. Two of the schools (referred to in this study as School A and School C) are located in
western MT; the third schodl Sc h o o | B) is on the eastern side o
counties maintain Afrontiero status (geographic
US Census Bureau (2010) and the Montana Office of Rural Health, (2012). Ehéstla a massive
147,164square miled making it slightly larger than the size of Japan) averages fewer than six people
per square mile. Currently, the average ratio of students to-nfietequivalent (FTE) teacher across
the state is 12:1. Two of thechool districts were comparable with respect to secamomic status
and minority populations and closely matched state averages for those categories as indicated in Table
1 and 2 below.
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Table 1: Montana State Demographics (2013).

S Population Ethnicity (2014) Free/reduced lunches
Population Density White | Black Am(;ir;::n Asian | Hispanic Public schools
6.8/sqg. mile
1,023,579 (from2010 | 89.7% | 0.6% 6.6% 0.8% 3.5% 43.20%
censuseport)

Table 2: Breakdown of School District Demographics {&0).

Minority Free/reduce Student/
populations | d lunches teacher ratio

Public | County Pop. Density

h/qth
School | (2010 census report)| ¢ grade enroliment

A 16.8/sg. mile 195 11% 42.6% 13:1
B 5.0/sqg. mile 58 1% 10% 15:1
233 in 7"& 8" grades. 11%

C 16.8/sq. mile (middle school includes (6" 50.6% 16:1

6™, for total of 423)

My intent was for a balanced gender representation to be achieved within the sample group;
however, this was not accomplished. Therefore, findings could represent a slightldtied re
female preference in the sample. Table 3 offers a glimpse of the backgrounds of the six participants.

Table 3: Participant Background Information.

School A School B School C Total
Item Category N=1 N=3 N=2 (Frequency %)
Frequency %)
Gender Male 0 (0%) 1 (33.3%) 0 (0%) 1 (0.16%)
Female 1 (100%) 2 (66.6%) 2 (66.6%) 5 (83.3%)
Age 12 0 (0%) 2 (66.6%) 1 (0.16%) 2 (33.3%)
13 1 (100%) 2 (66.63%) 1 (50%) 4 (66.6%)
Ethnicity White 1 (100%) 3 (100%) 2 (100%) 6 (100%)
Other 0 (0%) 0 (0%) 0 (0%) 0 (0%)
Grade 7 0 (0%) 1 (33.3%) 1 (50%) 2 (33.3%)
8 1 (100%) 2 (66.6%) 1 (50%) 4 (66.6%)
Academics | Adv. courses (hosart) 1 (100%) 2 (66.6%) 2 (66.6%) 5 (83.3%)
Gifted services (any) 0 (0%) 2 (66.6%) 1 (50%) 3 (50%)
SPED/Title 1 services 0 (0%) 1 (33.3%) 0 (0%) 1 (0.16%)
Current Art | School Art program 1 (100%) 2 (66.6%) 2 (100%) 5 (83.3%)
Instruction | Privately taught lessons 1((100%) 0 (0%) 0 (0%) 1 (0.16%)
Referral by Sc_hool art teacher 0 (0%) 3 (100%) 2 (100%) 5 (83.3%)
Private arinstructor 1 (100%) 0 (0%) 0 (0%) 1 (0.16%)
Instruments

A pre-screening questionnaire assessed three componential areas related to perception of
personal talent, behaviors indicating prioritization of art activity, lardl of actual involvement in
ard all relating to overall commitment. Completed questionnaires were analyzed to determine
whet her the individual 6s | evel of tal ent commi f
Response items in Part | (Section A) tbe questionnaire were assigned a value based on the
importance of this attribute to the purpose of study; response items in Part I, (Sections B and C),
were Likerttype responses. A threshold score on each of the ten questions in Part | would sum to 32
which equals 70% of the total possible score of 46 across those items. All students scored between 32
and 38 points on these items. As a secondary screening criterion, a raw score of 59 points (again, 70%
overall) was established for inclusion in thedstuThis percentage was chosen as ideal for this study,
because few adolescents have demonstrated their talent in ways that reflect their true potential, and to
set a higher cutoff would have eliminated those who may show pramise as older adolescents
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The scores of five participants fell within a similar range based on analysis of Part I, (Sections B and C) of theajiestiodndentified one participant as an
outlier related to his interest and ability in digital art. His raw score of ordlyeb®0% average score ovefalvas interpreted as a result of a potential bias in the
instrument that had zero questions related to digital art specifically; therefore, he was accepted into the study. Gwblbothsimcremental and aggregated
results of he three components of the questionnaire.

Table 4: Prescreening Questionnaire Results Composite Indicating Participant Commitment to Talent.

Talent Commitment

Section A. Talent Selfassessment B. Art Behaviors C. Activity Involvement
Overall
Question| 1 | 2 | 3| 2 | 5 | 6a|6b S| 7| 8| o 1012|123 13| 14| 15| 16| 17| 18| 10| 20 | SU
total total total
Point: 5 5 3 3 5 5 3 29 4 4 4 4 4 4 24 4 4 4 4 4 4 4 4 32 85

n 45| 48 | 28| 18 ( 47| 27| 07| 220 32| 18| 25| 22 | 20| 23| 140| 3.7 28 | 35| 3.0| 3.2 | 3.8 | 28 | 3.8 | 26.7 62.7

io 0.90| 0.97 [ 0.94| 0.61| 0.93]| 0.53]| 0.22| 0.76 ] 0.79| 0.46 | 0.63| 0.54 [ 0.50( 0.58( 0.58 [ 0.92( 0.71| 0.88]| 0.75]| 0.79] 0.96| 0.71| 0.96| 0.83 0.74

The interview protocol was developed using salient, applicable, anddigkd questions from previous studies on talent development (Clark & Zimmerman
1988; Csikszentmihalyi et al., 1997). Theerview guide was designed to address very broadly how participants view their own artistic talent; the forces that
influenced it; individuals and catalyzing factors that have affected its development; and how it has been encouraged aimthibiiltiated in the rural school

and community contexts.

Field and reflective notes, as well as analytic memos, provided the triangulation of data to assure validity and accuracy.
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Procedure

Findings were initially sorted and compartmentalized by their relatipnsta priori codes. A
first cycle of holistic coding combined with-irivo (selective) coding produced several broad topic
areas that could be categorized under the a pri
art, o0 fAhavinboval ent , dofimhgh] o or fibeing abl e t
the a priori code name fndviews of self, o0 related
axial and open coding further delineated the larger chunks of data into smgithemse as significant
words and phrases were identified across transcribed data. In addition, as new relationships emerged
during this first cycle of coding, conceptual mapping (See Figure 4) helped visualize the connections
which transcended the a priarode categories, necessitating the assigning of new code names to
primary and suizode categories. Concepts evolved from this process and related to the overarching
themes of a) experience of talent; b) tension between talent and responsibility (time)) and
motivation, conditions of adulsupport/encouragement, and commitment to talent, which were then
all categorized as opportunity develop talent (See Figure 5).

Multi-level Coding Process

Concepts
Themes/Codes/Subcodes ~~

Taxo r:ohr_n?"

>- Coding

i
_— _ words/ideas

T 2 7 2 e
A alor *T S b o4 Fa F
n,_A/f-\A_,\ 0/'34 *;/"3‘;1 o

Compiled Data a
N . i
f‘ ‘—/ a D
Transcribed (Raw) Data a priori
o'l o % - COdES

Interviews

C Interview Guide ) Scope

Previous Studies
Clark & Zimmerman (1988, 1997)
Csikszentmihalyi (1997)

Structure

segments

Figure 3: Analytical Process Map Showing Cyclical Mdléivel Coding for this Study.
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Figure 4: Beginning Concept Formation from FiGlcle Axial Coding.

TRINITY CODES

(Overarching Themes)

Tempo{\

Contextual

Figure 5: Three Overarching Themes Emerging From Analysis and the Relationship of Other Factors.

Results

All of the students demonstrated talent in more than one domain. fRiveno were receiving
advanced instruction in academic courses, and three were receiving some typeoat pifted
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services. One was enrolled in Title 1 Math. Table 5 breaks down advanced ability across domains for

the participants. An X in the subjecow indicates some type of advanced ability/accelerated
coursework. A star+{ in the subject row indicates recognized talent with gifted or advanced
instructional services being offered in that S|
indicates the student is receiving gifted services but no mention of which specific subjects. Initial
analysis showed more similarity overall among the adolescents; however, collective case analysis
revealed distinct differences.

Table 5: Indicators of Multipotentiality in Study Participants.

Specific Talent Area SCXOOI SCQOOI chool

Other than art (indicated where 1

gifted services apply) Lilac EJ RF* Rose Daisy Patricia
Math X i ¥
Instrument flute X violin
Dance ballet X
Science X X *
History X X

Language arts *

Writing Poetry X X
Sports track X X

Student Responses by Primary Code
Research Question 1, Experience of Talent
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Figure 6: Participant Response Frequencies Corresponding to Code Categories for Question 1.
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Student Responses by Primary Code
Research Question 2, Time and Opportunity
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Figure 7: Participant Response Frequencies Corresponding to CodeoGeasefgpr Question 2.

Discussion

Insight into the artistic journeys of the adolescent participants derived from the primary
themes that were identified during analysis.

Emotional Connections to Art Experiences

Students were all able to recall beingeingtsted in art from prechool or early elementary
school, and they remembered specific people or events as triggers for their interest in art (Clark &
Zimmerman, 1988). For all students, those art experiences perceived as optimal appear to have
energizingeffects on the continued engagement in art activities and serve as a strong predictor of
future commitment, thus potential to develop talent. Findings confirmed that participants based their
impressions of their talent on the value they placed on thessige or emotional rewards derived
from the activity. Although some of the participants did perceive art to be useful, that criteria did not
place high on the scale of what motivated them to persist (Csikszentmihalyi, et. al, 1997).

Differences were nottamong the cases regarding the type of emotional connections students
recalled for those first art experiences. Students who reflected on art lessons in school viewed those
experiences more negatively; while those whose earliest memories of art indnddrembers,
viewed first art experiences in a more positive light. A redeeming factor was that as students built a
repertoire of experiences related to art practice and recalled those experiences as enjoyable, their
emotional connection became more puesioverall.

Students all indicated that a need to do well in school and get good grades was a top priority
for them as prospective college students. This directly related to the perspective projected by the
educational community (and to some degreeem&® who even while supportin
talen® encouraged a career outside of art for stability and security) that STEM courses are more
useful and require more discipline and dedication of time and energy. Even when subtle (forwarded
through poley and scheduling), the message students get is that art is an enterprise that can be
undertaken on onebés own time and is therefore
adolescents, this often meant pursuing their art in the less hostile enemntsnthat existed outside the
classroom (Bolster, 1990). However, developing talent requires a synergistic combination of rewards
that are both expressive and instrumental (Csikszentmihalyi et. al., 1997). Though they expected to
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retain their art interesas adults potentially interweaving art with their professional work, most
students in the study did not foresee themselves choosing a career relying solely on art. None,
however, directly alluded to being influenced by their parents in their choices.

The Power of Expressive Voice

Adolescents found it especially rewarding to discover their voice through the expressive
properties in art. Even those who were less than certain about having their creations exhibited for
others to judge felt the immense powar being able to unleash emotion and communicate an
understanding of their world through visual means.

All of the study participants felt art provided an avenue to being valued, heard, and
understood that would be otherwise inaccessible to them. Whbtbegh doodles or more elaborate
pieces, art provided a spectrum for the adolescents to make meaning that could be represented and
shared (Eisner, 2002). Giving others a window into theircssobuh ei r At r ut ho about
surrounds thed offered a gynificant boost to their psyche and incentivized continued engagement in
art. Researchesbservation data revealed the importance ofesgfession to the participants through
demonstrations of increased animation, change in voice pitch, and changely ilariguage while
they shared their impressions of what art meant to them. Artistic expression had the capability of
offering a freedom that was not experienced in other classes or contexts. How that freedom was
interpreted varied among the adolescents.

Impact of Family on Talent

Encouragement from family is of great import to the overall talent development trajectory of
the rural adolescents. Findings validate research related to the aspect of stimulation in the early
environment being critical to themplex development of talent (Csikszentmihalyi et al., 1997). All
students drew inspiration for early involvement in art from an immediate or extended family member;
all of them named multiple family members who had some influence on their continuest iim e,
and four credited at least one parent for some of that influence. In terms of support that families
provided, the study showed that while every student had access to the private space of their rooms to
engage in art, none had a stulli@ envionment within which to work, which aligns with the
findings in the Clark and Zimmerman study (1988). All participants believed family provided
sufficient encouragement and support for their talent.

Only one of the adolescents had taken art outside of kdimwmever, several were involved
in extracurricular activities and two were taking lessons related to other arts: dance and music.
Interesting to note, is that all of the students who were enrolled in@xttiaular instruction outside
of school residé in western Montana in Schools A and C where census statistics show the median
income to be on average 8% below the county in eastern Montana where School A is located. This
may relate to a greater amount of discretionary income being available in Hdasaaoing family
businesses not related to farmdngn occupation with fluctuating profit margins highly dependent
upon multiple variables which are out of the control of the individual farmer. It could also be related
to the communi t iteelagér toovhsdhatelo notprequire liedimiaricey travel costing
extra time and fuel. Wealth in terms of assets for farmers did not translate to expendable income.

Time

An unexpected outcormamanatingrom the study was the common belief across all apes
that lack of time to spend on art inhibited their talent development. All of the students were well
aware that without sustained practice, skills do not improve and mastery is not achieved (Gladwell,
2008; Syed, 2010). Two predominant explanationsevedfered: a rural lifestyle and the amount of
study time required to make good grades in school.

The rural lifestyle related to several underlying issues: a) students in rural areas typically do

not live within walking distance of school, extarricular activities are not always in the same town
where the student lives, and sports events require travel to another town, often half the state away
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meaning time away from home depletes available time a student has to engage in art; Jofaeatly
businessesre common in Montana rural areas, and their operation (especially in the case of the
farming occupation) typically includes all members of the family limiting discretionary time at home
even on weekends and holidays.

With relation to study time, all dhe participants claimed to have as a primary goal, getting
good grades and to be competitive for acceptance to college even if they had not narrowed down a
career path. For the five adolescents who were enrolled in a school art class, scheduling véis blame
for having little or no time to generate personally meaningful art. Doodling was a primary art activity

for over half of the participants at school du
responsibilities and wasAVvtewedcasokbknpguaigulardkee f a o
activities including attending siblingsd sporti
homework and hours required to prepare for tests in advanced courses consumed the bulk of their

remainingtimeEven t hough all of the students referred
disappointment that they had little time for art, it was a fact they took in stride as necessary to

preparing for college and a @ar ders.s Ratalveerl etdh @&n

appeared to be racing on a mapped path toward specific destinations: college, a job, and security

with art taking a back seat. Interestingly, finding more time to engage in their art was something all of

the students loreg for, but none of them felt was within their control to change. They did tend to
choose art over other optional activities when thayea choice however, it was difficult to ascertain

the percentage of their discretionary time that was allocated toCemt student offered a
fguesstimated that it was approximately 1i t o
accumulated over several smaller sessions that were devoted to art. Bearing this in mind, students
were asked during fachecking, to ontemplate possible impacts of educational aims focused more

on time spent developing individual strengths and talents than in getting all students to a standard
level of proficiency in all subjects. Two of the participants believed it would be more diehtgithe
individual ; one of the two also believed the po
the world in some wayo) would be greater. The s
mediums, while not believing that individl strengths necessarily needed to be accommodated in
school, did express chagrin that computers were not utilized more in school art classes to customize
art |l essons to studentsdéd preferences.

Culture of Technology

All of the participants owned or hadasss to computers at home, which was not a factor in
the two previous studies (Csikszentmihalyi et al., 1997; Clark & Zimmerman, 1988).Findings
revealed that (like those in the study by Clark & Zimmerman, 1988 artistically gifted adolescents had
difficulty finding friends or classmates who shared their interest in art, but unlike the previous
research, computers offered adolescents in this study instant access to YouTube art tutorials or online
galleries from which to draw inspiration rather than spendimg tsocializing when they had free
time. On the one hand, a drawback for these rural stullesisecially because at ages 12 and 13,
they must rely on others to transport them into @wvas that they had less opportunity to actively
view, discuss, and pattpate in art with likeminded individuals in their own communities. On the
other hand, the internet became the community to which these students belonged and felt comfortable.
Moreover, because artistically gifted adolescents tend to prefer doing atratbar than in a group,
this may have offered a richer learning opportunity. Increasing the chance that students find
appropriate resources to develop theirtalenb, d ay 6 s t echnol ogi cal capabil |
sources of advancement and ehment more likely. All of the students in the study believed the
computer was an effective tool for learning and did not view it as a replacemenpgnson events
but rather a resource that was customizable to their individual art interests.

Timeline of Opportunity

Findings showed that three of the study participants believed few opportunities were open to
them as middle school students but would be available when they reach high school or beyond. They
assumed this was a part of the natural progsassf growing up and accepted it without question.
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Nevertheless, they were able to identify opportunities they looked forward to as high school students.

This is an example of the opportunity cost of lost potential that could have served both individual an
society if the factors of increased brain growth (offering a window for new knowledge and skill

buil ding) and i mportance of of fering experienti
social functioning) had not been ignored (Bar@aaaly etal., 2005; Blakemore & Cloudhury, 2006;

Casey et al., 201@asey, Giedd, & Thomas, 2000).

The similarities relating to artistic giftedness revealed that all of the students:

1 Reported an individual love of art;

1 Related emotional connections to experiembé&h keep them interested in drawjing

1 Felt empowered by the personal voice derivethftbe expressive quality of art;

1 Believed family encouragement and support were sufficient at this time in their lives, to
incentivize active engagement in art includihg fact that all students hadlaast one relative
who did art;

9 Had a private space for doing art at home though it was not diktio

1 Had a limited humber of sarage peers who share their interest in art which tended to seclude
them from likeminded individuals with whom to collaborate, discuss, and critique artworks

1 Perceived little opportunity for critiquing own waqrk

1 Excluded art teachers as encouragers of talent; stated that teachers critiqued but did not offer
guidance for improvement

1 Admittedtheywe r e | a rtgaeulgyh tfios;e | f

1 Claimed posters assigned by teachers were the primary outdepi@ssion in noarts classes;

9 Identified constraint of time impé&ad hours spent on art practice;

1 Experienced no differentiation for artistic taleand,

9 Utilized the internet as a primary resource for instructional support associated with art forms,

techniques and styles their local aesd and community did not offer.

Differences related to how personal time was allocated whether or not studené&hod ezl
in any type of art class; whether or not they believed their community offered enotrghated
opportunities; whether they were receiving advanced academic and art instruction; the extent of their
multi-potentiality; and how they perceived foeucommitment to art. Minor differences were
observed between perceptions of the adolescents in the eastern Montana community (School B), and
the two western Montana communities (School A and C). In School B the students exclusively:
Referredtotheirdrawn g as fidoodl i ngo
Believed no opportunities existed until high school;age
Had little awareness of venues exhibiting art in their town
Had not enrolled in activities outside of school
Had very few art supplies at hopaend,
Had no books about art or skiog famous artwork (with the exception of a watercolor
demonstration that came with a kit)

= =4 =8 -8 -8 9

The majority of students in Schools A and C located in western Montana:
Talked about their work as drawing or;art
Believed opportunities were generally availaleugh school or the community to showcase art,
if desire and time permitted
Had an awareness of several galleries and summer offerings; for art
Had enrolled in private lessons outside of school for art and other talent areas
Had art supplies at homand,
Had at least one art book

= =

=A =4 =4 A

Some of these differences may relate to regional characteristics associated with eastern and
western Montana where they are situated. Eastern Montana towns are widely distributed across the
open plains; social networks asealler, families are strong, agriculture is the primary industry with
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most families engaging in farming, and the area boasts1@%8higher pecapita income than the
western portion of the state. Western Montana thrives on tourism related to natookdlyned trout
streams, forested and mountainous land, big game hunting, skiing and other winter sports, two
integrated biomedical/biohazard research facilities, a photonics hub (employing-clasdd
scientists), and more populous, creative enclave$ Batas house foyear universities and private
colleges.

Conclusion

The artistic journeys of the adolescent participants demonstrate that families are of primary
importance in the initial instigation of artistic pursuit and motivation to repeat antienxpes. But by
late adolescence, if support is not forthcoming by schools and communities, the level of commitment
held to by these students begins to wane. Three limitations were encountered in this study: a) the
inadvertent omission of digital or wddased art or design as one area of high ability as criteria for
referral; b) an unintended emphasis on traditional art forms in the screening questionnaire which was
reflected in student responses; and c¢) a gender imbalance resulting in female prefe@mge a
participants which may have been reflected in findings; and should be considered when conducting
future research. However, this study brought to light a particularly important gap in research related to
artistic talent development that needs to bestigated: the factor of time.

While passion relates to commitment to the talent area, this study did not produce direct
evidence of passion. The factors of passion for the area of artistic talent and time available to invest in
developing the talent amsvo areas that could benefit from future research. Findings illuminated
adolescent perceptions that their rural communities, their teachers, and their schools in general, do not
encourage or support their artistic talent, causing them to resort toiagceséne communities to
obtain feedback from likeninded highability individuals.

In this era of fasthanging, highly globalized commercialization of ideas, study findings
confirmed some of the positive aspects of previous research about arkesticvihile painting an
entirely new representation of the social, political, and educational landscape that affects the
development of artistic talent today. The current climate in education does not support the building of
individual strengths even thougtcal, state, and international conditions demand it.
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Abstract

This pilot study investigates the development and delivery of eh@@2 Dutch undergraduate honors course for

global citizenship education, called Society 2.0. The theased curriculum guidel@s Global Justice

Citizenship Education (GJCE) were used to build the course by a development team consisting of two teachers,

two honors students, and one researcher. The course was delivered twice. Content analysis of development
documents and teachertérviews were conducted to answer three questions: What was the added value of

course development with a team including teachers, students, and researcher? How did the model shape a. the
formal and b. the operationalized curriculum? and in what way arehthen or s pedagogi es o f
6challenged and oO6communityd s hhagpendatmbsphere and eqoatityiimnteee ? Re s
development team positively influenced the atmosphere in classcirriculum guidelines in the moral and
socialdomains as well as experiential learning and honors pedagogies were applied in the course. Guidelines in

the knowledge domain seemed the most difficult to realize, especially gaining insights in root causes of
injustice. Results are discussed in light ledit potential benefits to curriculum design and teaching for critical

global citizenshipn undergraduate honors programs

Keywords: Curriculum development; global citizenship education; honors education; social
justice

Undergraduate highbility stucents in the Netherlands and other countries in Europe have
increasing possibilities to develop their talents through participation in honors talent programs
(Wolfensberger, 2015). These programs target students who are willing and able to go beyond the
reqular program in terms of academic challenge and personal development (Wolfensberger, 2012;
Clark & Zubizaretta, 2008; Hébert & McBee, 2007). Policies emphasize the contribution these
students could make to the business and knowledge sectors (Perssonl.@@hlng that addresses
global challenges has been marginalized (especially in gifted education) under the influence of
industrialism and militarism (Gibson, Rimmington & Landw&rown, 2008).

High-ability students show an abcaeserage interest in malrissues and the wider world
(Roeper & Silverman, 2009; Lee, Olszewskibilius, Donahue & Weimholt, 2008; Schutte,
Wolfensberger & Tirri, 2014). Honors programs can align with their propensity by offering moral and
civic learning. Several authors recagmithe importance of wisdom in achieving a common good
(Sternberg, Jarvin & Grigorenko, 2011), of giving something back to society (Flikkema, 2016) and of
leadership and global awareness (Passow & Schiff, 1989; Lee et al., 2008) when educating high
ability students

The curriculum guidelines Global Justice Citizenship Education (GJCE; Schutte, Kamans,
Wolfensberger & Veugelers, 2015) integrate those issues and relate to three domains: the cognitive,
social and moral domain (see Table 1). The curriculud gul i nes were used to dev
a global citizenship course for undergraduate honors students at a university of applied sciences in the
Netherlands. The curriculum guidelines GJCE connegthat Westheimer & Kahne (2004) call a
justice-oriented citizen: one who is not only engaged in civic society but also looks for structural
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causes of injustice. Accordingly, we define global citizenship education as social justice oriented
education, aimed at preparing students for their role as engagetxiof the global world. Justice
orientation is an orientation that includes a desire to improve society (Johnson & Morris, 2010).

Table 1: Global Justice Citizenship Education

Domains Curriculum guidelines
A Gain historical (root causeof injustice) insights and see logabbal
Knowledge domain |~ connections.
A Focus on one globdlistice issue.
. A Develop ethical and intercultural sensitivity.
Moral domain < . . o
A Recognize own values and reflect on mainstream thinking
A Contact people with differesiocioeconomic positions, cultural backgrounds
Social domain ~and life chances.
A Get to know positive role models: active and socially engaged people.
Experiential learning| A Spend at least 15 hours in civic contexts.

The aim of this study is to evaluate the formal andrational curriculum for critical global
citizenship by posing three research questions: 1.What was the added value of course development
with a team including teachers, students, and researcher? 2. How did the curriculum guidelines shape
a. the formal cuiculum and b. the operationalized curriculum? 3. In what way are honors pedagogies
implemented in the course?

6Society 2.06

We investigated the development and delivery of aHdr undergraduate honors course
called O6Society 2.8nd athermatcionér mbveiment § or a
movements pursualternatives to the established order, values and structures, such as a barter
economy, green energy, and new approachesto hodsingg pur pose of O6Society
critical awareness of one's role as a citizen of the world. The course was offered as ehghirtwo
evening sessions once every two weeks. It was delivered in the autumn of 2014 (ten students) and
again in the autumn of 2015 (15 students) as part of an exiadar honors program (not
mandatory).

The structure of the course starts from the student's values and opinions and expands towards
the wider world. The learning objectives (and corresponding GdioEains) were formulated as
follows. Students:

0 becone aware of how they are influenced by their own socioeconomic background and that of
others (social domain);

0 gain insight into the historical roots of a social issue and develop a global perspective on it by
using different sources and media (knowledgeaio);

0 formulate criteria for a just and sustainable society (moral domain);

0 can make a prediction about the future of the alternative movement where they do their
internship, and about its influence, for instance on poverty reduction, climate changbair gl
power differences (knowledge domain);

0 learn different perspectives on alternative/social movements (knowledge and moral domains);
and,

o can identify ethical dilemmas regarding the theme/issue (moral domain).

While largely coaching the students inconformism, and (sub)cultures. One of the
their learning process, the teachers also deliveourse meetings is dedicated to a current global
content, for instance about ethical theoryissue using the 'open space' method, described
Besides treating alternative/social movementdyy Andreotti, Barker & Newellones (2006):
they discuss what they are and what they wish tstudents start with a mutual knowledge éas
achieve related to global/social issues. Attentiothen consider the perspectives of different
is also directd toward ethics, socialization, statements about issuesvho could have said
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this and why and subsequently consider differerttonors course (Schutte et al., 2015). They entalil
new insights. a holistic approach, treating values, ethics, and
Students do a 1bour internship with an social awareness alongside cognitive
alternative/social movement of their choice andlevelopment. The importancef such an
interview participants about the ideals of theapproach in honors education is underscored by
group and their views on a better world. Student$irri (2011; 2012) and Tolppanen & Tirri
also make a small contribution to that group(2014). The curriculum guidelines GJCE are
They share their knowledge and reflect on theitopen, giving no guidelines for content,
experiencedy writing five blogs: 1. How did assessment or grouping. It does advocate
your background form your opon about experiential learning in civicantexts.
alternative/social movements?; 2. Deepening:
Explore a theme that appeals to you; 3. PlacBormal curriculum. The product of the
your theme in historic/future and loeglobal development team is the formal curriculum. We
perspective; 4. Describe and analyze youinvestigated how GJCE shaped the formal
experiences with your internship; 5. Reflectioncurriculum and what the added value was of
and evaluation. Aditionally, students comment development by a team consisting of teachers,
on blogs of at least two fellow students. Furtherstudents, and researcher. Honetsdents were
they discuss their experiences and insights in thacluded because of their documented interest in
class and in small groups. developing their own education (Schutte,
Weistra & Wolfensberger, 2010; Wolfensberger,
The final assessment has an individuaP012). The teachers met beforehand to see if
and a group component. In a eminute video they could work together; they also taught the
message, ehcstudent tells how he or she couldcourse. All tam members could draw upon their
contribute to a better and more sustainablexperiences, convictions, and expertise. The
worl d. Al so, small gr devaiopmed fteard hael tnine nektings oveda ke O a
productf or gl o b &n a farm ofitheie meriéd of three months.
choice) to help others gain insights. For the

lessons table, see Appendix 1. Operationalized curriculum. The course as it
was delivered is the operationalized curriculum.
Curriculum levels We investigated ®&w GJCE shaped the
Our research design was based omperationalized curriculum.
Goodl adds mo d e | compri sing Si X interrel ated

levels (Goodlad, 1979) but highlighted three: théHonors pedagogiesThe course targets honors
ideal, formal, and operationalized curriculum, astudents, for whom three pedagogies are of

explained bel ow. A Iparticuwdan gignificand® o(\Walfénsberges 2012):
interpreted curriculum wasnot addressed 6 communi tyd, which rel ates
directly, we di d i nv essdafe tparting commumitfadn thess tudants;e ws o r
pedagogical goals. Goodlad's experienced aniia c ad e mi ¢ competenced, w h
effected levels lie beyond the scope of this studyimportance of academic and deeper learning; and
6bounded freedomb, whi ch r

Ideal curriculum. The curriculum guidelines autonomy and selfegulation in learning. We
GJCE (Schutte et al., 2015) are profiled here agere interested in how these pedagogies came
the ideal curriculum. The guidelines wemeed forward in the formal and operationalized
previously to evaluate an international hybridcurriculum

Methodology

The aim of the study

This study investigates the creation of a formal and operationalized curriculum for critical
global citizenship by asking three questions: 1. What was the added valugs# development with
a team including teachers and students? 2. How did the curriculum guidelines shape a. the formal
curriculum and b the operationalized curriculum? 3. In what way are honors pedagogies implemented
in the course?

International Journal for Talent Development and Creativigl), August, 2017; an8i(2), December, 2017 37



ICIE/LPI

Data collection

Formal curriculum. Various forms of data on the development of the formal curriculum
were collected: notes of all nine team meetings (made by members of the team); documents/products
(17) such as elaborations of the theme and the course outline; and emaigesc{&?) between the
teammembers. The information was used to answer research questions RQ1, RQ2a and RQ3.

As teachersd views play a central role in
they were asked to answer a questionnaire (during interjeon pedagogical goals in citizenship
education (Leenders, Veugelers & De Kat, 2008). This questionnaire consists of 1&taertems
across four domains: discipline, autonomy, social involvement, and social justice. The overriding
guestion is: Howmportant is it for you to develop these values and behaviors in your students? Items
include topics such as honesty, reliability, consideration for others, and solidarity with others. Each
item can be rated on a scale of 1 (not important) to 5 (veryrtan).

Operationalized curriculum. Data on the operationalized curriculum were collected to
answer research question RQ2b and RQ3. The data on the two courses comprised 60 email exchanges
between teachers and the researcher discussing content, idsasdént activities, comments and
experiences regarding class meetings, and practical issues. Next, three teacher interviews were
conducted. Finally, observations by the principal researcher, who attended the course meetings, put
the operationalized cunillum into perspective.

Two of the three teacher interviews were held during the first course (after the third and after
the seventh lesson), while one was held at the end of the second course (after the last lesson). The
interviews were recorded and selguently transcribed verbatim. The first individual held interview
took approximately fortfive minutes, the interviews with both teachers together took about one hour
each. The main topics in these sestnuctured interviews differed according to theagh of the
course (see Table 2). The principal researcher conducted all interviews.

Table 2: Topics of the interviews.

How is the implementation of the guidelines GJC

Interview 1 :
going so far?
All the curriculum guidelines GJCE were raised,; All three interviews:
Interview 2 possible differences between formal and What are you most enthusiastig
operationalized; teach abou? What do you have doubts
. What was different/changed in the second course about?
Interview 3 why?

For an overview of the data collection, see Table 3.

Table 3: Phases data collection

Phase Course Data collection

Team notes

Team products
Email exchanges

Teacher interview 1

First course Questionnaire

(10 participants) | Teacher interview 2

Email exchanges
Second course | Teacher interview 3

(15 participants) | Email exchanges

April- August 2014 Development
6Soci ety

Septembei December 2014

Septembei December 2015

Data analysis

The data (team notes, team products, emails, interviewsheorwourse development and
delivery phases were subjected to qualitative content analysis ushugtprenined categories that
seemed relevant after a first inspection of the data (RQ1) or based on theory (RQ2a, 2b and 3).
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However, in line with the iterate character of qualitative data analysis, extra categories were added
when important themes emerged during the actual coding. Rating was done by two independent
coders and the assigned codes were discussed until consensus was reached.

Added value of development by team (RQ1).The data regarding the development process
(RQ1) were analyzed using three categories: approach (method of working); roles of participants;
atmosphere/spirit. This analysis yielded a supplementary code: dealing with time.

Relation curriculum to GCJE (RQ2). The data regarding how GJCE took shape in the
formal and operationalized curriculum (RQ2) were analyzed deductively by using the curriculum
guidelines as categories and scrutinizing content dialogues and decisions.

Honors teading (RQ3). The honors pedagogies, namely freedom, challenge and community
implemented in the course were analyzed by encoding these three characteristics in the data for both
development and delivery. The analysis yielded a supplementary code: diffdretveesn students.

Results

Added value of development by team

Four themes emerged from the data on the added value of development by a team of teachers
and students (RQ1): approach, roles of participants, atmosphere, and dealing with limited time. In the
second interview, the teachers reflected on its value.

Approach. The development team met nine times and used GJCE as its guideline. The
members jointly determined the theme (alternative practices) of the course and then individually
elaborated whatitrgiht entail . Their feedback on each ot he
and didactics of the final formal curriculum into view. Ideas, proposals, and drafts were discussed
during team meetings or in written communication, and all team membersgadetic Together, they
gathered course materials and identified internships.

Roles of participants. The researcher elaborated on the guidelines in relation to the course
theme and commented on proposals for operationalizing the curriculum guidelines Th&Ctao
teachers took the lead in formulating course aims, elaborating the course outline and the lessons.
When recruiting participants, the two honors students took the lead by making a recruitment plan,
designing a flyer and starting a Facebook groumyTemphasized the student perspective: whether
the course would be interesting and appropriate for potential participants. They helped out with
practical tasks like creating a structure for the Dropbox folder. Finally, they were given an
opportunitytodt end i nstitutional meetings on honors edl
PhD supervisors.

Limited time. Regular work and peak load made it difficult for the team to find points of
time to meet up. Also, the of®ur meetings were too short eombine content discussions with
arranging to start the course. The solution was communication in writing, exchanging ideas, and
giving feedback using email and Dropbox.

Atmosphere. Both teachers mentioned in the second interview that the atmosphere and
equality in the team helped establish openness and team spirit in the classroom. The teachers were
enthusiastic about the course development, saying they liked the theme, could get along well, and
were glad to do something they were good at.

Pedagogical gals. Finally, the data from the questionnaire on pedagogical goals in
citizenship education showed that tkachers held different views, specifically on the importance of
discipline and social justice. One teacher considered social justice less impmataits role in our
GJCEgquidelines.
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Relation curriculum to the guidelines GCJE

This section turns to question RQ2: How did the curriculum guidelines shape a. the formal
curriculum and b. the operationalized curriculum? For each domain, the gusdsdiriaining to it are
described. These guidelines are then evaluated with regard to how they correspond to the formal and
operationalized <curricul um. Subsequentl vy, t he
presented.

Knowledge domain.There ae three curriculum guidelines in the knowledge domain: Focus
on acquiring deep knowledge regarding one global issue instead of more superficial knowledge on
several subjects (Davies, Evans & Reid, 2005); Look for possible root causes before thinking about
solutions or acting (Westheimer & Kahne, 2004); Make lgtalbal connections between the village,
town or region and other parts of the world concerning this iOu&uf, 2006) This connectivity
extends to the possible impact of one's own behaviartimmaon other parts of the world.

Theformal curriculumrequires students to delve into a theme of their choice and write a blog
about it; in their next blog they give some historical/future andgicdial perspective on that theme.
They also commendn the blogs of at least two fellow students. Experiences and insights in societal
issues are discussed during class meetings and in small groups of three or four. The development team
deliberated whether each student should choose a single issue forebiotiernship and the historical
and localglobal insights (more hdepth approach) or different issues for these elements (broader
approach). The course allows both approaches. Further, one of the course meetings explores a current
global issue using thopen space method described by Andreotti et al. (2006).

For thedelivery of the courséhe open space method was used to address specific issues:
income inequality and poverty in the first course; and the proposed Transatlantic Trade and
Investment Panership (TTIP) in the second course. Short films were shown on alternative
movements and practices. Students had to underpin their opinions and provide references in their
blogs, in keeping with the idepth approach. The teachers confronted the studeititstheir
judgments and asked folleup questions. Students were expected to present arguments when making
statements or giving their opinion. Root causes of global justice issues did not get much attention.
Regarding the time (historicaresentfuture) dimension, the teachers mentioned they gave examples
of alternative/social movements that became mainstream. The principal researcher observed all of the
abovementioned teaching behaviors. In the second course, the students were given more time at the
bednning of each lesson to share experiences and insights. This part was expanded in the second
course because, compared to the first course, the students already knew about alternative movements
and could give more input. Dialogue among teachers and theipgai researcher yielded ideas on
how to achieve more idepth knowledge.

Inthet e ac her s § allewing mard tiena forestudents to tell about their experiences
and insights led to interesting conversations and a further elaboration of the Wgachers
mentioned the difficulty of combining the broad scope of the course, which included two themes and
several curriculum guidelines, with-ttepth knowledge. One teacher noted that students find it
di fficult to form an mpgasilyabouttheméeMesstheir lvas,umiat imatd s t a
happened in their |ives, rather than about a gl
this teacher had to be more directive.

Moral domain. The guidelines in the moral domain involbeth ethics and values. One
guideline relates to ethical sensitivity, the awareness of the ethical aspects of a situation, which
includes the ability to see something from the perspective of someone else. This is an aspect of
intercultural sensitivity(Holm, Nokelainen & Tirri, 2009), another guideline in the moral domain.
Intercultural sensitivity is the competence to act in different cultural situations and contexts. With
regard to values, the curriculum guidelines are a consciousness about one's ewavalell as the
different values that underlie approaches to current societal and global issues. Attention should be
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drawn to values concerning the dominant ideology of-limwalism and mainstream thinking
(Andreaotti, 2006).

The formal curriculumincludes a lecture on the history of ethics (the great thinkers of
antiquity) in the fourth course meeting, accompanied by a homework assignment on ethical
experiences. The team discussed whether to focus on ethical choices at the level of the individual or
in the aggregate: ethical behavior of persons or groups in society, like the media, politicians or action
groups. Both levels were featured in the formal curriculum.

Regarding values in thiermal curriculum the theme 'alternative movements' entailstact
with nonmainstream valueshé formal curriculum includes contact with students from a- non
western country to discuss the value and significance of ideas and findings in another €oetext.
development team discussed the concept of justice anddagrat the course was meant to help
students discover the meaning of a more just society. The team gathered materials on alternative, non
mainstream approaches and opinions such as articles, documentaries, magazines, and web links.

Ethical sensitivity vas a recurrent topic in thaelivery of the courseOne teacher started a
conversation in which students shared examples of what they perceived as their own unethical
behavior, and students were given an article about ethics in research in another caritesdl (on
children in South Africa).

Regarding values in thdelivery of the coursegontact with students from another (hon
western) country could not be arranged in time. However, ¢laehers regularly shifted the
perspectivein class asking for nstance how something would be perceived by a girl in India.
Different layers of culture were discussed; for instance, several maps of the world were shown, each
with a different projection depending on what
guestion O6how do you view the worl d?6é at the berc
said there is no right or wrong answer; all insights are okay, just keep an open mind. Students could
formulate their own definition of alternative movem® for example. Attention was devoted to
critical reflection on values and opinions in specific lessons, for instance on where values and norms
originate, on awareness of judgments and prejudices and on conformism. In the second course, lesson
7 was dediated to helping students connect more strongly with the course content by exploring what
it meant to them. Students answered straightforward questions: what are your values and norms?;
what is your ambition?;and what would you like to change and how cgou do that?

The main thrust of the course, in tteachers' experiencés showing different perspectives,
their possibilities, and restrictions. Teachers indicated that several students discovered that there are
many sides to alternative/social movertzeand that these are much more complex than expected. At
least some students were willing to look critically at themselves and sometimes talked to a teacher
about this. Facilitating a stronger connection between students and course content in leseen 7 of
second course turned out to fit in well at that stage. By then, the students knew each other and there
was trust and openness in the group. The students were attentive to each other, asking questions and
discussing the answers, which helped them nohkées and be honest and open.

Social domain.A curriculum guideline regarding the social domain is contact with people
outside the studentsé own social/cultural group
raising awareness of their relatiyeprivileged position (Strand, Marullo, Cutforth, Stoecker &
Donahue, 2003). In the Dutch context, this is especially important because of early tracking in the
educational system and socioeconomic segregation in the school system (Schmidt, Burrodghs, Zoi
& Houang, 2015).

Another guideline in the social domain is meeting positive role models. These are active and
socially engaged people who possess the courage, persistence, and confidence that they can make a
change for the better. By setting an exampglech people can strengthen the students” belief that
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change towards more justice is not only possible but worth aiming for and committing to (Colby,
Ehrlich, Beaumont & Stephen2003).

Regarding thdormal curriculum the theme of the course combindsnegents of the social
and moral domains of GJCE. Alternative movements can provide positive role models and their ideals
are not mainstream. Examples of alternative movements students learned about are: Mieslab, a social
laboratory experimenting with conqgg s f or the economy and society
basic i ncomeb6; and O6Grunneger Power 6, a cooper al
the province of Groningen. This encounter with alternative values can help students clarify and
develop their own beliefs. Some other guidelimesthe social domain are pursued by doing an
internship at such an alternative movement, where students are likely to meet up with people outside
their own social/cultural group.earning from community leade (positive role models) underpins
the assignment to conduct an interview during the internship. The team reconglidenadhe of the
theme al ternative/ soci al movement sé or 6al terna
collectivity and justie (Collom, 2007).

Whendelivering the coursethe teachers used the wording alternative practices and showed
short films of such practices and movements. Further, contact with people from different social or
cultural backgrounds did occur during theemship. Teachers emphasized the importance of the
interview about the ideals of the group where the studenthdidinternship.

In the teachers' experiencahe students' interest and empathy was triggered by contacts
during their internship. Severatudents said it affected them; one, for instance, said she did not
simply walk past a homeless person anymore.

Experiential learning. The GJCEqguidelinesinclude experiential learning in civic contexts,
as students should be active and emotionallyagegl in their work to enhance civic and moral
learning (Colby et al., 2003). Moreover, the social and conceptual ambiguity and complexity of civic
contexts challenge students to think deeper and refrain from drawing superficial and obvious
conclusions (Cdily et al, 2003).

The formal curriculum calls for a15-hour internship at an alternative/social movement.
Students conduct an interview about its ideals and views on a better world. They also make a small
contribution to that group. The internship cando@e alone or with a fellow student. Students reflect
on their experiences in Blog 4: Describe and analyze yqergnces with your internship.

Teachers considethe internship as a key element of the course. They heard enthusiastic
reactionstotheistr nshi p and think it might have influenc

Honors teaching. Three conditions of the learning environment are considered especially
important for highability students (Wolfensberger, 2012): freedom, academic challengk, an
community. All three were met in the formal and in the operationalized curriculum, as follows

Freedomwas offered by giving students the opportunity to choose both a global issue and the
subject of and place for their internship. They could choose tinenprearranged internships or find
one themselves. Several students took the opportunity to organize their own internship. Furthermore,
for the final assessment, students were free to choose the form in which to present their insights (a
0 h a n d b o lobaléitizéns)r Thig freedom was appreciated by several students, one of whom did
not have possibilities for this kind of creativity in his own program.

Academic challengevas incorporated in several ways. First, the group had a heterogeneous
backgroundregarding the content and subcultures of their educafiorthermore, delving into a
global justice issue and alternative/social movements was both novel and challenging. The teachers
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noted that students were not used to talking about such issues. Batsidests had to characterize an
alternative movement themselves without being provided with a definition. In the same vein, they had

to find their own criteria to answer Owhat i s a
so the challenge as difficult for some students, as the teachers perceived. Finally, the teachers often

made a change of perspective. For instance the
someone el se, when asking 6How would this be for

Comnunity was addressed in the following way3.he course was scheduled to meet one
evening every two weeks in keeping with the regular planning of these programs at the institution, not
by choice of the development team. Also, students followed their regdgram at their own
department, so they normally did not meet in the interim. These circumstances required extra
attention for communitp ui | di ng. The first assignment was t
come from?06 and t o midatedinamalirgooapd. Alsooraactidg t@aeaah oteet'su
blogs can stimulate the exchange of knowledge, discussion, interest in one another and curiosity about
each otherds viewpoints and perspectiveshe The F:
development team was used to communicate news, interesting readings, lectures and meetings or TV
programs. Finally, students were encouraged to meet up in between course meetings.

Differences between studenfBhe teachers noted that the participatimgnors students
differed in their knowledge, awareness, and ambition regarding social (justice) issues. Reflecting on
how they handled this divergence, the teachers concluded that it might be alright that not everybody
could immediately process questionsimformation. Giving students the freedom to do things their
own way, for instance find their own internship, probably helped serve different levels of knowledge,
awareness, and ambition. Facebook was used to provide input (information, articles, fexeints)
eager students. Sometimes students formed pairs and could support each other's decisions, for
instance about the approach. Also, when students were especially interested in a topic, the teachers
could lend them a book. One teacher was struck bdifferences between honors students in their
pro-active stance.

Conclusions, discussion and limitations

In this pilot study we investigated the development and delivery of dadd2undergraduate
honors course for critical global citizenship entitlesti8ty 2.0. It was built on theotyased holistic
curriculum guidelines Global Justice Citizenship Education (GJCE) involving the knowledge, moral
and social domains and advocating experiential learning. The study was conducted at a university of
applied siences in the Netherlands. This pilot study can inform similar programs all around the world
and help them to develop contents and methods for the haolistic citizenship development of honors
students.

Regarding our first research question:

What was theadded value of a development Regarding the question (RQ2a): How

team including teachers and students? Theid the curriculum guidelines GJCE shape the

results indicate the importance of equality andormal curriculum?, it can be concluded that

team spirit. The two teachers experienced thahost of the gidelines in the moral and social

these conditions positively influenced thedomains as well as experiential learning in civic
atmosphere in class. The team's composition arghntexts are manifest in the formal curriculum.

way of doing things further enabled eachHowever, attention for root causes of injustice, a
member to contribute and take the lead irkey guideline in the knowledge domain, was not

aspects of their competence. The teacherpanifest in the formal currc ul um o f 6Soc
mentioned that they liked the theme, could ge2 . 0 6 . I n part, this may be
along well, and were happy to do something thegourse. Indeed, alternative movements do not

were good at. It seems that autorypm necessarily seek to change the existing social
relatedness, and competence were addressed, salucture, since they might rather create an

of which are important for sethotivation (Ryan alternative to it (Collom, 2007). The teachers

& Deci, 2000). also felt that the short duration and wide scope
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of this course made it difficult to go into more guidelines GJCE might improve its possible

depth. When developing a similar program, itvalue as a basis for courses aimed at critical

could be of importance to consider both theglobal citizenship.

length and theme of the course in relation to Regarding our third research question,

possibilities for studestto gain insights in root about honors pedagogies (Wolfensberger, 2012),

causes of injustice. Another explanation for théoounded fredom and academic challenge seem

lacking attention to root causes of injusticeto be a good fit with justiceriented citizenship

might be that for one of the teachers, sociaéducation, which does not aim to impart a fixed

justice was not a main pedagogical goal irset of truths or critiques about society and its

(honors) teaching. Therefore, taking time tostructure (Westheimer & Kahne, 2004). Indeed,

discuss the importance of the political dimensiorireedom for students in choagi content and

in global citizenship education (Veugelers, 2011jorm is manifest in the formal and

between course developers is recommended. operationalized curriculum. Challenge was

embedded in the multiple disciplines represented

Regarding the question (RQ2b): Howi n t he group, the interdis

did the curriculum guidelines GJCE shape th¢ usti ce i ssued and Oalter

operationalized curriculum?, thresults indicate well as the multife perspectives teachers

that the teachers elaborated on the curriculunmcorporated. The third aspect of honors

guidelines in each domain. Teachers confrontegedagogies, community, was implemented as

students for making ungrounded judgmentéeamwork, both in class and for homework, and

(knowledge and moral domain); kept askingfoi n t he assignment to react

arguments (knowledge domain); gave exampleSince students asked for more contact, a

of alternatie movements accompanied byFacebook gup was started. Community

questions (social domain); posed reflectivebuilding warrants extra attention when students

questions (all domains); and devoted mucldl o n 0t me et up on a daily

attention to perspective (moral domain). Furthermeetings are held just once every two weeks.

the teachers emphasized opeimdedness.

These teaching behaviors correspond to features  Other lessons from our pilot study that can

of justiceoriented education (Westheimer & be used when designing a similar course are the

Kahne, 2004). Although the findings reportedfollowing. First, although the formal curriculum

here ar e bas e drepatnwhithe avashsieuctgrall in @ evhyfthat it started with the

may be considered a limitation of this study, thestudents (relating their background to their

researcher 6s i nf or ma Values and spinionslaand expanded wohembrace
attending the lessons are congistavith the global society, teachers observed that students
t e a ¢ h erepsried belaviofs. sometimes kept a datce in discussions where

they did not make the connection with

The data also provided suggestion fothemselves, their lives, and attitudes. The
adjustment of our GJGRuidelines. Attention to teachers therefore introduced a method to
collectivity is an aspect of justieariented civic support students in helping each other to
education (Westheimer & Kahne, 2004), asstrengthen this connection. Second, honors
social change is often thesult of a collective students differ conderably in preactivity,
effort (see also Friedman, 2000, on identittknowledge, and awareness of (global) societal
groups). The dialogue between teachers and thgsues (Achterberg, 2005; Rinn & Plucker, 2004,
principal researcher indicates that attention t&chutte et al., 2014) and teachers have to find
collectivity could not be taken for granted. Itways to deal with these differences between
seems that explicitly adding the role of thestudents.
collective with respect to social change to our

Equality and openness in thevééopment team and the use of theoretical based curriculum
guidelines, resulted in a course teachers have faith in and are enthusiastic about. We hope our work
helps others build courses preparing students for their future role in society as criticalfomeied,
and committed global citizens. Especially their commitment is imperative, given the severity of global
issues our world is facing.
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Appendix 1:
Lessons table 6Society

Making acquaintance, identifying reasons for participating, €apens.
First exploraibn theme; introduction final questions and assessment.

1 Introduction assignmenpresent yourself in a mood board: which messages did
get? Write about assignment 1 in Blog 1.
Sharing experience: mood board
) Theory, definitions: Socialization and dormism.
Assignment: Alternative practices: map what you think is included in this. W
sources did you use? Why those? Ask at least three other persons.
Sharing expeence: alternative practiceSheory (sub)culture and examples curr
themes (basitcome; refugees).
3 | Define and refine: definitions needed to be able to gathelepth knowledge
Introduction assignmen€hoose an internship. Why this one? Define a learning
and make an action plan. Determine theme. Why this one? Write Blog 2.
Sharing experience: choice internship, plan and purpose and theme.
Introduction ethics: origin, definition, ethical behavior, ethical sensiti
4 | AssignmentsBe alert to and write down: ethical behavior of yourself and oth
statements in the mediaga&rding ethical aspects. Choose a dimension and fur
explore your theme. Write Blog 3.
Sharing experience: inspiratian,nt er ns hi p, et hi cal d
5 Discussion/eébate: Open space methodology.
Assignment: Look for information about interviewing, k& abstract to use a
guideline. Bring it to course meeting six.
Sharing eperiences: ethical experiences.
6 Introduction views, convictions, paradigm shifts: How do you go about it; th
ethical sensitivity: how can you deaith...;
Assignmentinterview(s) at your internship. Write Blog 4.
Sharing experiences on interviews/ internship
7 | Introduction final assignment.
Assignment Preparation of final presentations; Write Blog 5.
8 | Final presentations and evaluation.
48 International Journal for Talent Development and Creativiyl), August, 2017; an8i(2), December, 2017
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Mathematics and Science Olymiad
Studies: The Outcomes of Olympiads
and Contributing Factors to Talent
Development of Olympians

James Campbell ; Seokhee Cho 1; Kirsi Tirri 2;
1St. Johnods Uik Wniversitysof Helginki, RihBufd

Abstract

The purpose of this article is teview Mathematics and Science Olympiad Studiése studies undertook the
task of evaluating the effectiveness of chemistry, math, and physics Olympiad programkibyg tfewn their
participants from the inception of these programs. The main reseaestions were: Do these competitions
generate creative professionals in Science, Technologyn&stgng and Math (STEM) and do their graduates
make important contributions? What are the crucial factors for their success in STEM careers? To answer these
guestions, surveys and instruments were synthesized andistgngd to Olympians and to their parents. For
11 years, 1,093 Olympians in six countries were tracked down to find out their careers and their
accomplishments and the factorsiibuting to these successe¥hese academic competitions were found to
make a strong contribution to STEM talent development and produce creative STEssipnafis. Crucial
contributing factors commonly found across countries were:
1. Early recognition of STEM talent armnducive home environment;
2. Specialized challenging programs for developing strong STEM foundationgppodunities to participate

in STEM activities and competitions during the schooling period; and
3. Strong motivation and efforts on the part of the Qbyens for success throughout the depenental stages.

Keywords: Mathematics and science; STEM; olympiadent development; crossultural

Introduction

Every educatds ultimate goal is to develop childirtalents. This goal becomes especially
challenging for teachers and parents when children exhibit extraordinary talents. This article is about
an alternateproach (academic competitions) to nurture STEM talents.

Plato recommended providing such programs for the gifted, but it was China yRastyd
141-87 BC) that instituted examinations to identify the gifted for civil service positions. Other
dynasties (Tiang, 920L127; Sun 62955) expanded and codified the extent of these examinations.

With the development of intelligence In New York city, Hollingworth [24]
testing instuments (1891918), Lewis Terman used this test to isolatever 100 exceptionally
[48] and LetaHollingworth [24] realized that gifted students. She also started a special school
gifted students with exceptional talent could befor such students. The one alternative available
identified. Using the newly develop&fanford in the 1920s to 1950s for gifted students was
Binet test, Terman[51] launched hisGenetic acceleration (grade skipping). Placing such
Studies of Geniugn California. His esearch students in advanced grades provided
team tracked high 1Q students over decades anthdlenges. But American schools did not
concluded that these 1Q tests do not predict whahitiate programs for the gifted and talented until
direction the achievement will take. Both after World War Il. After the war, schools
interest patterns and special aptitudes playnstituted a number of alternatives that included
important roles in the making of a gifted separate classes within schoolsprighment
scientist, mathematician, mecfig artist, poet, programs, compacting, sedticirg, Advanced
or musical composer [53]. Placement (AP)courses, pulbut programs,
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cluster grouping, summer ggrams, and full was not the case for other alternative
time schools for the gifted. innovations. Only one alternative the Study
of Mathematically Precocious Ydui{SMPY) a
These programs, unfortunately, did notsummer program, did any systematitlde/-ups
produce  enough  Science, Technology,[31, 32, 42, 59].
Engineering, and Math (STEM) scientists to

meet nabnal demands. Eventually, the need for Another intriguing  question  for

STEM personnel instigated Intetronal STEM e ducat or s and Whae are the c her s
Olympiads. Professional organizationsinfluential ~ factors for STEM  talent

undertook programs to foster the developmend e vel opment ?0 Sever al stu

of talent in their own technical domain. Threefactors that are influgial for talent
professional organizations (American&mcal development. Various psychosocial factors were
Society, The Matbmatical Association of found to be related to productive creativity of
America, and the American Institute of Physics)talented individials. They include general and
initiated programs to identify the most talentedspecific abilities [30], interest [33, 41, 46],
students in their domains (Chemistry, Math, andnotivation [14, 39], and opportunities for
Physics Olympiad competitions). In these appropriate learning [41, 45, 47, 59, 65].
programs athentic peiormance, not IQ tests,

were essential in selecting students. These Not many studies examined the
programs  provided extremely Iémted influential factors along the developmental
individuals in STEM with indepth domain stages of STEM talentnfluential psychosocial

experiences and social supports. variables change as talented individuals go
through developmental stages across their life
The nature of these programs is alignedspan [44]. In order for abilities to be

with theoretical and empirical stieg$ which are transformed into competencies, reatd
based on the Tant Development Paradigm [13, recognition of talents and early provision of rich
21, 39, 43, 44]. The Talent Development and conducive home environment will help
Paradigm acknowledges that STEM talent takegtalented children fall in love with activities in
a unique developmental trajectory. STEM talentspecific domains such as music, matlagics, or
is demonstrated early with strongtérest and figure skating. However, there is very little
abilities in matematical and spatial reasoning literature about the influence of family and
(30). This paradigm emphasizes motivationteachers in the early stage of STEM talent
timely opportunity for training, coaching, -in development. During the middle stage when
depth domain xgperiences, and technical and most of the Olympians participate in
social support as crucial factors for STEM talentcompetitions, their competencies are
development [12, 15, 17, 20, 36, 37]. transformed into exptise. During this process
teachers and mentors are cruckbr example,
The fundamental question that needs toin specialized science high schools, students are
be answered for these schiealsed or engaged in research invoig real problems and
professional organaion-based talent nurturing the modus operandi of a profession
devel opment o thesg pragnams [O]s STEM @ent development requires long
achieve their objectives; i.e., do their guatts term involvement in STEM domains. It is
sel ect S T E MReseaacheesenees] 2anecessary to pretvely develop an agenda in
follow yearly cohorts into adulthood to quantify educational programming that addresses unique
any contibutions. Termais (51) Genetic advancing needs of talentecudgnts [16, 31,
Studies of Genius followed this pattern, but this59].

Most innovations in education by thehsols do not evaluate their product to any extent.
Follow-ups are rarely built into the evaluation process. To fill this void, the acadelyrcpiad
Studiesundertook the task of evaluating the effectiveness of the Chemistry, Math, and Physics
Olympiad pograms by tracking down their participants from the inception of these programs. Do
these competitions generate STEM scientists? Do their graduates make importanitioors?ib

To answer these questions, surveys and instruments were synthesizadirandtered to
Olympians and their parents. We spent 11 years tracking down 1,093 Olympians in six countries to
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find out the careers they chose and their accomplishments. As of 2006 the oldest Olympian was 41
and the youngest was 16.

Methods and Data Surces

The international Olympiad studies began in 1995 with research teams in TaiwarigWu
Wu), Mainland China (Zha Zixiu), and the United States (Campbell). In 1997 additional teams
joined the project from Germany (Kurt Heller), Finland (Kirsi Tiranhd Korea (Seokhee Cho) (see
Table 1- found at the end of the research or p. 21). Furthermore, researchers in Japan [Hirano, 23]
and Russia [Kukushkin, 28] cortitited articles about the Olympiad programs in their countries.

Tablel: InternationalAcademicOlympiadPrincipallnvestigatorsand Samples.

Samples N
American Olympians (1998007) 335
PI: James Reed Campbell, st. J

German Olympians (1998007)

PI: Kurt Heller, University Munich

Finland Olympians (1992007)

PI: Kirsi Tirri, University of Helsinki

P.R.C./R.O.C. (1992000)

Pl: P.R.C. Zha Zixiu Chinese Academy of Science 71

Pl : R.O.C. WtiTien Wu, Taiwan Normal Univsity

Korean Olympians (2062007)

Pl: Seckhee ChoSt . Johnés University
Totals 1,093

235

165

277

Our studies are retrospective in nature because we asked the Olympians and their parents to
supply information about the Olympians when they were growing up. Our fundamental research
guestion wa s, i Wh at factors contri duwtnegd ?20r Obrr
inspiration for doing these glies originated from a deep appreciation of the Terman longitudinal
studies that began in the 192830s and continues to this day [48, 49, 50, 51, 52].

Terman [51, 52] wanted to find out if developing taleatle led to early burnout (early
ripen, early rot). He found that many of his gifted subjects did not burn out and led productive lives.
Some, however, did not. His subjects were mainly high 1Q individuals.

The Olympiad programs require extensive dionfamowledge. High school students take a
series of technical exams to emerge as the top 20 students in their country. We have representations
from the US, Asia, Europe and from one of Mmrdic countries

The Olympiad studies are unique in devotst much effort to parents. We sent parallel
surveys to parents and included an instrument that captures the pawesitement dimensions used
during the dev@pment years. These surveys used mixed methods producing botitatjuarand
gualitative déa.

The principal investigators and their talented colleagues collaborated extensively with data
collection, analyses, statistical methods, and publishing throughout the many years of contact. This
collaboration degened our own research expertise.

In getting the same information from the Olympians and their parents, we were able to
validate the riformation that was collected. In order to secure qualitative data, we included open
ended questions for the Olympians and their parents.

For researchers néamiliar with the Olympiad studies, the excerpts below list key findings
from some of the articles and research papers presented at international meetings. For each listing the
authois cantribution is included in the reference section.
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Major findings of Mathematics and Science Olympiad Studies

Evaluation of Olympiad Programs

The first round of studies with the Math OI
achieved as much without the Ol ympiad program?o0
90% of their parents expressed the view that the Olympians would not have accomplished as much
[64, p. 538]. The Taiwan Olympians (66%) expressed the same view [60, p. 530], and 76% of the
American Math Olynpians and 70 % of their parents voiced the s&mkef [3, p. 504]. To
understand these conclusions consider the national recognition provided ropi&lyprograms
which helped them to get into elite universities.. The American Olympians were recruited into
ongoing research programs under way atghasversities. In subsequent rounds of data collection,
the same fidings occurred. Keep in mind that our principal investigators had no connection to these
programs and were seen by the Olympians and their parents as objective evaluators.

Gender Gaps

After the second round of data collection, our international researchers reported large gender
gaps in the three STEM domains. The German Olympians had the largest gaps between males and
females (math 35:1; physics 95:0; chemistry 10:1). Math had teefegaale Olympians. We then
conducted five qualitive follow-up studies [54, 29, 18, 6, 63, 11]. One introductory article [2] and a
summary article [35] acegpanied these articles. These studies interviewed both male and female
Olympians and asked tineviews about these gender gaps. The key findings attributed the causes to
cultural forces in each of the countries.

In Gemany the male Olympians placed the blame on the bias by teachers against girls. The
male Olympians dieved there was really nalent differences between the sexes. In Korea, female
Olympians attributed their success to the support from their family members. Himaish
Olympians identified early reading and math experience as influential more than females did. The
male Olympias had been given more early encoemagnt in mathematics and the sciences [54] and
had taken part in more competitions than the females [54, 58]. Both males and female Olympians
identified international coperation as the single most influential factor &wademic success and
then a spportive partner as critical to their success [58].

Peoples Republic of China Olympians
Mainland China started their Olympiad programs in 1985. Nevertheless, by 1996 ten million

students participated annually. Speciadgrams for the gifted are credited with nurturing the Math
Olympians [64]. These programs are initiated because the Chinese believe that these gifted students
will emerge as leaders in the next generation. This research team isolated four factomythat th
believed are respoide for developing such extraordinary math talents:

APositive home atmosphere and parentsd influenc

A Solid foundation in math provided by the schools;

A Guidance and encouragement of excellent teachers; and

A Psychological stability and effort by the Olympians.

Republic of China (Taiwan) Olympians

In Taiwan, due to the Chinese cultural tradition, gifted education is a top priority with the
expectation that children in such programs will become the leaders in thgeeeration [60, 61,
62]. Taiwan began its Olympiad program in 1991. Most of the math Olympians identified were first
born in their families, came from higher SES (Sd€mnomic Status) families, and reported that
their teachers were critical in the véopment of their talents. Most of these Olympians can
concentrate easily, prefer thing to memorizing, are curious about many things, were involved in
extracurricular activities, were lagly independent, and were good time managers. Also critical in
their development were conducive home atmospheres where mothers provided more intellectual
resources and more monitoring than fathers.
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Japanese Olympians

As of 1996, in Japan there were no gifted programs for the academic Math Olympians [23].
Hirano [23]believes that the system of standardized and conformist education is not able to develop
fully such childreds full potential. Math is taught at a high level in Japanese high schools, which
assures a steady stream of talented students to participate @lyimpiad contests. Hmo [23]
points out that 40% of the letalented students cannot understand the math that is being taught.

Russian Olympiad Competitions

The U.S.S.R. (Union of Soviet Socialist Republic) initiated academic Olympiad programs in
1934 [28]. This innovation spread first to the satellite countries surrounding Russia, therieimwes
countries, and eventually around the world. Kukushkin [28] provides information about how Russian
mathemadtians and STEM scientists developed the progranbecame so successful and replicated
worldwide.

German Olympians

The German Olympians come from intact families3(2hildren) where parents are highly
educated with higistatus jobs. Over 50% of the mothers stayed at home during theredriidg
years [22]. Parents recognized the disilthlent by 78 years of age. The most important factor
during the developmental years was a conducive home atmosphere where high levels of literacy
existed. Additionally, many of the Olympians attributed theacess to their own motivation, effort,
initiative, and curiosity. Furthermore, German Olympians put more stock in ability than effort. Male
Olympians greatly outhumbered females in Germany (highest gender gap). The German Olympians
also reported hindreces in their schools that included classes taught at low levels of instruction, and
schools not providing sufficient challenges. The German Olympians mostly stayed with their
academic domain throughout their careers.

Finland Olympians

Finlands Olympiars were mostly the firgborn child in large higher SES families [55]. The
mothers in Finland had the highest level of education than any of the other countries pagitipa
these studies. Parents and Olympians reflecting on the three most impamtars that contributed
to the development of their Olympidnslent were as follows: 1. conducive home atmosphere; 2.
homes that included abundant reading resources; and 3. excellent teachiarsd i§iknown for its
excellent teachers. Finland prog&no special programs for the gifted because it is believed that
every child has gifts. nktead, equity is emphasized. The Olympians reported few school hindrances
with the exception of coses being taught at too low a level. However, some of the @&m
reported bullying, harassment, @ance, envy, and jealousy. Asked to identify the most important
person in the development of their talents, the Finnish Olympians iSEf# groupings rated
themselves.

The Finnish Olympiad participants in par@uhave been highly independent learners, and
they attribute their academic success to both ability and effort [56]. Their own interestfoatsd e
have been the key factors in developing their talents and in their career orientations. According to the
Olympians themselves, the Olympiad program increased theicadidence and confirmed the
career choices they had already made. Finnish Olympians have been motivated largely by their own
inner drive. A favorable home atmosphere and the supportive teawlexe helpful, but the
Olympians viewed themselves as the most influential person in developing and actualizing their
mathematical talents (57). In higher SES families they also rated their parents. Furthermore, middle
and low SES families, also listeldeir teachers.

Korean Olympians

Korean Olympians were mostly the fitsbrn or only child (54.5%) in families with high
literacy where their mothers recognized their talents during the preschool years [10]. Most of these
Olympians did not attend progranfisr the gifted, but 71.4% attended specialized science high
schools. The most importantcfars that fostered the development of their talents included: parents
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recognition and encouragement, cocisle home atmospheres where high levels of literacyexkist
acceleration (skipping grades), taking advanced courses, and téathmysrt. Almost all of the
Korean Olympians enjoyed reading books. These Cilgngy however, reported certain negative
school influences such as poor and disrespectful teachéraairenough challenges in their high
school classes. Shim and her colleagues [40] found 277 Korean Olympians in 2005. Among the sixty
Olympians who responded to the survey, 74.4% majored in natural sciences ianeeremg, 20.4%

in medical science, and®% in other fields.

American Olympians

The doctoral degrees earned by the American Olympians are listed in Table 2 (last page of
research or p. 22). We included law degrees because some of the Olympians transitioned to careers
outside their dmains. Mat of them got their doctorate at age 30. As the years proceed we believe
that more Chemistry, and Physics Olympians will get their doctorates so that the American average is
50%. Most American Olympians graduated from the most prestigious universitiesK order: 1.
Harvard, 2. MIT, 3. Princeton, 4. U.C. Berkley, 5. Stanford, 6. U. Chicago, 7. U. lllinois, 8. Duke, 9.
Cambridge (UK), 10. Cal. Tech.).

Table 2: American OlympiangDoctoral Degrees (Ph.D., MD, JD) (2007).

Domain Age Range Percertage
Mathematics 1551 57
Chemeatry 1542 49
Physics 1539 41

We have data from 70% of the Physics and Chemistry Olympians and 90% of the Math
Olympians. Virtually 100% of these individuals have earned college degrees. In terms of careers,
most of the Qfmpians end up in three STEM areas: university professors, computer, or scientific
occupations.

In terms of publications, the 90 young Olympians (ageg22)6averaged 5.09 publications;
the 131 early career Olympians (ages223 averaged 15.86 publioats; and the 124 mature career
Olympians (ages 301) averaged 49.14 publications. By 2007 the total publications for these
Olympians was 8, 629.

The American culture places value on sports and competitions [7]. Some Chinese educators
see this as a @ weakness, but the Americans have turned it into an advantage. There are 265
academic compgions in the United States in every academic domain [25]. Eighteen percent of
American secadary students (grades1®) participate in competitions [7].

Ove 50% of the American Olympians were immigrants or the children of immigrants [3];
therefore, this was a way for levelling the field of opportunity to newcomers. Most competitions are
not run by the geernment but maintained and nurtured by teachers whspdo provide challenges
to these teented students. This grass roots origin is one of Anw@risengths. The Olympians
were mostly the firsborn child (66%) in small (1.4 children) professional families with fstgius
jobs. However, some Olyrgms came from very low SES families. Most of them attended public
schools (84%) where 56% of these schools provided programs forté gif

Two negative hindrances were reported by the Olympians about their schools: 1. negative
effects in the elementaischools where precocious children were taunted for their talents; 2. school
hindrances (poor or disrespectful teachers, classes taught at too low a level, boredom). The factors
that had positive effects on the Olympian ldagn productivity included aconducive home
atmasphere when they were growing up and early recognition and encouragement of their talents by
their parents [4, 8].
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Discussion

The key finding is that home studies [1, 30, 31, 41] found. On the middle
based/schoalelated factors account for the developmental stage, establishing solid
development of Olympids talentsas adults foundation in math through challenging
[33]. Regarding home factors, a conduciveprograms and ewocragement by excellent
home atmosphere during their growdng years teachers were reported as critical factors for
was largely responsible for the development okuccessful STEMtalent develpment [41, 45,
their talents. Another home factor, namely, the17, 59, 6%
familys SES, also contributed to their
development. High S families provided the In addition, psychological traits and
needed intelletual resources. efforts of the Olympians at all stages were

essential for their ggess as found in pvious

With regards to school factors, negativestudieg14, 39. The psychological traits include
effects during the early school years hadmotivation, initiative, cuosity, independence,
damaging corejuences on the development fortime  management  skills, and  strong
some of the American Olympians. The youngconcentration. However, attribution of their
prodigies had serious ndge cafrontation success or failure was different among
with their peers. Hindrances by teachers an®lympians from different couries [5].
administrators were also experienced by manjuropean and Nordic Olympiantrébuted their
Olympians. These obstacles proved frustratinguccess to their own motivation, effort,
to the Olympians and their gats. In almost initiative, and curiosity, whereas, more Asian
every country the Olympians mentionedand Ameican Olympians attributed their
teachers thatvere disrespectful to their talents. success to parents and teachers [34]. These
Some Olympans reported knowing more about differences could be fromhé cultural influence
their subject than their teachers; classes taught af individudism versus group collectivism.
too low levels; and schools not providing
enough challenges. In early school years some Olympians

experienced negative school atmospheres and

It was surprising to find some teachers. Ewpean Olympians responded low
Olympians with low motivatin. Our recent level instruction as a hindering factor, whereas
studies have labelled this factor as Lowin China, JapanKorea, and the United States,
Ambition.  Our studies of adult Olympians Olympians responded that they were provided
found that low ambition continues into their with challenging pograms regardless of the
careers and lowers their productivity [4]. existence of gifted education programs. More

than half of the American schools provided

Crucial factors for STEMalent programs for the gifted. Some Korean and
development emerged along the develeptal American Olympians reported disrespectful
stages as well as suggested by various theori¢sachers toward their talents as himadg
based on the Talent Development Paradigm [1Zactors.

15, 17, 20, 36, 37, 44]. @oerning the early Would it be unrealistic to expect school
developmental stage, positive or conduciveeachers to provide appropest-challenging
home atmosphere, pareditgecognition of programs to these STEM talented students in the
talents, and high SES édmilies providing rich school setting? If formal recogimh of the
intellectual stimuli were very dical. These STEM talent is made, would it be gsible for
findings are very similar to what many otherthem to be provided with appropriate programs?

Conclusions

Our Olympian studies confirm crucial factors for talent development along the
developmental stages. In different countries differentofacwere reported as more crucial for
success of the STEM Olympians and their subsequent productivity. However, there were some
commonalities. The crucial factors commonly found were:

A Early recognition of STEM talent and conducive home environment;
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A Spedalized challenging programs for developing strong STEM foundations ppmftanities to
participate in STEM activities and competitions during the schooling period; and

A Strong motivation and efforts on the part of the Olympians for success throughout the
devdopmental stages.

Developmental trajectory of STEM talent starts early [13, 31, 44]. Since early recognition of
STEM talent by parents is crucial, more attention needs to be paid to the-t@aleekéd children
from socioeconmically disadvantaged failies. In addition, many STEMN&alented students might
still have negative experiees in their schools due to lack of respect for their talents and lack of
challenging programs. In this environment, Olympiad programs and competitions are essential for
developing STEM talent of youths outside of their schools. Gender gaps still exists in most countries.
Female students need more support and encouragement from teachergmisdgaparticipating in
STEM-related activities and competitions.

When our stugs were underway, we were not aware of the 4muilbias among
psychologists and educators against competitions. Alfie &ohn[ 2 6 ] No boatesk Tlie case
against compéiond6 gai ned nati onal and then internation
extrinsically- structured comgiitions, and he assumed that competitions were based on aggression
and incompatibility. However, the book had a chilling effect for researchers doing competition
studies. Marta Fulop (Hungarian Academy of Sciences) saw wllications as a significant
blowback against this bias [19]. She found very little empirical evidence to supportsKi@i
book. Our datariven studies provided the support she needed to fight back.

Limitations

None of these international studiassembled control groups to bolster their claims of
increased productivity for their academic Olympians. The U.S.S.R. initiated the Olympiad
competitions in 1934 wlibut any thought of including control groups, and the nations that have
adapted these pgrams over the next decades have followed the same framework. The goal was
identifying talent within the STEM domains and then to nurture it for the good of the state.

How many of the thousands of Olympiad participants should be recognized and selected fo
advanced training? The Olympiad competitions limit the numbers to only 20 individuals for most
nations, and then to only six for the yearly international competitions. Such drastiéfscut
obviously miss many talented STEM high school students. Theipal investigators for our
Olympiad studies acknowledge this shortcoming. But there is a cost for increasing the numbers
selected, and govaments find it hard to justify this cost when their schools are supposed to be the
main pipelines for STEM tate.

Another limitation of these studies concerns women and minorities that are underrepresented
in the STEM professions in all the countries that joined us in this project. This is an issue for the
people that run these Olympiad programs. Our studig® wene by researchers not connected with
the programs. Coegquently, we can only communicate these concerns to the policy makers running
the programs.

Our studies are retrospective by design. We asked the Olympians and their parents to
remember their kildhood and share with us how their talent was developed. Much of the
information we collected cmerned factual matters that were verified. But some involved critical
incidents that had consequences for then@igns and their parents. One limitatiointhis approach
is that maybe the memories of the adult Olympians or their parents are not accurate.

The final ' imitation concerns the Al oserso
paticipants and so few winners is it fair to the overwhalmumber of participants who do not win?
Every student that enters the competitions must gain some adwdomaih knowledge. Some
students gain a great deal of subject matter, while others just gain some extra knowledge beyond what
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is already availablén their high school STEM coursesHowever, is learning suchdsanced
knowledge ever a liability?
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Diverse Insights Revealing Nuances of
the Culture-High Ability Nexus:
An Interdisciplinary Search
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Abstract

Discovering the cultural dimensions of high ability is analogous to a-kugle creative probleisolving
initiative. dust as the early phases of the creafiv@blemsolving process require bro@dope searches through
diverse data sources, understanding the culiiftedness nexus requires breswbpe excursions through
interdisciplinary scholarly sources that can eaat#eper understanding of culture. Here, we engage in such an
excursion and borrow insights from leading thinkers in cultural anthropology, English studies, political science,
ethical philosophy, and history, and use these insights to generate new whykiofy about the cultural
aspects of giftedness. The foreign concepts analyzed includangirriglativism, mythological archetypes, the
artificial reification of culture, distant proximities that influence personal identity, ethnocentrism and
particulaist morality, differing views of nature, and the influence of critical communities and motley coalitions
in a globalized world

Keywords: Interdisciplinary; giftedness; culture; ethnocentrism; morality; ethics;
globalization

The creative problersolving process requires problem solvers to engage in a broad search
for all relevant data even before defining the problem, let alone formulating and implementing a
solution (Isaksen, Dorval, & Treffinger, 2011; Treffinger, Isaksen, & Dorval, 2006). Analggousl
scholars who want to understand the nature and nuances of the cultural dimensions of high ability also
should engage in very broad explorations that will turn up hidden information about culture. Part of
this broad, exploratory process should entailuesions through multiple academic disciplines in
search of research findings, theoretical perspectives, and philosophical constructs that might be
relevant to theory, research, and practice in-aigitity fields such as gifted education and creativity
studies.

Admittedly, such a search will take us far and wide, and add convolutions to already complex
considerations of the giftednesslture nexus. Unlike scholars of centuries past who could become
polymaths without too much difficulty because the inchoatademic disciplines of those eras
encompassed much less knowledge than we have today, scholars-abilitgtields could become
swamped by large masses of data and constructs from foreign disciplines. The rapid growth of
knowledge in the 20th and Z2X=enturies rakes this problem a likelihood.

Nevertheless, ignoring insights from foreign disciplines is unwise because much can be
gained from interdisciplinary work. First, interdisciplinary searches for insights about culture can turn
up discoveries infields such as cultural anthropology, political science, history, and ethical
philosophy that could reframe some of the ideas we have about giftedness, talent, and creativity.
Second, discoveries about concepts and inquiry methods that are influefdiaign disciplines but
differ from predominant constructs and methods in our own field can break us free of dogmatic
thought frameworks. Dogmatic insularity is one of the most difficult and ubiquitous barriers hindering
academic progress and highility fields certainly are not immune to its clutches (Ambrose &
Sternberg, 2012; Ambrose, Sternberg, & Sriraman, 2012). Third, very complex problems and issues
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require syntheses of insights from multiple disciplines (Ambrose, 1998, 2005, 2009a, 2015, 20174,
2017b, 2017c; Ambrose & Sternberg, 2016a, 2016b; Maki & MaclLeod, 2016; Midgley, 1998;
Nicolescu, 1996, 2002; Suresh, 2013?). Here are some examples:

AThe study of ancient cultures is enriched by
studies of ance nt scripts come ‘together with archae
(Chippendale, 2000; Lowenthal, 2000).

A The growing field of biearchaeology draws together and synthesizes insights from chemistry,
geology, physics, biology, forensic scienceg anchaeology to shed light on human origins and
longrange human development (Larsen, 2000, 2010, 2015). Of course, access to these
synthesized insights would be impossible from within the borders of a single discipline.

A The interdisciplinary field of cagtive science combines contributions from psychologists,
linguists, neuroscientists, philosophers, artificial intelligence researchers, and anthropologists,
among others (Baumgartner & Payr, 1995; Cowan, Pines, & Meltzer, 1999; Johnson, 2009;
Rose, 1998Spivey, 2008; Thagard, 2012).

A The interdisciplinary field of complexity theory brings together chemists, physicists,
mathematicians, biologists, political scientists, philosophers, urban planners, and economists,
among others, to generate understandingutalive ubiquitous phenomenon of the complex
adaptive system (Ambrose, Sriraman, & Pierce, 2014; Cowan, et al., 1999; Miller & Page, 2007;
Morowitz, 2004; Pullman, 1996).

Scholars who wish to understand ancient cultures, human origins and developmetinecogn
processes, and complex adaptive systems must grapple with immense complexity and that is why the
more insightful among them gravitate toward interdisciplinary exploration and collaboration. It would
be difficult to argue convincingly that high abjlifoperationally defined here as any blend of
outstanding giftedness, talent, and creativity) is significantly less complex than the phenomena
addressed in the examples above. Consequently, we feel justified in carrying out a broad
interdisciplinary searghwhich can be viewed as the mdisgling and datdinding phases of creative
problem solving applied to the task of discovering more about theaulitnensions of high ability.

Our intent here is not to be comprehensive. That is virtually imposailale interdisciplinary
search addressing a highly complex topic. Instead, the insights provided in the subsequent subsections
are only examples provided to illustrate the potential of expanding cultural awareness through
interdisciplinary borrowing. Additinal examples can be found in Ambrose (2009a).

Moving Beyond the Notion of Brains in a Vat

Consistent with the enthusiasm for brl@sed learning in general education, professionals in
the field of gifted education have been borrowing insights from seigoce to shed light on various
dimensions of high ability.

For example, a special issue of tReeper Revievattracted leading scholars of cognitive
neuroscience who addressed: relationships between brain structure and human intelligence,
neuropsycholgical profiles of savants, functional brain patterns of mathematical processing

in gifted adolescents, and functional brain patterns of fluid analogizing to a proposed,
expanded model for locating studies of tweaeptional individuals within medical meld

of disability. (Kalbfleisch, 2008, p. 160)

Such interdisciplinary work is noteworthy and sorely needed in our field. At the same time,
Robert Sternberg (2008) published a counterpoint article in the same issue warning about excessive
adherence to theeductivemechanistic approach to understanding high ability.

Consi stent with Sternbergbs analysis, the e
(2000) argued that the growing field of cultural psychology provides a helpful counterweight to
reductve, neurobiological assumptions about human thought and action. The field of cultural
psychology breaks from predominant thinking in psychology and cognitive science, which portrays
cognition as emergent from intcaanial electrochemical processes. Ofirse, these processes are
foundational to cognition but the excessive emphasis ondrardial dynamics marginalizes attention
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to context. Geertz (2000) and Sternberg (2008) contend that context matters. Geertz (2000) put it
simpl y: i Our avatabutnnsour dadies. Qup rminds ane not in our bodies, but in the
worl do (p. 205) . We must remember that cul tur al
dynamics of the gifted mind. Culture is not a mere overlay on the fundamental mechamécbhrain

but instead it is intricately intertwined with, and largely cdnstie of, cognitive processes.

Paying heed to findings in cultural psychology, scholars in our field can gain much from
excursions into Geert z o6nshrogolady.d0r)exardplesnsanypgiftédrbet o f c
iniquitous leaders throughout history have been culturally insular, viewing belief systems foreign to
their own as less worthy (Foss, 2006). Moreover, Persson (2012) insightfully revealed implicit,
cultural insulaity in the scholarship of gifted studies. But if we borrow an insight from cultural
anthropology we can move somewhat beyond dogmatism. Intrigued by the phenomenon of cultural
insularity and concerned about the shortsightedness of those who claim tes possetable truths
while denigrating cultural relativism, Geertz (2000) came up with the notiamtefnti-relativism.

He based this idea on the phenomenon ofatticommunism, which arose during the McCarthy era

in the United States. In reaction aggti anttcommunist McCarthyites who claimed that anyone who
opposed their dogmatic overreaction to the communist threat within American borders must be pro
communist, antant-communists showed their displeasure vbiith extremes, the fanatical right

wing McCarthyism and the communist totalitarian regimes of the era. Along similar lines, Geertz
(2000) argued that argintirelativists could stake out a similar middle ground between extreme,
academic antielativists who adhere strongly to a favored setudfural values and relativists who
portray all cultural systems as being of equal value.

I f we follow Geertzos (2000) advi ce, we Wi |
giftedness can be shaped neither by dogmatic culturatedativists nor by reltivists. The former
will be prone to confining definitions of giftedness within the tenets of a particular culture while the
latter will be unable to perceive ethical problems in the behaviour of gifted individuals whose minds
are shaped by cultures thaterate or encourage unjust or exploitative behaviors.

Mythological Archetypes and Hidden Artistic Talent

Leeming (1990, 2004, 2013), a scholar of English studies, has carried out intensive analyses
of mythology, showing that its impact on culture isfidiflt to overestimate. For example, he
concluded that much of the devastating, kemgn conflict in the Middle East derives from cultural
dogmatism, which is rooted in the mythologies embedded in the three monotheistic religions. To the
extent that giftd political and religious leaders initiate and sustain these conflicts, we can conclude
that the mythological dimensions of culture can warp the behavior of gifted leaders and their
followers with calamitous consequences.

One other insight from Leeming1990, 2013) is particularly relevant to high ability.
According to his analyses, creative artists are most effective when they tap into the archetypes or
myths of a culture (Leeming, 1990, 2013). When we apply this insight to gifted education, we can
hypohesize that gifted young artists growing up in a society dominated by a culture different from
their own will have trouble gaining recognition for their work and will not be identified as highly
talented. Their misdi agn omiwe prabeemsii(h)eheisowrt lack @ nt ed o
immersion in the mainstream culture, which prevents them from accessing the mythological
archetypes of that society; and (b) the inability of adults in the society to perceive their brilliant
cognitive and aesthetannections with deeper mythologies of thimority culture.

This raises questions about the consensual assessment technique, which is used to identify
creative ability (Amabile, 1983; Baer & McKool, 2009; Hennessey & Amabile, 1999; Hickey, 2001).
Unlessthe experts employing the technique are steeped in the minority culture that nurtured the
development of these talented young people, the expert evaluators will be missing an important
dimension of the expertise needed in the evaluative process. Conggahent will be much less
fexperto as evalwuators than they appear to be e
their professional peers in the relevant artistic domain. The sad result is that gifted young artists from

International Journal for Talent Development and Creativigl), August, 2017; an8i(2), December, 2017 63



ICIE/LPI

a culture that is a minty in a particular nation might be ignored by the tatgereening mechanisms
of that nation.

Culture as Reified and Bounded

According to political scientist Seyla Benhabib (2002, 2017), both conservative and
progressive thinkers tend to make the sammeceptual error in arguments over the drawbacks or
merits of multiculturalism. Conservatives tend to argue against multiculturalism because they believe
that recognizing and embracing the values of other cultures will undermine the security of their own,
and this will lead to instability. Progressives tend to argue in favor of multiculturalism because they
want to shield minority cultures from domination by the mainstream sociocultural system in a society.
Both of these arguments are preservationist inshiese that they are aimed at protecting and
preserving one or more cultures from intrusion by competitors.

Benhabib (2002, 2017) argued that both of these opposing perspectives on cultural dominance
are based on simplistic portrayals of culture itselfthBoonservative and progressive cultural
preservationists oversimplify culture by assuming that a particular culture is internally homogenous
and can be defined clearly. As such, its borders can be delineated with precision. Benahbib (2001,
2017) used théerm reductionist sociology of cultured designate this conceptual error of cultural
oversimplification.

One of Benhabibbds (2002, 2017) primary purp
accepting simplistic cultural interpretations that might be tsdegitimize the hoarding of power by
cultural insiders. If powerful ideologues can oversimplify our notions of culture they can manipulate
us into accepting their marginalizing of Aout si
they establh as the ideal for a nation or region. They can establistessipe demands for
conformity.

Implications for the field of gifted studies include the danger that a particular group of
ideologues can define what giftedness is or is not, making seleatibadacation of those with high
ability conform to a reified set of unfairly favoured cultural values that do not accurately reflect the
cultural nuances of the region. In actuality, the dominant culture and the minority cultures in that
region are much mie flexible and fluid, evolving over time by borrowing ideas from one another and
from outside the region. The cultural dimensions of giftedness are far more adjustable than we assume
they are.

Globalization and Dynamic Tensions in Identity Formation

As the phenomenon of globalization has brought the world together througttiginter
integrative communication networks, the problem of cultural and ethnic conflict has been magnified.
While new developments in information technology and the increasimgnationalization of
corporations have generated these integrative, international connections, individuals and populations
throughout the world also are inclined to align themselves with the tenets of a particular cultural
identity. The result is the dynaentension ofdistant proximitiesthe simultaneous magnetic outward
pull of international, global influences (most notably the attraction of Western trends and commercial
products) and the inward pull of local identity and the social cohesion and sdtipityides
(Rosenau, 2003, 2015).

Implications for the gifted can include turbulence and angst in identity formation. Before the
globalizationof the late 20th and early 2tenturies, gifted individuals did not have to wrestle much
with cultural idenity because they tended to automatically align their belief systems and aspirations
with thetenets of their home cultures.

Now they must make decisions about the extent to which they tie their identities to local,
cultural traditions or the competing Wem cultural forces of globalization.
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Ethnocentrism, Particularist Morality, and Demonization

Conflict based on cultural dogmatism has been a major problem throughout human history

and persists into the 21st century. According to critical thinking éxpiie gifted are not immune to

dogmatism, including its cultural variety (Elder & Paul, 2012). Actually, the moral influence of an

individual in the world can be mapped onto a conceptual model of +@itniabl impact (Ambrose,

2009b), which synthesizesects of morality based on constructs from the following:

A There are the conceptions of universalist morality, relational altruism,-gizassm, amorality,
particularist morality, immorality, and malevolence (from the field of ethical philosophy).

A Thereis the PrestyArendt continuum (from ethical philosophy) which portrays the degree of
freedom or constraint individuals enjoy or suffer in a particular society. The continuum ranges
from free consent, to manipulation and propaganda, to coercion andagunstnd finally to
violent repression.

A There is the degree of influence the individual has within a society. This influence can be
fearnedd through talent, intelligence, and cr
education and creative siuce s ) or fAunearnedod through Dbirth |
highly stratified society controlled by an elite (insights here can be gleaned from economics,
sociology, and history).

Based on conceptions drawn from this model, an individual witlexagent or malevolent
dispositions and little talent, creativity, or intelligence can do very good or very harmful things within
a small circle of influence, but likely will have little impact on the world. Conversely, an individual
with benevolent or malolent dispositions and very strong talent, creativity, or intelligence has the
power to exert much more beneficent or harmful impact on the world. This is especially the case if the
individual of high ability is a member of an elite in a stratified dgclecause the networks of
privilege can magni fy oneods influence on the
responsibility of gifted individuals, especially those who come from privileged backgrounds, is higher
than that of individuals with lesbiity.

Given these notions of moral impact and responsibility, attending to the cultural dogmatism
influencing gifted minds becomes more important. Cultural traditions often have the disturbing effect
of confining an i ndi v iwlytoaéntbers ob esrorher@wnaderttity groug i o n s
while making it more likely that the individual will engage in malevolent acts toward outsiders, up to
and even including genocide (Chirot, 2012; Chirot & McCauley, 2006; Moore, 2000). Otherwise
kind individuals and groups are capable of horrific acts toward those they deem impure or polluting.
The fAimpurityo comes from the outossjodahersdturali f f er e
beliefs.

Yet another set of concepts from ethical philosoppplies to this analysis. Gewirth (1998,
2009) distinguished between particularist and universalist morality. Those adhering to particularist
morality typically have no problem extending kindness and generosity to others, as long as those
others are fromheir own identity group. However, in interactions with individuals or populations
beyond their own identity group, particularists tend to see the outsiders as less worthy and subject to
anything from dismissive exclusion to exploitation and exterminationcontrast, universalists
cannot draw strong distinctions between their identity groups and outsiders. While they might favor
those who share their identity to some extent, when crises occur and outsiders need help universalists
feel compelled to providgenerous assistance, even when such action poses danger to themselves.
Political philosopher Kristen Renwick Monroe (Martin & Monroe, 2009; Monroe, 1996, 2003, 2004,
2011) also has done considerable research on these dynamics.

There are implications hefer those attempting to understand the cultural dimensions of high
ability. Aspects of culture such as religious beliefs and sociopolitical and ideological values usually
are the most i mportant factor s i n dilisdiftedhgui s hi
individuals subscribe to particularist identity frameworks they will be inclined to apply their
impressive talents and thinking skills to malevolent ends when crises magnify the differences among
identity groups. They could use their intelledtwdilities to build convincing justifications for
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malevolent actions toward outsiders. Those with leadership talents could encourage large numbers of
followers to attack and to destroy outsiders as did the malevolent leader, Adolf Hitler, who showed
himsdf willing and able to catalyze the Holocaust (Kao2003; Popper, 2005).

In contrast, the powerful talents and cognitive capacities of gifted individuals with
universalist tendencies can be employed for the protection of vulnerable outsiders anewitige
of di vi si ve, i ntercul tur al conflicts within and
approach to the healing of inteultural conflict in the aftermath of the dismantling of South African
apartheid is an iconic example (Popp€0%).

Differing Cultural Interpretations of Nature

The musty, archival mining of historians also can contribute valuable insights about the
cultural dimensions of high ability. For example, Coates (1998) carried -algpiith analyses of the
ways in whichvarious cultures conceive of the natural world and its interactions with society.
Ultimately, he developed the following categorizations (among others) of nature as a:

A Principle, quality, or essence that shapes the ways in which events unfold in the world;
A Physical place, which is separate from humanity; and
A Guiding inspiration, which can serve as a source of authority for human action.

While these differing conceptions of nature appear benign cinfloential on the surface
they actually can exert powal influence over entire societies moving them in one direction or
another over long periods of time. In addition, they can shape cultural conceptions of talent,
intelligence, and creativity. In terms of influence on entire societies, Coates (1998) #rgti¢he
current, predominant Western view of nature as a physical place separate from humanity is actually a
minority view when placed in the context of history. Most other ciatlbns have seen themselves as
much more integrated with nature than deesférn societies in the 20and 2% centuries. A
consequence of this notion of separation from nature is that nature is to be exploited as a resource.
Arguably, many gifted, creative young people grow up to become influential corporate leaders who
see tleir mission as exploiting resources and the natural world (e.g., executives of major oil
companies). Consequently, they apply their talents to the profitable extraction of resources while
remaining dismissive of, or oblivious to, the lelegm ethical imptations of their work (e.g., the
looming disaster of climate change).

Another example of the impact of these differing perspectives on nature can have on societies
and individuals comes from the ways in which Nazi Germany aligned with the idea of astare
guiding inspiration and source of authority. Coates (1998) viewed this conception as underpinning the
Nazi 6s belief that war was a natur al state of b
their ideology was imbued with a natural wangss. Many gifted and talented individuals in the Nazi
regime were caught up in the fervor derived from this conception of nature.

Critical Communities and Motley Coalitions

Finally, some other dimensions of culture can come into play when gifted indisid
perceive ethical problems and injustice in the larger society and attempt to correct them. Many gifted
children are sensitive to moral issues (Ambrose, Sriraman, & Cross, 2013; Hague, 1998; Lovecky,
1997; Piechowski, 2003a, 2003b; Roeper & Silvern2009; Seider, Davis, & Gardner, 2009;
Silverman, 1993) so it is natural for them to perceive serious flaws in a culture or society before their
lessable peers gain such awareness. Consequently, they often are in a tiny, fragmented, ethically
sensitive minrity and must push against enormous obstacles to effect any kind of societal change.

Fortunately, at least two rays of hope have become visible through the work of scholars from
disciplines outside of gifted education and creative studies. Rochon (E99R)ljtical scientist,
showed how small groups of vibrant critical thinkers were remarkably effective in creating new idea
systems and disseminating them throughout larger populations. In one example, he compared the state
of race relations in preivil rights America as similar to the oppression of serfdom in the European
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Middle Ages. In spite of this daunting barrier, gifted thinkers and leaders in the civil rights movement
generated new ways of thinking and transformed the minds of large swaths ofmirgcak
population.

| f we combine Rochonés (1998) notion of cri
Tsingbs (2001, 2004) dmofey coalidontheredsfenogrouws bppdrtlnity i nt e g
for ethically sensitive gifted individuals toate significant impact throughout the world, and to
redress largscale injustices. Tsing (2001, 2004) found that the integrated networks of globalization
are making it possible for widely dispersed, concerned individuals to collaborate in attempte to solv
problems of injustice in distant places. For example, when corporate forces were expropriating large
tracts of Southeast Asian rainforest from indigenous populations and causingscalee
environmental devastatiomotley coalitionsof concerned indiduals camedogether to combat the
problem. These coalitions were comprised of cosmetics entrepreneurs, democratic reformers,
representatives of indigenous peoples, union activists, and others, many of whom would never
interact under any other circumstances

Gifted individuals, especially those who are sensitive to {acgde ethical problems in the
world, no longer have to feel like they are loners in the world. If they discover these findings about
the power of critical communities and motley coalitidinsy will be better able to interact with like
minded peers around the world through the networks of information technology. In essence, these
findings from political science and anthropology, combined with the newfound power of global
integration, offerhe gifted the opportunity to shift and to transform their cultures for the better.

Conclusion

This interdisciplinary exploration just scratches the surface. There are many more theories
and research findings in disciplines relevant to cultural undeisgatisht could be accessed to give
us additional insight about the cultural dimensions of high ability. While cultural anthropologists,
political scientists, ethical philosophers, historians, and scholars of English studies likely do not think
much aboutte field of gifted education, there is much in their work that can be borrowed and applied
to the theory, research, and practice in our field. We intend to continue the exploration, and invite
others to engage in similar conceptual expeditions.
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Common Sense about the
Under-Representation Issue:

A SchoolWide Approach to Increase
Participation of Diverse Students in
Programs that Develop Taents and
Gifted Behaviours in Young People

Joseph S. Renzulli ; Laurel E. Brandon
The University of Connecticut, Storrs, Connecticut, U.S.A.

It is better to have imprecise answers to the righestions than
precise answers to the wrong questions.
Donald Campbell

Abstract

Changing demographics in schools around the world have raised questions about the nature and role of gifted
eduation programs. An intense interest in the underrepresentation of studemtsofr-income families and

minority groups in gifted education programs has caused the field-é@amine both identification and
services. In this article, the authors discuss the larger issues related to identificatioogeenthqing, including

data abut the extent of the problem in American schools. We review the recommendations and suggested
practices made by otheesearchers and writers in the field for improving the representation of diverse students

in gifted programs and provide examples obgf taking place in schools that are dealing with thislehge.

The authors conclude by describing how a specific approach developed over decades shows promise in
addressing the problem of unetepresentation

The education landscape in public sdsoaround the world is adapting to increasingly
diverse demographics with rising numbers of low income, langmagerity, and culturaminority
group popudtions. These changing populations include the talent pool of high potential young people
who are ad should be the focus of gifted education programs. One of the biggdshgea facing
our field is how to develop policies and procedures that are more responsive for finding and serving
these underepresented students. Although this article dramvdata about the undegpresentation
issue in the United States, colleagues from other nations, such as Chile, Switzerland, India, Italy,
China, and several countries in the Middle East have indicated tfitr soncerns are being raised
in their own caintries.

In the United States of America (USA), (National Center for Education Statistics, 2016a,
half of the 50 million children in public schools 2016b). These new Amean school
are members of minority groups (Nationaldemographics have raised questions about the
Center for Education Statistics, 2016c) and 51%ature and role that gifted education programs
of children rationwide live either in or near can and should play in accommodating the
poverty (Suitts, Bard, & Dunn, 2015). Many dramatic changes that are taking place. It is little
students from low socieconomic status wonder that the hottest topic and singiest
families attend schools where a majority ofcontroversial issue facing the field of gifted
students live in peerty, including 42% of education today is the continued under
children of colour (National Equity Atlas, 2016). representation of students 1ino low-income
More than 4.5 mil |l i onfamilies and ontharity @roupss Acooddmgntosa ar e
English Language Learners (ELL) and more thar2016 report from the U.S. Department of
6.5 million young people have special needé€duc at i onés Of fice of Civil
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Hispanic students make up only 28% of studentlurther study into the status and needs of
enrolled in gifted and talented programs, despitstudents of Native American, Native Alaskan,
making up 42% bstudents in schools that offer Native Hawaiian, and Pacific Islandersdent,
gifted and talented programs. English learneras well as those from the many, varied Asian
make up only 3% of students in these programsubgroups. A number of articles (e.grwmih &
even though 11% of students in schools offeringVorrell, 2012; Ford, 2014; Ford & Whiting,
gifted and talented programs are Englisi2016; Lakin, 2016) and literally dozens of
learners. At the high school level, fewv commentaries in the popular press have called
advanced math and science courses are availakdétention to the pidem of underrepresentation.

in schools whose population is 75% or moreThis article defines the general nature of the
Black or Hispanic than in schools whoseproblem and offers suggestions that might be
population is 25% or less Black orddanic. worthwhile in attacking this complex issue.

In spite of longtime recognition of the A persistent inability to address the
limitations of 1Q testing (e.g. Fdr 2004; Green, continued  underepresentation in  gifted
1975; Sternberg, 1985, 2015), admission t®rograms of stients from historically under
schoolbased gifted programs is still dependentepresented groups in practical and sustainable
in many places on scoring 130 or above on an I@ays may place the field of gifted education in
test or above a given percentile on a standardizé@nger of program eliminations or cutbacks;
achievement test (generally, 2 standardiowever, further research is needed to rieitee
deviationsabove the mean of the test). Sternberghe policy ramifications of a failuréo find a
(2015) points out that IQ tests, in assessingeasonable solution. It is, nevertheless, necessary
primarily analytical abilities, are limited in their t0 explore various options for providing services
effectiveness for selecting students for speciaf0 @ long neglected but rapidly growing segment
programs. This type of admission requiremen®f the American school populatioBecause of
has histaically favoued White children from Variations in local school demographics and state
high socieeconomic status (SES) families overregulations for identification, funding, and the
all other populations, leading to the termprovision of sevices, there is probably no single
Ahistoricadpryeseamided bgst way gppsaddressithe challenge of including
describe both the children and the problemdiverse student groups in gifted and talented
Across the country, White and Asian student®rograms. In this article, the authors discuss the
comprise tk majority of the population in gifted larger isses related to identification and
classes, regardless of the composition of the reBfogramming and a broadened conception of the
of their school or dirict (Yoon & Gentryy, meaning of fAdatad wmhen
2009). underrepresented students.

In this article, the authors use the term
ihi stori-capt gsaemtded gr ou plseauthoss deserigengeneral solutions
students from lovincome families, English recanmended for improving the representation
learners, and students of Black, Hispanic/Latinopf diverse studes in gifted programs and also
Native American, Native Alaskan, Native provide an example of an awandnning school
Hawaiian, and Pacificslander origins, whose dealing with this challenge. The authors
participation in gifted programming has beenconclude with a description of how the
and continues to be disgportionately low in Schoolwide Enrichment Model (SEM), an
many U.S. shools. Many of the studies cited approach that been developed asfined over
here focus on students of Black and Hispani¢lecades, showspromise of addressing the
origin, and the athors acknowledge the need for problem of underepresentation.

The Problem in Perspective: Labelling versus Talent Development

Key Questions

The essence of addressing the uwrderesentation issue concerns both how the field views
the concept of giftednssfor identification purposes and how it provides services for students in
special pograms. This twofold manifesto of gifted education can be brought into clearer perspective
by the ways in which both educators and laypersons talk about both issuesting gtaint is a
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hypothetical yet realistic set of key questions usually raised when discussing identification and
programming atthe locallevehd | udi ng an examination of the mean
Imagine that you have been asked to addregnfsaand teachers about planning (or revising)

a gifted program in your school or district. Although the first question below is bound to be the main

i ssue, further i magine that your audience has d

into idertificat i on and programming issues that are conc

state and local regulations. Consider how you might respond tol kbwif questions:

1. How does this district define and identify giftedness?

2. Must this district of i ci al ly designate a student nmy dgi ft.
services?

3.ls the goal of the programgidtéedbdDebr sigdeéent &
strengths and talents of any young person who shows the potential fefitibgnfrom
supplementary services that are beyond the regular curriculum?

4. Can teachers use certain general enrichment activities (e.g., Thinking Skills, Creativity Training,
and ProblenrBased Learning) with all students and use their levels of resportdrmine for
whom and in what way advanced level folloy is warrated?

5. Does the program allow for gifted education services to be provided to certain students, at certain
times, and within certain contexts or domains of their demonstrated patendghdless of
whether or not they have the official label?

6. Would the program serve, for example, a young Steven Spielberg, who was doing exceptional
things with a movie camera at a young age but was not a traditionalhaligleving stdent?

Although there are many other questions that might be raised, these questions should be

examined by any state or school district that is developing @xamining its policies and

regul ations, especially in i ght o f tinuinp end nati on
concerning underepresentation of students from minority groups and-itmeme families. These

guestions are also appropriate for middigss dstricts that are interested in providing services for the
ASteven Spielbergol asttiudrent whofhawei potpeompti al s t
traditional identification criteria. The answers to thesestipres undoubtedly will be influenced by

what people actually mean when using the word #fag

A

|l t 6s Al | a Matter of How t he Word is

What is the goal in using the word word refers to arentity or state of being, for
igi ftedd? A practical exampldfeHes t @amdisnhge of s wlhhate tohfe
term Agi ftedd means r aynaans foit theeword aemuniamlmasf wh at
heuristic purpose the term serves once it isone x i st ent but Aibl essedo
deprived of the aura that surrounds its use imi g ht come <cl ose. The noun
many professional education gms and lay takes an adjective (such as scientific, or
communities. A heuristic technique is anacademic) to specify the area in which a person
approach to problem solving, learning, orhas abieved superior accomplishment.
discovery employing a practl systematic
method. Although a heuristic technique is not When used as ardjctive, it refers to
necessarily optimal or perfect, it should behigh potential in a particular area of human
sufficient to pursue an imadiate goal; in this performance and usually has reference to a
case, to plan special programs andcpssesto cr i t eri on or comparison gr
determine which young people are eligible tagi f t e d writer for her ag
participate. frequently found when the

as an adjetive are also adjectives that usually

When considering the heuristic meaningtake an object (e.g., superior mathematician,
of the word, fAgifted, advamece@ meadert fnmovatve eaesgmai, ne t |
parts of speech assigned to thevagrd in the exceptional artist, peuasive  speaker,
dictionary (MerriamWebster, 2016). It is compelling writer), all words that helpfully
categrized as both a noun (giftedness) and aprovide direction when talking about the typés o
adjective (gifted). When used as a noun, theervices advocated when developing special
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programs and opportunities. Indeed, the word ienhancement of abilities and skills. As a less
even used as an adjective when the field s han perfect heuristic, i
referred to as #AGift e dentfidation enadyiidenify dtudentssnwho camc ent
the root word, that a gift is something to bebenefit from enhanced programming, but it may
given rather than a s@of being. The student also miss many whowould benefit. Recent
receives the gift when the school providesstudies (Grissom & Redding, 2016; Lu &
opportunities, resources, and encouragement Weinberg, 2016; McCoach et al, 2016) provided
transform his or her potential into gifted evidence that stlents from historically under
behaviours. represented groups continue to be less likely to
be identified as Agifted. o
Persons advocating the entity (201§ found that Black students are half as
perspective argue that someone must firdikely as other students with equal achievement
officially la b e | student s as tobgassfgned td a giftédprogsamend thdt Black
students can receive any special services. Oudents are three times as likely to ksigned
may contrast this with a responsive orientationto a gifted program if taught by a Black teacher.
where students react to presented opportunitidskewise, McCoachet al. (2016), in research
and teachers respomed thad corgrolleddfer schomléchamasing fownd r a
talent potentials at any ten Those with an that students who are Black, Hispanic, from{ow
entity perspective may assert that they are usifgeS families, or English learners whose
a Amultiple c¢criteri aodacheywmentoseomhwere joshdas highfag students me s
the label will not be bestowed unless the studenvho were White, noiELL, and not from low
achieves a pretermined cuff score on an IQ SES families were significantly less likely to be
or ability test. In such cases, the prehany i denti fied as dAgifted. 6 Lu
nomination and screening serve as a ticket ttbound that across all students, those who
take a test, and the strengths and evidence aftended free public pi@ndergarten in New
talent potential that led to the nomination and/olYork City were 4.5 times as likely as those who
screening are disgarded unless one hits thecut did not attend public prkindergarten to be
off score. Thus, claims about a multiple criteriatesed for admission to a gifted kindergarten.
approab end up being a smokescreen for thédowever, even though Black and Hispanic
same old tesbased, entityoriented approach. students were more likely to be enrolled in full
time public prekindergarten, these students were
A case in point is an article that 35% and 45% (respectively) less likely to be
discusses the impact of the nomination stage aesed than White students, and overall, {8&S
identifying undefrepresented students (McBee,students were 46% less likely to be tested than
Peters, & Miller, 2016). Although an extmnt students not from IoV8ES families. Hamilton et
analysis is made of issues related to nominatiora (2017, ms under review) reported that students
for gi fted progr ams, frameHiswnicdlyaundertepresentdd egroupsaacet u al |
gi ftedo a saaduallyt dite d ofi n o I &sa tessylikely d attend schools that offer any
indicates an entity orientation, even at the vergort of gifted program. In the absence of
early nomination stage of identification. Use ofavailable programming, teachers may have less
terminobb gy such as Atr ul yiacendive tb pit dincetandaeffdrt ynto idgntifying e d
in scholarly publications, with or without students; conversely, without a population of
whatever diclaimers may be noted, could easilystudents identified as having a need $pecial
lead the casual observer to believe that there aservices, the school may have less incentive to
people who do nde e d have fiexpendgdsdurices dn a gifted program. Naturally,
chromosome. 0 these complexities influence the number of
students from historically undeepresented
As a heur dst e duy c agiogps thét evill be regsented in any actuarial
conveys a process thamay lead to the analysis ofhe issue.

The traditional entity usage and primary reliance on teacher nominations and-tesbility
scores have resulted in remarkable usrdpresentation of high potential students from hisdiy
underrepresented groups in the United States, agiqusly cited (Erwin & Worrell, 2012; Ford,
2014; Ford & Whiting, 2016; Lakin, 201&j.S. Department of Education, Office of Civil Rights,
2016; see also #tional Research Council, 2002This approach also leaves out students of all
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backgrounds who aredtily creative, those who think and pursue tasks with a different approach to
learning, and those who have highly specialized talents, interests, creativityptivation. S.
NicholsonCrotty, Grissom, Nicholsorotty, and Reddind2016) suggested thatehreason that

Black students are more likely to be assigned to gifted programs if a Black teacher teaches them
(Grissom & Redding, 2016) may be because Blackhxacmay perceive (and rate) some Black
student sé beha wvdordral rard, intergaoicah skilis,smore eddvely than White

teachers do. A dramatic example of a creative young scientist whose teacher overlooked his strengths
follows in the teacheroés comments about John Gur

His work has ben far from satisfactory. His prepared stuff has been badly learnt amdlseve

of his test pieces have been torn over: one such piece of prepared work scored 2 marks out of
a possible 50. His other work has been equally bad, aretaddimes he has beémtrouble,
because he will not listen, but will insist on doing his work in his own slieve he has

ideas about becoming a scientist: on his present showing this is quite ridiculous (Collins,
2012, October 8, emphasis added).

Some people who beeee creative producers as adults were not traditional high achievers in
school. For example, although Oprah Winfrey was a precocious child, Heeedufrom extreme
poverty, turbulent living arrangements, and abuse throughout her childhood; she became a
troublemaker. She spent time in juvenile detention and becargeapteat age 14, after which she
went to |ive with her disciplinarian father. I n
she joined the honour society, visited the White Hoase, participated in a contest that led to her
first broadcastinggb (Harris, 2005, November 19).

The authors believe that young people showirggtore potential should also participate in
programs for talent development. A quotation attributed to AlBarstein, the personification of
scientific (adj.) figi ftedness, 0 explained that
everything that ¢ oun t-reakecsadnly bése studemtipladereedt.orothirigsthad e ¢ i s
can be easily countetiow many John Gurdons, Steven Spielbergs, and Oprah Winfreys will society
|l ose by failing to heed Einsteinds advice?

The commentary sections of popular education news outlets have featured a number of
point/countetpoint articles about the usefulness ot he term fAgi ftedd over t
example, the Commentary section of Education Week: Samuels, C. A. 2008eQict; Peters, S. J.,

Kaufman, S. B., Matthews, M. S., McBee, M .T., & McCoach, D. B., 2014, April 14). Tleniag
conclusionreached by Peters et al., (2014) represents the general direction the field is taking toward
the underepresentation issue and is compatible with the distinction made betweenitheardt

talent development perspectives described above.

The time hagome to create K2 models that consider how to properly challenge aflesits

whod at any point in tim& are ready for more advanced curricula; not just those we deem
"gifted" in some global, unchanging fashion divorced from the educational needs ofldhe ch

By focusing less on the child's label and more on the child's needs, we will better serve those
students in our schools who are ready and hungry for greater acadeld@ngds (para. 21)

Practitioners fcandét wai gree orfall possibla gfcationst s and
of the identification challenge. Fortunately, much research has been conducted on possits,sol
so practitioners can draw from these to find a more equitable solution to identifying children who will
benefit from spcial services. A brief review of general recommendations for chalige$o

General Recommendations for Change

General discussions and commentary about ureggesentation fall into the areasalissed
in this section. Although these areas of concemimportant starting points and much has been
written about them in the literature, the ways in which words are used in the identification process
will determine if thoughtful answers are put forth to the questions raised above. It is easy to offer
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generéizations and make broadly sweeping comments about their importance, but the biggest
chall enge is in the ways scholars, commtcest at or s,
that schools can use to implement one or a combination of theggmeeal recommendations.

A Non-Verbal Tests

One potential solution to address the problem of ungj@resentation is the use of nonverbal
measures of ability to identify students with high ability. Nonverbal tests are intended to be fair to
testtakerswith limited English proficiency and regardless of academic background, because they
require stidents to solve abstract visual puzzles, rather than to define vocabulary words or to solve
math problems. The Raven Progressive Matrices, the Naglieri Nonvdstigy Test (NNAT), and
the Nonverbal Battery of the Cognitive Abilities Test (CogAT) areutmypwellresearched examples
of this type of test that were normed and have beenom@ed with large demographically
representative samples (e.9>180,000 m Lohman, 2008n=20,270 in Naglieri & Ford, 2003;
n=1,407 in 1938n=11,621 in 1952n>60,000 between 1983 and 1989 in Raven, 2000). Additional
common nonverbal tests are the Test of Nonverbal Intelligefficedifion (Brown, Sherbenau, &
Johnsen, 2010}he Leiter International Prmance ScalRevised (Roid & Miller, 1997), and the
Universal Nonverbal Intelligence Test (Bracken & McCallum, 1998). These tests are sometimes used
as alternatives to IQ tests for students with limited English proficiencth@rassumption that by
removing the requirement for students to produce verbal or written responses (and in some cases, to
follow verbal or written directions), score variation that is due to cultural and linguistic differences
will be reduced or eliminad (Pfeiffer, 2012).

Nonverbal tests alone, however, do not eliminate all disparity in identification between
students from overand undetrepresented groups. In a study comparing the NNAT and CogAT
Composite tests and their relationship to the Wechsitelligence Scale for Childrein Fourth
Edition (WISGIV), Giessman, Gambrell, and Stebbins (2013) found that using the NNAT to screen
students for gifted programs increased identification of Hispanic, but not of Bladénss. In a
sample of kinderg&en students who took the NNAT as a screening test, Carman and Taylor (2010)
found that when controlling for ethnicity, students from dowome families (identified on the basis
of free/reduced lunch status) wereammended for the next stage of giftetbntification at about
half the rate of other students. Another study by Lohman, Korb, and Lakin (2008) compared scores of
1,198 elementargige children (40% ELL) on the CogAT Nonverbal Battery, NNAT, and Raven and
found that ELL students scored .5 to B lBwer on average than nd&flLL students on all three tests,
even when controlling for ethnicity. In short, norva tests do show score differences among
subgroups, and so they are insufficient for mitigating reptagen differences, even though they
may provide useful information, especially along with a broadefgtior Space does not permit a
full discussion of notverbal tests; however, more information can be found in McCallum (2017),
Pfeiffer (2012), and the discussions in Naglieri and Ford3p0Lohman (2005a,b), Lohman and
Gambrell (2012), and Naglieri and Ford (2015).

A Universal Screening and Local Norms

Another popular suggestion currently being offered to solve the wepsrsentationssue is
the use of Afaut omat6i)c orre ffeuwmmiav esros a(l McsBeereg e n2i On0g O
Lakin, 2016). McBee (2006) and Lakin (2016) use the ®rmeningo mean that a standardized test
is used to gather data. In this article, the authors use theitéversal screeningp mean simply tha
some information that might be used to support a gifted identification or an assignment to participate
in gifted plogramming is both gathered on everyone and considered in light of the question of
whether each student might benefit from special progragunClearly, any standardized measure
selected for universal screening should have-estblished redbility and validity for identifying
students who would benefit from the offered program. In the U. S., for example, all states administer
standardizedachievement tests in math and reading or language arts to all public school students
annually from third to eighth grade @Blentary and Secondary Education Act, 2016). Any district
looking for students who might benefit from an advanced math program useilthe state math test
score as a universal screening measureventer, according to the National Association for Gifted
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Chi | dState of@he States in Gifted Education RefldAGC, 2015) this information isnot often

used as a screen through whistudents might move to an identification process, even though
achievement data is sometimes used for gifted identification. Only two of the 42 states that responded
to the NAGC (2015) qustionnaire reported that gifted identification procedures are iediaased on

scores from tests that students take for reasons other than gifteddd#atif(e.g., state achievement
tests), while 13 reported that they require achievement data to be used for identification.

Lohman (2005c), Renzulli (2005), and Pfeif(2015) recommended the use of local norms
when wusing an ability or achievement t est to a:
special services depends not so much on a student's standing relative r @gademates
nationally, butonttestd ent 's st anding relative to the other
schools with highly varied populations, Lohman (2005c) demonstrated that this can mean not only
comparing students to others in that local school, but also compargentsuwithin subgroups, in
order to compare each student theos with similar prior experiences, as recommended by the U.S.
Depart ment oldtion& é&celleace Repofldniged States Department of Education [U.S.

DOE], 1993). In this case, stutte enteing the program might be prepared for very different levels of
challenge. Any school which identifiesudents for programming differentially by subgroup should
also plan to differentiate supports and challenge for students who demonstrate ekbdus/and
others of their subgroup but whose ability or achieent scores are not as high as others who are
also identified for special programming, as would be sadble in any classroom (Tomlinson, 2001).

A program that uses local norms will always di#e to find students whose educational needs are
sufficiently different from the local average to benefit from special programming tailored to their
needs.

Teachetrating scales can also be the Only two states require screening to take
basis of universal screening. Researchers haydace mce at the elementary level, and only one
found that ¢acher bias can lead to inequitableof these also requires screening upon entering
referrals when the referrals are based only omiddle school. Eight states reported that
teacher impressions and not on valid and reliabliglentification processes for gifted services can
scales with clear definitions (Fish, 2017; Powelbegin at multiple points during &2, but it is
& Siegle, 2000). However, geral such teacher unclear whether this meanshat univesal
rating scales exist (e.dReters & Gentry, 2012a; screening takes place at multiple time points or
Pfeiffer & Jarosewich, 2007; Renzulli et al,that a noruniversal mechanism, such as
2010; Sarouphim, 1999) and they can be usegbmination, is available at multiple time points.
concurrently with locallynormed tests to In 21 states, decisions about how and when to
identify students for special programmingscreen and identify students for gifted services
(Lohman & Renzulli,2007; Peters & Gentry, are undelocal catrol, with or without guidance
2012b). from the state (NAGC, 2015).

In prectice, 1Q scores still dominate the A fAnatur al experi ment o
identification process. NAGC (2015) reporteduniversal screening on recommendation and
that of the five states whiclequireidentification identification for gifted services occurred in a
processego take place after parent, teacher, otarge district in Florida (Card & Giuliano, 2015).
student referral, all require 1Q scores forThe district implemeted universal screening for
identification and three ofthese states also five years by administering the Naglieri
require portfolio information. Seven states,Nonverbal Ability Test (NNAT) to all second
including two of the above, require data on theygrade students as a screening tool. Students who
student ds behaviour metr the cutoff iscare toe the ssdrdering testo f
giftedness (i.e., the type afformation reported proceeded to IQ testing that éemined entrance
on teacher rating scales) for identification. Theséo the gifted program. By Florida law, there are
seven states al | ipkel swo eligibiéyglavelsrfae giftea servicesuRlan A,
measureso approach t oforisthdents wHoiaceanoti EnglishflLanguaggi f t e d
services, and require 1Q scores, achievememtearners (ELL) and who are not eligible for free
measures, or both in addition to theor reduced lunch (FRL), and Plan B, which may
behavioural/characteristics data. be used by districts that develop a plan for
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increasing representation of students who arepresented groups were about 0.5 standard

ELL or FRL in gifted programs (Special deviations higher in both reading and math, with

Instructional Programs for @&lents who are persistent effects tat least & grade, if they

Gifted, 2002). Each district using Plan B towere in a GHA class in fourth grade than if they

identify students may develop their owlan. In were not. Addionally, placing the highest

the district studied by Card and Giuliano, Plan Aachievers (ranks-20) in a separate class with up

students needed an 1Q score of 130 or highetp 4 Plan A gifted students had no effect on the

while Plan B students needed an IQ score of 11fgerformance of students in the heRighest

or higher, allowing for mearement error in achievement cohort (ranks -24); that is, the

both cases. Students with a qualifying score alsbenefit to the high achievers did not come with a

had tobe rated as showing eve nc e o f defrigentf to ¢hd nextighest achievers who

i ndicatorso incl udi ng waouldhbhaveveaen tharrclassmateseiratheiabséncey |, a

adaptability, and Plan B eligibility also of a GHA class.

considered alemic achievement and family

background. In Total School Cluster Grouping
(Gentry, 2014), another model that uses

The district in question eliminated universal screening for class placement, all
funding for followup 1Q testng after the first students are rated (screened) by their teachers as
two years due to budget difficulties. The districti hi ghvi aghibe fabove average,
ended universal screening altogether three yeaisl ow average, 0 or il ow ac
later in response to otnued budget problems. p| ac e me n't i n t he s.ext y €
During the first two years of the program,St udent s identified as |
referral rates and gifted identification ofaRIB (i ncl udi ng t hose identi fi
students increased by 180%, with a 130%laced together in one ckisom along with
increase for Hispanic students and an 80% aver age achievingo st
increase for Black students. Within three years t udent s i denti fied as
of ending universal screening, referral rates anttacher trained in gifted educatiggedagogy.
identification of Plan B students returned to-preSt udent s i denti fied as 0
implementation leels while referral rates and in other classooms wih fiaver age ac
identification of Plan A students continued tostudents.
increase. In original and followup research on the

model (Gentry & Owen, 1999; Brulleseters, &

Card and Giuliano (2014, 2016) alsoSaunders, 2012; Matthews, Ritchotte, & McBee,
examined the results of a policy in the sam@&013), mor e students were ider
district which used state achievement tests tac hi ever s o over mul ti pl
screen students for class placement. Eativol implementation, and overall achievement
placed students who scored the highest on staitecreased as teachers were better able to target
exams together in a class with identified giftednstruction to the narrowed range of student
students and a teacher trained in gifted educatiability in all classes.
pedagogy, but only if at least one student in the
grade level was identified as gifted using an 1Q Universal Screening isundoubtedly a
test. Card and Giuliano (2014, 2016) found thapotentially useful practice for identifying high
placeme n t I n these fi Gi fpotential Hiudemts fAm hhisencaly uder
(GHA) classes led to increased achievemeniepresented groups, but the devil is in the details.
growth among higlachieving students from Before implementing a universal screening
historically underrepresented groups who wereprocedure, decisiomakers must first address
not identified as gifted as compdréo their the quesons of when and what information will
academic peers in hetgeneous classrooms. be gathered on all students and how this
Specifically, the achievement scores of highnformation will be used in making selection
achieving students from historically uneer dedsions.

Even the Awhen questionodo raises challenges.
testing for all studestuntil the third grade, but it is important to implement a universal assessment as
ealy as possible because research has shown that with students francdowe families, the longer
they stay in school, the more they fall behind (Parlady, 2008). Howmding young children is
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difficult. The inflexible format of 1Q tests makes them less reliable fainggyoung children (Porter,

1999, p. 97), and kindergarten scores on early literacy tests sguuificant variability even among

high-1Q students from middleto-upperclass families, making them a poor choice for students from
historically undetfrepresented groups (Hernandez Finch, Speirs Neumeister, Burney, & Cook, 2014).
Additionally, a lack of opportunity to learn means these students often stdntltind on academic
measures (Morgan, Farkas, Hillemeier, & Maczuga, 2016; Magnuson & Duncan, 2016). For
screening young students, Espinosa (2005) recommends that a series of observations and/or a
portfolio assessment may be more appropriate. Additignalig notes that children from cultural
groups whose organizational and interactional styles, such as where a child looks when speaking to an
adult or how quickly a child follows directions, are different from those of the dominant culture must
adapt to tk school environment. Until they learn the patterns of discourse used in school, they may
not show their abilities in &ditional ways, such as by readily answering questions. For young
children from historically nderrepresented groups, she recommends @issessments be culturally

and linguistically respusive and include evidence gathered over time.

A Performance-Based Assessment and Providing Additional Support to Targeted &ents

Performancdased assessment differs from the entity approach intthegdominately uses
actual examples of studentsé performance to in
perfaomancebased assessment has been used to describe ability tests (Acar, Sen, & Cayirdag, 2016),
in this article, it is used in a way similto VanTasseBa s k a 6 s  (mthénhdaBon to asses®
gifted students through advanced, opewled tasks that require students to think and to solve
problems and that allow students to demonstrate their creativity. This method of assessment is a
responsie approach because teachers observe how students react to opportunities to learn and to
perfor m, and then respond to studentsd demonstr
knows, if team selection is based only on height, then good badlers, playmakers, defenders,
passers, and those with a talent for sinking three pointers from beyond the arc will be overlooked. In a
performancébased system of assessmenteptially gifted students are recognized for their aptitudes
in particular aras of performance, motivation, creative behaviours, and executive function skills,
which are all traits that may not show up on ingglhce or achievement tests. In addition to, or in
replacement of a standardizedility test, teachers and content ar@ecialists observe students
interacting with conceptual rather than memoriented material in science, art, mathematics, theatre,
writing, history, and other areas that lead to makiegdfor-service decisiondbased on actual
performance.

Performancéased assessments have been developed and evaluated for reliability and
validity with students from historically undeepresented groups. The DISCOVER assessment
(Maker, 1996), which is based on Multiple Intelligences Theory and a conception of giftéubitess
emphasizes problem solving, includes a series of performance tasks on which tlEeedrs
decide whether students show evidence of being superior problem solvers. After trainirgtenter
reliability is between 75 and 100% (Griffiths, 1996,raported in Sarouphim, 2000, April). Maker
(2005) reported that the DISCOVER assessment has predictive validity to correctly identify students
as having high potential in logical/mathematical, naturalistic, and verbal/linguistic intelligences .
Studentsdentified as gifted in the related intelligence in kindergarten went on to show higher scores
on math, science, and reading assessments in"ttendt &' grades than students who were not
identified, even in the absence of a gifted program. Howeverstndy examining ethnic and gender
differences in the use of the DISCOVER assesnt, Sarouphim and Maker (2010) noted that while
there was a great increase in the percent of students of all ethnicities identified as gifted, the
proportions were still uneglt Although between 20 and 25% of students in most groups were
identified as gifted (higher than the predicted2lB% across the intelligences), AfricAmerican
students were still identified with less frequency (14.5%) and South Pagifitdérs were til
identified with greater frequency (37.5%). The DISCOVER assessment shows promise for use as a
culturefair assessment of potential, butther research is needed to determine why these differences
in identification rates occurred and whether obsetx@ning might make a difference. It is also
important to keep validity in mind: for DISCOVER to be a valid tool for gifted identification, the
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speci al programming for each identified student
(Sarauiphim, 1999).

Structured auditions are another form of performarased assessment that have been used
to identify students from undeepresented groups for special programming with results suggestive of
predi ctive wvalidity. Il n Or éwTk TAP &wessmeht temahels aBda u mo s
teacherartists observed students as they patrticipated in authentic arts training and improvisation
activities, using a rubric to score the students on general and discpéo#dic potentials, such as
rhythm and pitchHor the musical tasks. Inteater reliability was above .8 for all three categories. To
assess validity, researchers followed students for two years. Avdaropostest revealed that
selected students who participated in advanced programming receiiveg$ significantly higher
than nonrselected students and whsted students (those whose initial scores were very similar to the
selected students). Additionally, selected students went omctwive scholarships to elite arts
programs, despite havingadh limited arts experience prior to the initial assessm@rneck, 2005;
Oreck, Owen, & Baum, 2003)

Project POTENTIAL (Delcourt, 2008) used a similarly structured audition process to identify
students for followup targeted instruction in science, matlsual arts, or music. Selected students
participated in smalgroup advanced instruction in their talent area in a-quillclass during the
school day. Ninetywo to 100% of students who patrticipated in Project POTENTIAL courses scored
at or above mastg on state achievement tests in their talent area. More studies dealing with this
approach would add i mmeasurably to the fieldés k

Some districts have found success by providing targeted students with additional
oppatunities to learn (OTL) prior to assigning the gifted label or selecting students for special classes
(see Peters & Engerrand, 2016, for a discussion of OTL). In the Young Scholars Model (YSM; Horn,
2015), an adaption of the Schoolwide Enrichment Mel (SEM; Renzulli & Reis, 2014) and
Treffingerés (1998) Levels of Service Model (LS
Public Schools, young students from historically ur@g@resented groups who show high potential

are placed in enrichmempir ogr ams with teachers trained in gi
Schol arso school s, a committee of teacher s, ad
iYoung Schol ar so t hudenumgrk samples, oarebbal abdity {sts, mnecdbtal s t
records, and observations of students engaging with lessons on critical and creative thinking skills
(Level | services, which all students receive).
consist of curricular modifications @vided by the classroom teacher in consultation with the gifted
specialist. Based on performance and additional

participation in puHlout programs featuring advanceda@demic services provided by the gifted
specilist (Level 1ll), and some qualify for fulime Gifted and Talented Centres for highly gifted
students (Level V) . AYoung Scholarso can al so
enrich the regular curriculum.

Since its inception in 2002, thaxmber and proportion of students from historicalhger
represented groups who have been identified for all levels of gifted services in Fairfax County Public
Schools has increased. The representation of Black students receiving Levels Il and Il services
increased from 475 (5.3% of all students in Level Il and Ill) in the year 2000 to 2,064 (9.1%) in 2014,
and the rpresentation of Hispanic students increased from 311 (3.5%) to 4,079 (18%) students in the
same timeframe. In Level IV centres, the represtém of Black students increased from 76 students
(2.2%) in the year 2000 to 928 students (4.8%) in 2014, and pheseatation of Hispanic students
increased from 66 students (1.9%) to 1,419 students (7.4%) in the same timeframe (for full report, see
Horn, 2015). When compared to the distrietbgraphics, the representation of Black and Hispanic
students in gifted programs is much closer to proportional than it had been prior to implementing the
Young Scholars Mdel. In 2000, Black students made up 20.6f the district population, and

1 Dance/Music/Theater Talent Assessment Process
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Hispanic students made up 13%. In 2011, Black students made up 10.5% of the total district
population, and Hispanic students made up 21% (Fairfax County Public Schools, 2015, November).

Project EXCITE, a collaborative gect between researchers at Northwestern Uritversd s
Center for Talent Development and educators at local Evanston Township High School and its feeder
K-8 school di strict, aims to i mprove Black and H
and b increase their enrolment in advanced math and science courses at the high school level
(OlszewskiKubilius & Steenbergeiu, 2017). The district invites all thirgrade Black and Hispanic
students, regardless of family SES, to take a test to qualifgdidicipation. About 80% of Project
EXCITE students come from leimcome families. Students qualify with a score at the pé&centile
on the NNAT or lowa Tests of Basic Skills. Students with scores just below the cutoff who have
strong recommendationseaalso cosidered. Qualified students are required to participate in about
445 hours of afteschool, Saturday, and summer enrichment and supplemental instruction in math,
science, and reading throughout grades three to eight, with up to 180 additicaahlopburs
available.

A longitudinal study of Project EXCITE (OlszewdKubilius, Steenbergehlu, Thomson, &
Rosen, 2016) reported results that suggest this is an effective way to identify appda kigh
potential students from historically uneepresented groups. Over 13 years of amgntation,
Project EXCITE students, despite having initial (@ade) achievement scores equal to the district
average in math and reading achievement, consistently scored higher thatrittederage after the
first year (with effect sizes ranging from .21 to .53, at each grade level). Additionally, 76% of Project
EXCITE students qudled for abovegradelevel math in ninth grade, compared to 50% of all Black
and Hispanic students in the school. Initial datacollege enrolment for Project EXCITE students is
also very positive. Over the first five cohorts, 84.5% of students whose college placement information
is available enrolled in-gear cdleges.

The very challenge of examining undepresentation shoultiotivate practitioners to cast a
wider net by looking at information beyond the easilgasured basic skills assessed by standardized
tests. I f these instruments fAdid t heaeprgsented of i c
groups who codd benefit from advanced programming, then universal screening with traditional
instruments would be sufficient and there would be no need to exafhémeative or additional
information. If any actual progress is to be made in addressing tHierd® it is necessary for
educators in the field of gifted education to be more creative themselves in examining the
identification issue. Less reliable but equally important considerationsudfesnt s 6 potent i a
creative productivity (cf., Spielberg, Winfreand Gurdon) should take into account a broader range
of characteristics. Such characteristics migietuide some nowgognitive factors such as creativity,
motivation, and executive function skills, which may manifest in performbased assessment.
Cagding a wider net does not mean that educators willrlogk traditional measures. Rather,
considering a portfolio of all available strengthsed data enablesuedtors to make personalized
programming decisions for individuals.

Identifying  Under-represerted Groups Using PerformanceBased
Assessment in the SEM

The Schoolwide Enrichment Model (SEM; Renzulli, 1985; 1997; 2014) uses an identification
system that integrates several of the above recommendations, and so it may be useful for addressing
the underepresentation issue. This model focuses on perforrzas®ed assessment, but also
recommends universal screening and the use of local norms. The model has been used for more than
three decades in schools ranging from high scoring and mainly white popsiléd schools with
mixed populations and schools that serve predominantly students from histancerrepresented
groups. I n the SEM,r etpreeseat egorsyt uadfenfisadeémcl uc
historically underrepresented groupsnd students who think and learn differently. These students
may not be the highestoring students in their schools, but fiest score information and the ways
they respond to various types ofrj@emancebased assessment clearly reveal that they are eaeslid
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for selected supplementary services (e.g., Baum, Renzulli, & Hebert, 1995; Baum, Schader, & Hébert,
2014; Oreck, Baum, & McCartney, 2000; Reisnteg & Park, 1995).

Because of the variety of state regulations with which all identification systestscmtend,
the SEM6s identification system was built t o
school poplations and variations in state regulations (Figure 1). Three features of the SEM are: (1) an
identification system that uses both tesbre and notest score information to identify a talent pool
of high potential students who are candidates for supplementary services; (2) the use of local norms
for any standardized measures that might be used; and (3) a programming model thatgeneidts
enrichment for all sidents and opportunities for advanced level follow up for students who show high
motivation and creativity in response to general enrichment experiences, the regular curriculum, or
nonschool interests andctvities (cf. Spi¢berg, Gurdon). This third feature is an example of the
process described above of making individual programming decisions based on performance based
assessment (VanTasd®dska, 2015).

The SEM identification system (Renzulli, 2005) is grounded in thedRing Concetion of
Giftedness (Renzulli, 1978) and the Enrichment Triad Model (Renzulli, 1977) ppdread by both
the broad usage and opinions of teachers, administrators, and leaders in the field (Brown et al., 2005)
and a review of research dealwgh identification practices (Gubbins, 1995). The system is flexible
enough to accommodate talent potentials in different domains and populations, and it attempts to
respect regulations made by district policy makers and state departments of edudatibnisw
especially important at this time of greater concern aboutstiyan gifted programs. It takes into
consideration the fact that there is no perfect identification system and it assumes that there should be
congruence between the criteria usethim identification process and the goals and types of services
that constitute the dayp-day activities that stlents will pursue. The accompanying service model
also attempts to activate a much broader range of services and teaching practices, rhaaty arew
meant to develop creative and avative talents in young people.

Figure 1: The Renzulli Talent Pool Identification System (Renzulli)
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